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ABSTRACT

The purpose of this study was to explore the foiwnadf teacher identity among
four teachers of students with autism spectrum rdeso (ASD) and my own by
examining our perspectives, influences, and expeeg at different points in our careers
and determining the similarities and differencesat tlexist in our professional and
educational experiences. This study focused onteasher identity is defined within the
field of education, the current literature on tesxcidentity formation, and the importance
of understanding the formation of teacher identitpong teachers of children with
autism, as well as how my own teacher identity hasn formed. Throughout my
research, | specifically emphasized the relatigmshbetween formation of teacher
identity and teachers’ experiences in and out ef ¢dlassroom, the transformation or
evolution teachers’ identities during their carearsd the characteristics and experiences
that specifically distinguish teachers of childmeith autism from other teachers. These
main themes were guided by the concept that teadéstity is not only initially formed,
but is a constantly evolving and complex procesat tis affected by teachers’
experiences, interactions, influences, and persam@lprofessional growth.

Through purposeful sampling, four teachers of dzbih with autism in self-
contained elementary classrooms within public s&ha@re chosen to participate in this
study. Data collection consisted of semi-structuiateractive interviews, critical

friends’ sessions, and the creation of three atsfdy each participant. Artifacts for this

Vi



study aided the participants in giving a more higligiew of their identities as teachers of
children with autism. Artifacts consisted of teackelf-portraits with reflective prompts,
buckets of their experiences with detailed explanat and, photo journaling. Ciritical
friends’ sessions were utilized as a setting téecéfon and discuss each participant’s
artifacts. Both the critical friends’ sessions dine creation of artifacts were based on the
work on Samaras’ (2011) self-study concept. Duramglysis, data were coded and
categorized based on themes, topics, and key-wordsntext derived from a codebook
created for this study. Max QDA, qualitative datelysis software, was utilized to code
written data, pictures of the artifacts, and theltrmedia critical friends’ sessions.
Codes were then merged and overall themes, sitrewriand differences among
participants were noted.

Narrative inquiry, self-study, and autoethnograplere utilized to tell the stories
of each of the participant as well as to juxtaposeown story with theirs. Findings
indicated that these four teachers, like myseliyehhad similar experiences teaching
children with autism, which are in some cases yadifferent than the experiences of
their colleagues who do not work with this popuwatof students. The findings further
indicate that these teachers were all attracteatisospecific field because of their home
and educational backgrounds. Overall teacher ityemtas created and transformed
through a combination of life events and memoratdenents in their teaching careers.

Implications of this study include the need forcteer learning communities for
teachers of children with autism, support, and camigation among veteran teachers of
children with autism with the beginning teachersthie same field, and the need for

teacher reflection when working in a position negdthe utmost commitment and

Vil



dedication. Narrative inquiry, the act of storiitej, will offer teachers, who may be
struggling, the opportunity to compare their owrperxences and find support through

stories of teachers who have similar teacher itlefgrmation experiences.
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CHAPTER 1: CHANNELING WINSTON CHURCHILL : AN INTRODUCTION

| often think back to a moment during my first yeat of college, a moment when
| had to make a decision about who | was and hasarited my own life to impact others.
| distinctly remember that day, standing in frohty boss’s desk, in a small office of a
doublewide trailer that housed a group of spec@l&ation service providers for a state
run program. | had been called into her office ggtin because she was unhappy with
various aspects of my work. As a speech path@egigtant, | was told that | spent too
much time with the most severe students and neigbneith students who would show
immediate progress. | was too detailed in my répand “parents didn’t want to know
all of that information anyway,” but my biggest isgression was simply believing that
some of my outlandish therapy ideas would actwatiyk.

At 23 years old, in my first real job, and doingavhthought I loved, hearing
that | was failing was crushing news to me, but steod there and listened to my boss
rattle on, | looked down on her desk and sittingdlily in front of her, was an engraved
sign. My focus moved directly to it as bits of the-sided conversation were being
processed. | could hear her say that | needethfrove my work, think about other
options, and that | was being moved into a diffepasition. That's when | realized |
was being fired, being told to quit, and as | hetirdse words, the letters on the sign

came into focus,



“Never, never, never quit,” Winston Churchill

At that moment, | realized she was right; | did betong there, in that office. |
needed do the opposite of what my boss was tetisngnd follow the directions of a sign
instead. | would not give in, would not quit. dwid not worry about spending too much
time with students, not allow my reports to beraliefor the reader’s sake, but most of
all, I would not deny my time and energy to thelstus that | felt needed the most help.
When | decided that | could accomplish all of ththgegs in my own classroom, my
teacher identity began to form. | could implemmgtoutlandish therapy ideas with the
children who needed someone willing to not give lugalized that it was those students,
the ones who in their own ways, in their own lilesje heard the same speech | just did.
| was not good enough, could not do it, and | dit fit even though | felt like | did. 1
wanted to live by that quote and teach my studetsrever they might be in the future,
to do the same.

Ten years later | continue to wonder if anyone elsaéld possibly know how |
feel. | wonder how many other teachers have hag#me experience of being told to
quit, but felt the innate need to teach. | wond@w many teachers understand the
process of forming one’s own identity as a teach®iten times | want to give up, find
something easier and less time consuming, but &aehl go back to that day and that
simple sign when my perspective changed. My teaddtity has continued to evolve
as | grow as a teacher and as a scholar. The wofldutism is tumultuous; most people
with autism cannot function in chaos, but thriveibf In a classroom for students with
autism, every decision that | made could changethese of my day. As a teacher and

a beginning scholar, | often feel that my lifehe same way. Now as a new teacher



mentor, | hope to encourage new teachers of stsdeith autism to explore their own
teacher identity.

Each teacher has her own experiences and stanesssable to tell and each one
is as unique and important as the next becauseighiaw her personal identity has been
formed. Since entering the doctoral program, ldnéaund that my teacher identity has
begun to change in a way | could have never ardteg. | look at being in the
classroom differently, the curriculum differentéynd how to teach children with autism
with new insight. | am able to relate to studenmith autism in a way that | never could
have before. | realize their struggles and frustmas with academics and
communication. | now understand how someone caah, t@ut not comprehend a single
thing on the pages. | have also had the opporunitself-reflect and evaluate my own
way of thinking. While this has not been comfdeaib is something that | have needed
to do. | often wonder though, if I hadn’t takee teap to be in the doctoral program,
would | have ever had this chance to self-refleé¥duld | have ever even known what
self-reflection truly was? It was not until reclgrhat | realized what an impact a two-
minute conversation of being reprimanded in myt #iesar out of college had on me. |
would have never been able to connect a single mbofi¢hat disappointment to my
entire identity as a teacher.

My self-reflection has also led me to wonder whidinot become a teacher in
the first place, which | now realize is simply besa | was not supposed to. | spent my
life in a family of educators, being told by teachand family friends that | would be a
great teacher too. But, | took a different directibecause | wanted to do something that

wasn't expected of me, although it led to teaclingway. Even in my undergraduate



program, | had to take the basic education couessswhen | sat in those classes and
felt something different than | had ever felt iry@ourse before, | was meant to ignore it.
Each moment that | spent not being a teacher whmrtieto form who | am as a teacher
today. | believe that those experiences havelsoed to form a new layer to my
identity, that of a teacher, a researcher and aotah Similar to what Harry (1996)
wrote, “To study human perspectives is to studgssentially dynamic process of which
the researcher is an integral part” (p. 300). I\lveabegun to adopt a different persona,
begun to separate myself as a teacher and nowresearcher of the subject | am so
interested in.

| am using this opportunity to explore teacher idlgron a very personal level. |
look back at my experiences as a teacher as monmetitse; clips of my life. The
moments that stand out most have actually occwsiecke becoming a teacher, during my
first years of teaching, my transition into becoghateacher mentor, my journey into the
graduate program, and now my life in the doctonaigram.

As a new teacher mentor, | work with first and secgear teachers of children
with autism who are experiencing the same strugighits in my first few years of
teaching. | see how difficult it is for them tggle all of the responsibilities of being a
special education teacher and wonder if they reetimt their teacher identity is
constantly evolving as they are experiencing aadi@g new things. | also see my
colleagues who have a few years of teaching urider belts and those who are
considered veteran teachers. | wonder how mudhrdift these teachers’ identities are
from the new teachers. As teachers in a specthfieéd, we share one voice, advocates

for our students with autism, people who have aipasfor working with students with



disabilities, but as individuals, we have multiptéces and experiences that have led us
to where we are today.

The formation and evolution of teacher identitpiprocess that all teachers
encounter throughout their careers (Beauchamp &Esp 2009; Bullough, 2005;
Franzak, 2002). In the formation of teacher idgnitt is critical to recognize what
defines an individual as both a teacher and a paas@ whole. Different experiences in
life such as an individual’'s own learning experesigourney to becoming a teacher,
experiences and interactions within and outsidechbol, and their own beliefs are key
components in the development of teacher identisgincao Flores & Day, 2006;
Hoffman-Kipp, 2008; Jurasaite-Harbison & Rex, 2006) turn, teacher identity plays a
role in each teacher’s professional developmentcaneler. A teacher’s ever-evolving
identity affects the perceptions of how one teaches one communicates their
understanding of their role as the teacher, th&sobeom environment, and the on-going
process of professional development (Assuncao §i&rPay, 2006; Lasky, 2005). Pre-
service teachers who are able to understand theeptsof teacher identity formation are
more likely to be effective and be considered athteacher” (Feiman-Nemser, 2003;
Korthagen, 2004). Palmer (1997) believes that geadhers share the trait of a strong
sense of personal identity, which they are ableftgse in their work.

Statement of the Problem

While teacher identity formation is seen as an irtgpd concept to explore
throughout the field of education in general, auoon special education teachers is
paramount due to the multiple issues that surrdhbisdfield such as lack of support,

overwhelming caseloads, increasing amounts of pap&r and stressful positions in



general (Payne, 2005; Thorton, Peltier, & Medir@) 7). Special education teachers,
specifically those beginning their careers, mayardy be faced with difficult
classrooms, but may struggle to find a sense qiqe& and identity during the first years
of teaching (DeMik, 2008). These struggles magxecerbated for teachers of children
with autism because these children have broad aedsve needs (Colorado
Department of Education, 2013; The Florida Depantno¢ Education, 2011; The New
Jersey Department of Education 2004). Similar yoomun feelings during my first years
of teaching, current literature describes somerregg teachers as having negative
feelings about their experiences and career. Swsatgear teachers use terms such as
loneliness, failure, anger, and disillusionmendéscribe how they feel about their
teaching experience (Assuncéo Flores & Day, 20@6f&llt & Grossman, 2008;
Shapiro, 2010; Webb, 2005). Lack of understandimg) support in forming a teacher
identity plays a crucial role in frustrations ofgi@ning teachers (Assuncéo Flores & Day,
2006). Additionally, educators are also limitecdhe amount of time they have to share
professional discourse with colleagues due to ttbier responsibilities (Dinham &
Scott, 2000).

Currently one in 88 individuals are diagnosed aitlism, making it more common
than diabetes, AIDS, and pediatric cancer comb{Aatism Speaks, 2012; Center for
Disease Control, 2011). Due to a notable increasi®e prevalence of autism, teachers
of children with autism are experiencing growingsd sizes without additional support
or resources (DeMik, 2008; Thorton, Peltier, & Mei2007). Kamps, Royer, Dugan,
Kravtis, Gonzalez-Lopez, Garcia, Carnazzo, Morrjsord Garrison Kane (2002)

discussed the challenges that accompany the grgwaipglation of individuals with



autism including less time to spend working induadly with students, increased
paperwork and documentation, and responsibilityrfore students in each classroom.
These challenges have also advanced the focusuggteds on issues related to
behavioral supports, appropriate social behavim, effective instruction for students
with autism in both the school and the communityiemments. Trying to appropriately
support this growing population may continue to attdss to already overwhelmed
beginning teachers of children with autism.

Additionally, soaring attrition rates and decliniregention rates for teachers in
special education are also related to identity eame (DeMik, 2008). Special education
teachers who have decided to leave the professmyuat for their decisions through
such factors as not having a sense of belongitigeiischool environment, feeling
unsupported, and not being prepared for the resldf being a teacher (Assuncéo Flores
& Day, 2006; Parkison, 2008, Valencia, Martin, Rla& Grossman, 2009; Thorton,
Peltier, & Medina, 2007). Because of these mudtipues, teachers strive to develop a
sense of purpose early on and want to belongaogei social group with others who
share their passion and concerns (Parkison, 2088)vever, a lack of information on
beginning teachers’ identity formation exists, whademonstrates a need for current
teachers’ stories and experiences to be sharef@rii@f narratives of special education
teachers who can identify with the struggle of lesadentity formation will allow other
teachers to compare their own experiences, redaaecommon struggle, and hopefully,

find support through their stories.



Theoretical/Conceptual Framework

Defining and understanding teacher identity fororatire common goals among
researchers focusing on teacher development arth#éienges in becoming and
surviving as a teacher (Assuncéo Flores & Day, 28@auchamp & Thomas, 2009;
Shapiro, 2010; Zembylas, 2003a). While multiplaftoting perspectives on how
teachers construct their professioitntity exist, this study was guided by the concep
that teacher identity is not only initially formealyt also is constantly evolving, as a
complex and on-going process that is continuousigdaffected as a teacher grows,
gains experience, becomes part of a network of @thecators, and experiences life on
both a personal and professional level. Ther@igust one component that creates a
teacher’s identity, but a combination of multiplergpectives that combined, and form
their identity as a whole.

One theory linked to teacher identity formationhis idea that socialization is
central to identity formation. This theory is ned@t in describing teacher identity
formation because the focus is geared towardsatialsaspects of teaching rather than
viewing it as a solitary pursuit (Smagorinsky, Cobloore, Jackson, & Fry, 2004).
While both general and special education teachrerBkely to be independent in the
school setting, for example working in their owasgroom and planning lessons
individually, there is also a sense of socializaimd grouping among teachers. These
groupings may be where teachers begin to form patfessional and personal
relationships that allow them to relate to otherd share common experiences and
stories. Socialization and collaboration are slgpported through professional

development, teacher training programs, and obseng(Assuncao Flores & Day,



2006). The interactive aspect of socializing vathers influences and shifts teachers’
own perspectives of teaching and how they view gewes as a teacher and a
professional (Assuncao Flores & Day, 2006; Ronf&ld@rossman, 2008). Hence, as a
teacher begins to view herself differently as @ltea, her beliefs, and identity begin to
change as well. Zembylas (2003a) discusses the¢ Hre two major points which are
debatable regarding teacher identity formatiost finat it is difficult to explain how an
individual remains the same over time, and sectirad,socialization plays a role in
identity formation. Lasky (2005) views teachemtiy formation from a sociocultural
approach in which social context and cultural tquésy a part in the early stages of
identity formation; that a beginning teacher’s itigrand beliefs are formed through a
variety of structures surrounding them.

Webb (2005) suggests that professional dialogudiaralfor reflection are
limited in the teacher education process and tlessees continue on into teachingeing
in a classroom where many of the children oftelk ksmcial and interpersonal skills, it
became easy for me to not look for opportunitiesotdalize with others in the school
setting. However, in moving schools and workintp\&iteacher of children with autism
in the room next to me who was experiencing theesatuations as | was, | realized that
discussing these experiences and exchanging idéashig teacher was priceless. What
| did not realize at the time was that participa@tiim these conversations was actually
helping to form my teacher identity because | mp&r had solitary and specific ideas
about my students and my classroom. Suddenly] &lrew perspective to what | was
experiencing and my teacher identity began to @/oMy hope was that by providing

teachers with focus groups it would allow the tesstof children with autism to do



something similar to what happened between my heigdnd | exchange ideas and
stories while discovering more about our own teagtpractices and how our
experiences affected us as teachers. As | havediioym the classroom into a mentor
role, | see that beginning teachers of childrerhvatitism are facing the same
frustrations and struggles that | once was. Thesehers want to discuss what they are
feeling and thinking with me and want help and eelvelated to their classroom. I've
realized again how important it is to share therigt® of being a teacher of children with
autism so that other teachers are able to reflectheir own identity.

Also relevant to this study is the theoretical pergive that teacher identity is
directly influenced by emotions. The journ&gaching and Teacher Educatiatevoted
an entire 2005 issue to teacher identity formatoonotions, and change. Within this
issue, several researchers discussed the challeraydeers face as their teacher identities
form and evolve, and how the needs and emotiotsachers change as they gain more
experiences and education. Shapiro (2010) wittgseémotions and teacher identity can
be explored in a variety of ways. This exploratiam be through socialization and
interactions, by looking at emotions individuallydahow they are experienced in
combination with one another, and how emotiongare of the educational process.
Zembylas (2003), who studied teachers’ emotions faoFoucauldian perspective and
has completed extensive research on teacher igantit emotions, believes the link
between emotions and identity is becoming more lyisieidied among researchers who
are interested in learning more on how “teachezsearotionally engaged in how their
selves come to be constituted” (p. 111). Thesédipesndnegative emotions are part of

experiences both in and out of the classroom ametttly relate to the formation of one’s
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teacher identity (Assuncéo Flores & Day, 2006) eSéhemotions can be related to
current teaching situations or past experiencesuaients themselves (Assuncao Flores
& Day, 2006; Knowles, 1992). Knowles (1992) dismssthat these past experiences,
whether positive or negative, can influence a teaghthe ways she addresses her own
classrooms, implements teaching strategies, orrssslf as a teacher. Shapiro (2010)
also reflects on emotions and teacher identityy$oty on the same concept that
emotions and teacher identity formation go hanlkand. Teacher identity is formed
through experiences and memories, which are infleefy emotions. Shapiro (2010)
states, “Much of what drives this notion of ideypig our experience in the classroom,
both positive and negative. . . It is our expereentaffectwhich forms the basis for our
sense of professional self” (p. 617).

Researchers commonly address the fact that teatdhaity formation is an ever-
changing process. Assuncéao Flores and Day (2086)st that teacher identity
formation involves a “(trans)formation of the teacidentity” and that it is an “ongoing
and dynamic process” (p. 220). Zembylas (2003)geized that teacher identity is
“constructed and re-constructed” through multipdatexts (p. 213). Lasky (2005)
believes that teacher identity “is a constructraff@ssional self that evolves over career
stages” (p. 901). Parkison (2008) introduces faméwork on teacher identity with an
emphasis on reflection and understanding to gaieti@r perspective on the entire
process of identity transformation. Bullough (2p@&d Florio-Ruane and Williams
(2008) both discuss the transformation processwedan teacher identity as well.

Many researchers view teacher identity as a shifewolving process.
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While there are several studies exploring teamtesttity formation and evolution
through various perspectives, the research corgituocus on pre-service teachers or
in-service teachers moving into the role of teadukrcators or mentors. There is little
research in the area of in-service teachers, spaityfthose in certain fields. In my own
searches to find current literature on teachertifeformation, the most area-specific
research related to teachers of math, sciencezaglish as a second language. What |
found most interesting is that these areas aradaenes! critical teacher shortage areas,
similar to special education, but literature orctes identity formation in the area of
special education is lacking. Special educatiachers are aware that their role is ever-
changing and that socialization and emotions asgal to running a successful
classroom. These same components are also ctdicalderstanding teacher identity
formation, which needs to be further studied irarelg to special education. There is a
need to extend the current literature in speciatation, specifically in the area of autism
in order to gain a deeper understanding aboutxperences of teachers of children with
autism in regards to their teacher identity forimati
Purpose

The intent of this study was to examine teachamtileamong four teachers at
different points in their professional careers smdxplore the characteristics and
experiences that define them as teachers. Mywasito determine the similarities and
differences that exist in the formation of teacdlentity in these four teachers of children
with autism that are each at different points irticareers as well as explore their
perspectives, influences, and experiences of hew lblecame teachers through their

multiple voices. The goal of the study was totiedl stories and experiences of teachers
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working with children with autism and how these esences have helped to create their
teacher identity. These stories are meant be gheréelp other teachers of children
with autism make connections, and to have researaitable that is relevant to their
practice and that they can relate to, which mag acpositively transforming their
teacher identities.

The “Storytelling” Method

In order to understand and retell the experientéseoparticipants in this study,
both narrative and autoethnography were used. abagrinquiry allows individuals to
reflect on and make sense of their experiencesigfiréthe stories they tell (Johnson &
Golombek, 2002). This can be especially benefioiateachers because reflecting on
teaching practice is a vital component of being@t@ctive teacher. In turn, listening to
or reading the narratives of other teachers and sirailar experiences allow individuals
to make comparisons with their own experiencestaaching practice.

Similar to narrative inquiry, autoethnography akseeflective in nature. Ellis and
Bochner (2002) discuss that autoethnography steansthe field of anthropology and
the anthropological practice of “reflective ethnaygny,” which highlights the personal
experiences of the researcher. Duarte (2007) skesuthe benefit of using
autoethnography to make sense of findings andviielkd experiences while completing
research. | used autoethnography in this stuglyxtaposition my own experiences with
those of the other participants in order to giveayether narrative of how teachers of
students with autism form a teacher identity ang eevolves over time. | also wanted
a chance to tell my own stories, to describe howomig experiences have affected me as

a teacher and helped me to become more refleativd@lp to transform my own teacher
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identity. The autoethnographic portion of thisdstisatisfied aneedto get my own
experiences on paper and share them with othensilaBto the other teachers stories
being told, | told my own story of becoming and Wiag as a teacher for children with
autism. As discussed by Hoffman-Kipp (2008) | eedi that sharing my own stories and
first-hand experiences in classrooms with childsro have autism offers support to the
stories and experiences shared by my participakdsa teacher of children with autism
for eight years and a mentor for beginning teacbéchildren with autism for the last
year and a half, | have my own experiences in nojvevg teacher identity and working
with this population of students.
Research Questions
The following research questions guided this study:
a) With regard to the formation of teacher identityyat/are the experiences of
teachers of students with autism?
b) How does the identity of teachers of students waittism change or evolve in
relation to teaching and educational experiences?
c) What characteristics and experiences distinguigbeaial education teacher,
specifically a teacher of students with autism?
Teach or Go Home: Significance of the Research
My grandmother became a teacher in 1939, 65 yeeiare | set foot in my first
classroom as a teacher. My mother and father bedaachers within a few years of
each other in the mid-sixties. Between the thfebea they have close to eighty years of
experience in education, yet all | can remembeievhivas going through college is

them discouraging me to become a teacher. | haddhéall there was not enough
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respect from the students, there certainly wasenough money in it to make anything
substantial, you never had time off even thougbhess did not officially work on the
weekends or during summers, and most of all itjauststoo much work. Beyond those
few things, teaching was great, but | would be geraf | went into a profession that
offered me more, pretty much anything other thangymto teaching. Yet, there | was
standing in my own classroom on the first day whthstudents not knowing what to do
because | had followed my parents’ advice and gatdegree in something more
“useful,” but my speech degree was no help onceclded teaching was what | really
wanted to be doing.

| remember that first day in my classroom like @iswesterday. It was not the
same first day as everyone else, but the initigl lseck from Thanksgiving break in 2004.
| had been the speech assistant at my school athéjparoached my principal about
teaching in the newly constructed autism spectri@sscoom to make room for our
school’s growing autism population. | had thiswief exactly what my first day with my
kids would look like, a little teaching, some geitto know you games, a few songs,
snack, and nap to finish up the day.

As | listened to the phone ring repeatedly on mynia@nd of the line, the tears
streamed down my face. There were children runamgnd me like wild banshees just
released from their native habitats and into and/r@and unknown terrain...my
classroom. | had little furniture, no technologgme torn up books, and a rug, a brand
new beautiful, colorful rug that a student was glyand efficiently pulling the threads
out of. Finally my mom answered the phone.

“Yes,” she said as though she had been expectisgtil.
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“I'can’'tdo it,” | cried, “They are going crazy. flere is no one here to help and |
don’t know what to do with them.”

An aide from the other classroom must have hedhgethe screaming or my
tears because she quickly came over and shooedinoé thhe room while she gathered
up children. | walked outside and pleaded withmom to tell me what to do.

“This is what you chose,” she said, “Now figureoiit and go inside and teach or
go home.”

She probably does not even remember telling melthisn that moment what
she was saying was so true. | was the teachegrben charge of those kids that | was
letting run around inside and | quickly neededitufe it out or go home. | still have not
gone home yet.

It is stories like this that each teacher has- tHiest day story, their worst
moment, their best day of teaching, the experieti@define them as a professional;
experiences that have shifted teachers’ perspectwenow they view their practice and
how they view their students that help to give ale insights into the true teaching
profession and how teaching identity is formed.

While there is an abundance of literature on telacaatity formation, there
continues to be a lack of research in this areadiog on specific content areas such as
special education. In looking for information redjag teacher identity formation, | was
disappointed to find very little related to spe@&dulcation teachers and virtually none on
the specific population of teachers of childrenmatitism. Like many other teachers, |
wanted to find information specific to my conteneéa however the research on teachers

of children with autism is minimal. Defining andderstanding teacher identity
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formation is a common research focus for many @figld of teaching and teacher
education (Assuncéao Flores & Day, 2006). Howenwrrch of the current research on
teacher identity formation focuses specificallyd@fining and understanding identity
formation in regards to a theoretical concept aglurasaite-Harbison and Rex (2005)
and Zembylas (2003) or only focuses on pre-setg@aehers preparing to go into the
field such as the work by Franzak (2002), Parkigi®8), and Webb (2005).
Furthermore, researchers who are focusing on dpehii@ation tend to look more at
critical issues such as retention and attritiom tha exploring how beginning special
educators construct their professional and persdeatities. Yet, some of the major
issues in special education such as teacher@ttamd retention rates, overall teacher
satisfaction, and successful teaching careersiggetlg affected by the formation of
teacher identity in beginning teachers (Assuncaoeis| & Day, 2006). Adding to the
current literature on teacher identity formatiorspécial education teachers and
specifically teachers of students with autism Wélp to gain a deeper understanding of
this little studied subject.

Through the use of narrative inquiry, this explamatof teacher identity formation
gave teachers of children with autism the oppotyuai tell their stories and share their
experiences of how their own teacher identity reenlformed. The results of this
exploration provide narrative accounts of lived exgnces that other teachers of children
with autism can relate to. Being able to relatetteer teachers’ lived experiences and
finding a sense of belonging within a group helgtividuals to feel more comfortable
and supported in their roles as a teacher (Ch&d4,; Zembylas, 2003b). In a field such

as a special education that may be stressful apdres constant reflection, feeling a
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sense of belonging and support is vitally importaatrthermore, in a field that is
considered a critical teacher shortage area, pmguew meaningful literature that
supports current teachers and offers insight tespreice teachers will be particularly
beneficial In my own experience, | often found myself wondef there was anyone
going through the same experiences | was in my &d&3room. As a mentor for
beginning teachers of children with autism, | haaw teachers asking if anyone is “in
the same boat” as they are, does anyone feel thd tee“vent as much” as they do, and
“does anyone understand.” This research helpsdgib filling the gap where research
is lacking and give teachers of children with aettia place to turn to read stories of
other teachers who really do understand what theyexperiencing.

Operational Definition of Terms

Throughout this study, teacher identity formatismeing defined as the
formation of one’s professional identity as a teachrhis identity involves several
characteristics, which may or may not be similanagiteachers, such as passion for
teaching and care and concern for children ancestsd Additionally, this definition
also includes the combination of experiences, th@lues, and perceptions that all play
a part in forming one’s teacher identity.

A second term used throughout this study is ausisettrum disorder (ASD).
According to the Office of Special Education Pragsaautism represents “a
developmental disability significantly affectingneal and nonverbal communication and
social interaction, generally evident before ageghwhich adversely affects a child’s
educational performance” (Smith, 2007, p. 433)e Dhagnostic and Statistical Manual

of Mental Disorders (DSM-1V) lists qualitative imipaents in the area of social
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interaction and communication with repetitive babapatterns combined with abnormal
functioning as requirements for an autistic diag;mo3 he lack of communicative
development corresponds to the need for speciaiizeds/entions in and out of the
school-based setting. Unlike most other disabgiserved in the public school system,
autism is considered a low-incidence disabilitypitally, low incidence classrooms
have fewer resources allocated to them. Spedialiyed teachers, aides, and other
educators and professionals must find ways tcat@itand implement communication
while addressing the special academic needs of&adent. Professionals working with
children diagnosed with autism have continuoushged that these children need
language support in the classroom. In this diafiert, | am referring to students with
autism who have behaviors or cognitive delays segaough for these children to be
given services in specialized self-contained ctamsis within regular public elementary

schools.
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CHAPTER 2: LITERATURE REVIEW

In order to better understand the information preesekin the following chapters,
this chapter presents a review of the currentditee on teacher identity formation and
several factors that teacher identity formatioeetf. More specifically, this chapter
examines both the attrition and retention ratespetial education teachers and narrative
inquiry in relation to teacher identity as wellaportrait of teaching children with
autism. Due to the volume of research on teactasttity formation, defining key terms
was imperative. Kagan (1992) explains that whikré¢ is a large quantity of literature on
teacher identity formation, little is actually knowvabout the evolution of teacher identity
and teaching skills. For example, when researct@agher identity formation, one must
be careful in deciding whether they looking at gahteacher dispositions or how teacher
identity is formed.

Multiple reviews of the literature were conducten aesearch syntheses and
meta-analyses were examined in an effort to defimtebetter understand teacher identity
formation. This included a review of mixed mettaodl qualitative studies as well. The
selected studies in this literature review werelmoited to pre-service teachers, but this
group of individuals was the focus of most of thegarch. Furthermore, studies were
used that focused on several content areas suela@disg and English, mathematics,

music, English Language Learners, and elementatysacondary teachers. Throughout
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the literature review, studies that focused speaiff on teachers in the field of special
education were given more priority over other stgdi

In this literature review, teacher identity fornuatiis defined as the formation of
one’s professional identity as a teacher. Thistitheinvolves several characteristics,
which may or may not be similar among teacherd) siscpassion for teaching and care
and concern for children and students. AdditiondHis definition also includes the
combination of experiences, beliefs, values, andgpions that all play a part in
forming one’s teacher identity.

In this literature review, | begin by addressing tbpic teaching children with
autism to gain a better understanding of the sjedfallenges teachers of children ASD
face. |then explore teacher identity formatiod #me struggles in understanding how it
is created and evolves for each teacher. Finladigidress special education teacher
attrition and retention rates and narrative inquagth in relation to teacher identity
formation.

Teaching Children with Autism

| will start where my own journey began, not witle treation of my teacher
identity because as a new teacher | had no clud tiiaé was, but with the realization
that as an ASD teacher, | was in a special kindla$sroom that required much more
dedication and preparedness than | ever could maakzed. | knew that | wanted to
work with students with autism, but it was not lunbegan to extend my own education
did I realize the extent to which these individuagd the utmost support.

According to the Centers for Disease Control arev/&mntion, autism represents

people who have “developmental disabilities anddafened by considerable
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impairments in social interaction and communicatod the presence of unusual
behaviors and interests,” (para. 7). Childrenlmanliagnosed as early as 18 months and
symptoms of autism can last throughout a persdie’s Qualitative impairments in the
areas of social interaction and communication wefhetitive behavior patterns combined
with abnormal functioning are requirements for agtiosis of autism (Gargiulo, 2012,
Kamps, et al., 2002; Smith, 2007; Williams Whiteedfig, & Scabhill, 2007). The
National Institute of Mental Health lists the thir@ajor characteristics of autism as
deficits in social interaction, repetitive behagar interests, and deficits in verbal and
nonverbal communication (NIMH, 2009). This lacksofcial and communicative
development corresponds to the need for speciaiized/entions for children with
autism spectrum disorder in order to increase thletls and aide in building
relationships with others (Carter & Kennedy 200&ushey & Heflin, 2000; Wang &
Spillane, 2009). According to the Office of Spéé&iducation Programs, autism
represents “a developmental disability significaatifecting verbal and nonverbal
communication and social interaction, generallydewmt before age three, which
adversely affects a child’s educational performari8enith, 2007, p. 433).

As the prevalence rates of children with autisncspen disorder continues to
soar, finding qualified teachers to work with thesgdents becomes increasingly difficult
(Thorton, Peltier, & Medina, 2007). There was @amavide increase between 1994-
2006 of children with ASD of 834% (The Maine DOHIB®&IE, 2009). The Florida
Department of Education stated that as of Octob88 2there were 341,632 students
ages 6-21 served under IDEA, which is 14% of thal fgopulation of students. Of this

population, 14,636 of students are diagnosed withraary label of autism spectrum
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disorder, which accounts for 4% of the total popalaof students. Over a 5 year period,
there has been an increase of 4,400 studentsfiddniith ASD in the state. Students
with ASD are served in a variety of settings, imthg regular education classrooms,
resource pull-out classes, separate classroomsabpehools, and residential facilities
depending on their levels of support needed (FLDZRD9).

Unlike most other areas of disability addressetthépublic school system,
autism is considered to be a low-incidence disgbilGargiulo (2012) discusses that
71.5% of students with autism are educated inthed based setting either in regular
education classroom or in separate self-contaifesses. In the school-based setting,
specially trained educators must find ways to eragel communication while addressing
the special academic needs of these students amdarired to provide evidence-based
classroom interventions as outlined in nationalgees such as the Individuals with
Disabilities Education Act and No Child Left Behi(@arter & Kennedy, 2006;
Maheady, Harper, & Mallette, 2001; Wang & SpillaB809). Many of these evidence-
based interventions are implemented to improvestiogal skills and relationships of
students with autism. Teachers are not only et use research-based educational
practices, teach to the current and ever-changinmgcalum, meet the regular and
alternative standards, but are also expected th temctional skills to help students
transition into society smoothly (Kretlow & Blat2011; Ryan, Hughes, Katsiyannis,
McDaniel, and Sprinkle, 2011). Furthermore, spemilaication teachers often struggle
with juggling other responsibilities as well suchteaining the paraprofessionals working
with their students (Robinson, 2011), being theecaanagers for each of their students,

a role that comes with overwhelming amounts of pape, and managing larger
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caseloads of students as class sizes continuerease (Billingsley, 2004a; Payne,
2005). These teachers also must ensure that theypbecting meaningful data on
student progress and that their students are gps&itewide assessments, making
adequate yearly progress, and meeting the goalslgadtives of their Individual
Education Plans (Yell, Drasgrow, and Lowrey, 2005).

Teachers of children with autism need not onlyegatvare and up-to-date on
current curriculum for the various grade levelsythee teaching, but also to understand
the best practices used in successful classrodims.can become overwhelming for
teachers because there are so many responsikalsesiated with educating children
with ASD. Ball (2011) discusses the core composiémia successful program for
children with autism. These components includealsgn, communication, social skills,
sensory integration, and reinforcement. Schooterttake teaching students in order to
prepare them for a successful and contributoryitifdhe community. If students cannot
adequately convey emotions, concerns, questiora)yother type of information, they
stand at risk of not assimilating to their envir@mh Society must assume the
responsibility of care for these individuals whegéls to communicate are inadequate.
In an effort to discern the most effective methodgl for teaching those with autism
ways to transmit information, educators need td fiseful strategies to address this
particular group of students. According to Pau &vetherby (2005), “Because
communication deficits are at the core of the &iats/ndrome, these deficits affect all
aspects of the child’s functioning” (para. 5). Atdzhally, the New Jersey Department of
Education posed specific requirements of teacherking with students with autism in

their Autism Program Quality IndicatorsThey stated that children with this disorder
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“present unique challenges to educators” whichuidelneeding extensive educational
supports to meet their needs in the deficits ofatitan, communication, attention,
motivation, and socialization (p. 1). In order foany of these students to make gains in
these areas, educators must provide extensiveaalydmerventions beyond the
additional supports offered in special educati@sstooms. The Florida Department of
Education (FLDOE) legislation 6A-4.01796 reiterattes fact that teachers of children
with autism need additional education in order ssstully meet the needs of their

students (http://www.fldoe.org/ese/pdf/1b-stats.@0fl1). Beyond the requirements of

becoming a highly qualified teacher in the areaxafeptional student education, teachers
of children with autism must also receive a spé&al endorsement in order to teach
students with autism if they have a caseload of400students with autism spectrum
disorders. While there are exceptions to this, nmany Florida school districts are
strongly encouraging their teachers of childrerhwititism to take these courses and the
FL DOE is offering stipends to motivate teachersady in these classrooms with two
full years of teaching experience. As educatoespeed to determine the best way to
accommodate a child with autism in order to provlteebest outcome possible in regards
to communication and learning. In relation to texadentity, this can be very
overwhelming for a beginning teacher to understamdiimplement especially when
many beginning teachers are already so overwhelmed.
Teacher ldentity

How does being a special education teacher, spaityffian ASD teacher, relate to
teacher identity formation? As with any other teag teachers of children with autism

create a professional identity as soon as they imalke classroom. Identifying and
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gaining an understanding bbwtheir teacher identities are created and if threysamilar

to each other’s and different from their colleagudshelp to gain a deeper
understanding of teachers of children with autidrahn (2000) wrote a children’s book
entitled,What is a Teachewhich was written to describe teachers’ charssties and
responsibilities. While this nonfiction text isaged for primary age children, Lehn
accurately describes characteristics of a quadghier including, “A teacher shares what
she knows,” “A teacher coaches and guides prattidaeacher asks questions,” and “A
teacher explains clearly.” Lehn’s book could eadéscribe what many teachers do on a
daily basis and what they continue to strive footighout their careers. While current
literature on teacher identity uses more complescdlgtions of teacher qualities and
responsibilities, the general meaning is still$hene. Teachers are many things, but
most importantly, they create their identity by texisions they make, their interactions
with others, their beliefs about teaching, and eepees they have (Hoffman-Kipp,

2008; Jurasaite-Harbison & Rex, 2005; RonfedIt &$3man, 2008).

Understanding teacher identity is a difficult ceptbecause it is such a subjective
process. Multiple researchers describe definiagher identity as a complex process
because it is somewhat different for each individb®ffman-Kipp, 2008). Identity
formation is influenced in multiple ways such ag'srown personal identity and
background, the environment they work in, theirexgnces as a pupil, their beliefs
about teaching, and several other factors surrognitie school context (Franzak, 2002).
Not only is this a difficult concept for researchéo explore, but teacher identity

formation is also difficult for beginning teachéosunderstand.
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Identity formation really begins before a teackegr reaches a classroom or even
before they begin a teacher education programfessimnal identity formation begins
with personal identity formation, understanding axgloring who they are, what they
believe in, and how their experiences shape th&swith personal identity formation,
professional identity formation shifts and evolasswe develop and gain a better
understanding of who we are. Much of the literatiavolving teacher identity formation
focuses on pre-service teachers who are somewtérneir transition from coursework to
fieldwork. This focus is based on the fact thacteer identity begins to emerge when
pre-service teachers get in the classroom andzestiey have to begin forming a
professional identity. RonfedIt and Grossman (3@bScuss that younger teachers and
students in undergraduate programs are still wgrtorcreate their own personal
identity, which poses a difficulty when they hawebegin focusing on their professional
identity as well. Furthermore, pre-service teaslwgten have difficulties with the
transition from student to teacher because thgieetations are far different from their
reality in the classroom (Franzak, 2002). Darligmmond (2007) reiterates this
dilemma, emphasizing the need for clinical exper@snand coursework being linked in
order for new teachers to learn how to “think lé&ké2acher,” but also to “act as a
teacher.” Some younger teachers are facing thaeroof how to integrate curriculum,
theory, and experience-based knowledge into songethat they can use when
becoming a teacher and that they have a visioheokind of teacher they want to
become (Florio-Ruane & Williams, 2008).

Assuncao Flores and Day (2006) explored the comtiet are involved in

shaping new teachers’ identities through a mulispective study. This longitudinal
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study of new teachers’ professional identities ergad 14 new teachers’ values, beliefs,
learning experiences, challenges of teaching, amdthey were effective teachers in
their respective schools. One of the authorsiahfindings from the research showed
that the early years of teaching can be consideaehatic and difficult because teachers
are trying to adapt to their new surroundings als agefulfill professional commitments.
They also discovered that the new teachers in stedy struggled to find a balance
between meeting their own needs in creating a exadkntity while trying to meet the
needs of being part of a school culture. Assuridéres and Day (2006) focused on the
importance of teacher identity, identity and emagioand identity and socialization.
Through the use of interviews, questionnaires,af@mal essay written by each
participant, the authors employed grounded thaotiiis study. They found that there
were three main influences in the constructionpdstruction, and reconstruction of
professional identity. These included prior infleges such as past teachers, initial
teacher training and practice such as the assessingmofessional learning, and contexts
of teaching, which analyzed the process of learmngultiple ways. The common
themes among the participants was that their petisps were changing, self-motivation
played a part in teacher identity development, soaalization and school culture
impacted how new teachers learned and developiadilaBstudies such as Webb (2005)
and Smagorinsky, et al. (2004) use qualitativearetemethods to examine the
development of teacher identity and the challermgesaccommodations needed to meet
those challenges throughout the formation process.

Webb (2005) created an action research projecgusir pre-service teachers

who all “had a passion for the teaching career these entering” (p. 1). While each pre-

28



service teacher was going into a different conéeeg, the goal of the study was to
examine the systematic collaborative reflectiorcpes and aide the four teachers in
gaining a better understanding of their emergiagher identities. The project took
place over two meeting cycles consisting of tentmgealates in the first and second
semesters of the school year. The meetings coweradge of topics including the initial
reconnaissance to shared beliefs, discussing imelatassrooms, and identifying issues.
The researcher went to on create an action respfaotbased on the themes from the
initials meetings and identify a central researcaggion. The second cycle of meetings
focused on professionalism, classroom managemethteacher values. The findings of
the action research study indicated that there Weee major theme areas which the
participants identified as crucial to their teacigentity. These included the influence of
teacher education specific to the secondary-satwatext, the personal domains or
boundaries, resilience, and ongoing formation ¢tdes, and the professional domain
which included the negotiation of technical competes and classroom, curriculum, and
workplace issues. One of the main findings ofrsearch found that “time spent in
teaching activities increases confidence as a &ddp. 6). This is reiterated in the
Smagorinsky et al. (2004) and Thomas and Beauclia@id).

Smagorinsky et al. (2004) specifically focused @ingle subject case study that
followed Sharon, their participant, on her jourrfi®m her university program through
her first teaching job. The authors’ framework fiois study was centered on activity
theory, which assumes that “a teacher’s constmafa teaching identity-is a function
of action within social settings whose values emylib@ settings’ cultural history” (p. 9).

Their detailed exploration of Sharon’s journey @sused around the tensions that are
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created and exist in learning to teach and creatitggcher identity. The authors were
able to explore these tensions through the useutifpie interviews, classroom
observations, and the collection of artifacts saglstate-mandated curriculum and
teacher planning books. Their findings showed 8tatron had some difficulties, like
many other teachers (Franzak, 2002; Webb, 20GB)sitioning from the university
setting to the internship classroom, and agairetaolwn classroom. The authors
recognized that Sharon had many conflicting peroeptof teaching and multiple
accommodations needed to be made throughout Befdw years. It became evident in
the reflection process that the school contexgllet support, positive experiences, and
increased socialization supported Sharon in vizumgiher teacher identity formation as a
positive experience.

Similar to Sharon’s case, many pre-service teadherot realize how different
their professional life will be from their time wang side-by-side in the classroom with
a mentoring teacher or being in the universityisgDarling-Hammond, 2007,
Korthagen, 2010; Webb, 2005). While there are sonsgonceptions among pre-service
teachers about their future careers and aboutadkairidentity, research indicates that
strong pre-service teacher programs that fostece¥ke relationships, are supportive, and
have professors and mentors with flexibility and sapport beginning teachers in the
identity formation process (O’Brian, Stoner, App&lHouse, 2007).

Thomas and Beauchamp (2011) also discuss thatrbegiteachers must

understand the connection between the professsaetfadnd the personal self.
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For a teacher, the self encompasses not only reotibtfwho am 1?7,

but also of ‘who am | as a teacher?’ This tightroection, perhaps even an

inseparable one, confirms that there are intriaate complex dimensions to

identity development, making it difficult to artie@te and explore. (p. 763)
Special Education Teacher Identity Formation and Re&ention and Attrition

Another important concept to address in teachantity formation is the direct
link between positive teacher identity and higletention rates and negative teacher
identity and lower attrition rates (DeMik, 2008)he turnover rate among teachers
throughout national public schools is higher thHaamajority of other occupations
combined (Block, 2008; NCTAF, 2002). Accordingltioe National Commission on
Teaching and America’s Future, over one-third atteers leave the profession within
their first three years of teaching, which in maages means not gaining district tenure.
Education Weekan American Education News Site, states tha0il2ighteen states
have altered their policies for teacher tenurerggskor higher accountability for in-
service teachers and more difficult procedures&w teachers to enter the profession.
The high rate of teachers’ decisions to leave théepsion includes factors such as low
salary, a lack of a sense of belonging, lack ppsut for first year teachers, minimal
mentoring from veteran teachers, and not feelirgpared for the realities of school
(Kaiser, 2011; NCTAF, 2002; Parkison, 2008, Valanet al., 2009). On the other hand,
NCTAF also addresses the fact that institutionsigiier education that offer structured,
supportive teacher pre-service programs have iseteeates of teacher hires and
retention of new teachers after graduation. Funtloee, beginning teachers who are

offered support from their schools are more likelgontinue teaching and become more
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competent in their teaching practices and conteatwkedge due to positive experiences
during their first year (NCTAF, 2002; Valencia,at, 2009). These positive experiences
go hand-in-hand with the research on teacher igemthich emphasizes that these kinds
of experiences are a foundational component ohezadentity formation.

Thorton, Peltier, and Medina (2007) address thetfat ninety-eight percent of
school districts in the nation have shortages @t education teachers. Their study
reiterates the same discouraging news as othdestsdch as Billingsley (2004a) and
Nance and Calabrese (2009), special educationdgesaahe leaving the field due to
reasons such as a lack of support, personal issxestiences with working conditions,
or to move to general education. The authors tepat up to 7.4 percent of first-year
special education teachers transfer to generaladidncclassrooms each year. This
percent of teachers continues to affect the ovehalitage since the approximate 22,000
new special education teachers beginning eachoywafills half of the vacancies in the
country (Katsiyannis, Zhang, & Conroy, 2003). Tiar, Peltier, and Medina (2007)
believe there are a variety of strategies thatadtbel used to recruit and retain special
education teachers such as offering programs auwdirees to support new teachers in
their professional development, offering suppoaldtesl to socializing in the school
culture, and having peers and administrators wenloke models to help positively
influence these teachers. These same strategiesad in supporting new teachers with
the process of teacher identity formation; heneegibal is support the formation, retain
new teachers.

Other researchers are trying to find ways to kemp special education teachers

as well. Billingsley (2004) completed a criticaladysis of the research literature
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regarding special education teacher retention #ntdan. In the analysis, her findings
mirrored other current literature, that there areasingly high attrition rates in special
education, which concerns researchers becausartiest rate of teachers are leaving to
move to general education. Billingsley (2004bystd factors attributing to lowering
teacher attrition such as work environments anchieasatisfaction, school climate,
supportive administration and colleagues, profesdidevelopment, and teachers’
perspective of their roles in the school and tlassloom. Her findings suggest that
current and future research priorities should targgchers’ perspectives, teacher
preparation and quality, teacher induction, suppgitieachers, and role overload and
dissonance. Furthermore, teacher characteristes found to be linked to attrition, with
the author recommending that schools pay moretaiteto young inexperienced
teachers who are still forming their own identity.

DeMik (2008) also researched the attrition rdtspecial education teachers;
however she focused on their experiences throughigk of narrative inquiry. This
author found it important to “consider the factoggarding current educational practice
that may affect job satisfaction of special edusatath their jobs and cause them to
desire a change in their job status,” (p. 23). ralare inquiry was utilized to encourage
discussion between participants about their thaight concerns on the high attrition
rates in special education. Her methodology engalajiscussions, interviews, and the
exploration of past experiences in five particigan portrait of each participant was
created to form a multi-perspective and in-deptbi@ation of the various issues in
special education. DeMik (2008) found several Einties in the participants’ responses

to interview questions and the strong emotiond; Ipositive and negative, about
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experiences as special education teachers. Theipants all shared the same passion
for teaching and drive to help their students sedgcbut this passion also evoked
frustration because the teachers faced challengesking changes in themselves and
their classrooms. DeMik (2008) also found diffexesin the participants’ narratives,
namely that she could not find a specific “type’pafson who became a special educator
because there were no common characteristics sugaehing philosophy, personal
experiences, or types of school background amaatetichers. While all of her findings
were not as anticipated, she was “pleased withithe valuable information,” which
allowed her to gain insight into the field of s@@a@ducation (p. 31).

While there is a lack of research specificallydsed on the attrition and retention
rates of teachers of children with autism, themesearch that indicates the abundance of
needs and supports these children have and thesaggeskill sets of their teachers. The
New Jersey Department of Education’s 2004 Quattidator Report of effective autism
programs specifically outlines the characteristiteffective and successful personnel
working in their programs. In its opening explaoatof effective practices, the report
states, “Given the many challenges of effectivelyaating students with autism and the
crucial role played by personnel, the training prafessional development of teachers,
paraprofessionals, and administrators is of paramioaportance,” (2004, p. 2). Further,
the report specifies that the minimum requiremémtshese personnel should be at the
very least, a knowledge of working with childrerttwautism. Beyond the daily
responsibilities of special education teachergitees of children with autism are faced

with the added challenges of working with childwemo have deficits in so many
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different areas and commonly challenging behaviditsis can lead to teachers easily
“burning out” and attrition rates rising.
Narrative Inquiry and Teacher Identity

DeMik (2008) shares the goal of exploring the fiefdpecial education and
teacher identity formation through narratives vatith researchers as Florio-Ruane and
Williams (2008), Noddings (1996), and Smagoringkyal. (2004). Carter (1993)
discusses that narrative inquiry is one of the mesful research techniques in exploring
teaching and teacher education.

The special attractiveness of story in contemporasgarch on teaching

and teacher education is grounded in the notiointtiad story represents a

way of knowing and thinking that is particularlyited to explicating the

issues [teachers deal with]. (Carter, 1993, p. 6)

Other researchers such as Hoffman-Kipp (2008) achzier (2005) specifically
research teacher identity formation through theaisaitoethnography. Teacher identity
is really how each person defines, experiencesdandribes the formation process in
their own way. While a limitation of narrative dysis is the large amount of
subjectivity, learning the stories of other teashamnd their experiences may be a very
effective way to further explore the themes in kemadentity. Teacher identity tends to
take on different forms as individuals encountdiedent phases of teaching, professional
development, and life in general (Franzak, 200ZfrHan-Kipp, 2008). Knowles (1992)
discusses four sources which play a role in teaideettity formation: childhood or

family experiences, positive role models, previmaching experiences, and positive or
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negative education classes. All of these souraede described through narratives, the
stories that the participants share about themselve

A narrative, as described by Czarniawska (2004)nderstood as written text or
as spoken word giving an account of an action,vamte or a series of actions or events
that are chronologically connected. Clandinin @athnelly (2000) describe narrative
inquiry as a way of understanding experience. duthaors believe that narrative is a
collaboration between the narrative researchettlagarticipants, the people they are
writing the narratives about, over a series of iraed places, and of different social
interactions. Both Czarniawska (2004) and Clamdarid Connelly (2000) describe the
process of narrative as living, telling, reliviramd retelling the individual and social
experiences of peoples’ lives. Narratives truky tre stories of people both lived and
told.

Noddings (1996) discussed that teacher storieeapériences are becoming
more popular in educational literature. Narrativguiry transcends all genres such as
education, economics, anthropology, theater, concatian, political science, feminist
studies, history, and philosophy, so these stanedeing used to describe a variety of
experiences and backgrounds (Clandinin & Conn2p0; Connelly & Clandinin, 1990;
Czarniawska, 2004). Narratives are used in quaktaesearch as a mode of
communication to tell stories, organize informatabout people, and to give life to
peoples’ experiences. Clandinin and Connelly (2@0@gest that narratives are not
constructed or ended at specific periods in tinm gioe always in constant change. They
discuss that when writing narratives, “we begithi@ midst, we end in the midst,” (p.

187). A narrative researcher is not stepping anszenario that they have created with a
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specific process in mind and a conclusion to aystoey have not yet written. They are
changing and growing with the participants as tggnd time collecting field notes and
writing their narrative.

Czarniawska (2004) describes narrative analygsmaving from the field of
practice to the field of research. This movemanludes watching how stories are being
made, collecting the stories, provoking the steflrig, interpreting the stories, analyzing
the stories, deconstructing the stories, puttiggtioer your own story, and setting it
against or with other stories. Florio-Ruane andlisivins (2008) “uncovered the paths to
teaching” by collecting and analyzing stories liagto teacher identity and the cultural
arts of memory in two participants. Their studgked at teacher identity through the
past experiences and paths made to becoming aeteatheir focus was on the
formation and combination of professional and peatadentity. The narratives
collected in this study allowed the authors to exantheir similar and differing
perspectives of who they were as teachers, “and whaeed to ‘re-member’ both
individually and collectively to create ourselvestaacher in the unfolding story of our
profession,” (p. 9).

Parker (1997) sums up teacher identity in hickaTihe Heart of a Teacher:
Identity and Integrity in TeachingHe states, “When | do not know myself, | cannot
know who my students are,” (p. 15). He believes thachers are unable to teach to the
best of their ability if they do not know themsedve‘Face to face with my students, only
one resource is at my immediate command: my idemtiy selfhood, my sense of this ‘I’
who teaches-without which | have no sense of th@(r who learns,” (p. 16).

Understanding teacher identity formation is justtfunderstanding who one is as a
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teacher. As discussed in the literature, teactentity formation plays an integral role in
a teacher’s professional and personal life. Angilpformed teacher identity can lead to
a strong teaching career and a quality teacherisvAble to grow from their experiences,
transition between roles, and stay in the classrbeyond the first few years.
Summary

With the prevalence rates of autism continuingtoease, there is a need for
highly effective teachers of children with autismtoday’s classrooms (FLDOE, 2009).
While there is an abundance of information on irdiials with autism and the evidence-
based practices used to support them, therelesihformation on théeachersof
students with autism (Scheuermann, Webber, Bo&tGpodwin, 2003). The gap in the
literature on teacher identity formation among sgemducation teachers, specifically
teachers of children with autism, makes it difftdolr pre-service and beginning teachers
of children with autism to find literature aboub#e in situations similar to theirs
(DeMik, 2008). It is the stories of experienceddeers of children with autism that
would be the most beneficial because they havdaisuiccesses and challenges. As
described by Johnson and Golombek (2002), “teackinses of inquiry are not only
aboutprofessional development; thage professional development,” (p. 6). Narrative
inquiry is a way in which teachers of children wathitism are able to tell their stories and
hear the stories of others to help form their teaathentity. Through hearing other’s
stories, teachers are able to make better serteeiobwn situations and allow their own
teacher identities to evolve in relation to theimoteaching experiences.

The gap in literature on teacher identity formatio special education teachers

and the unique experiences teachers of childrdmauitism face, underscore the
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significance of this study. As discussed by Schmaen, Webber, Boutot, and Goodwin
(2003), there are many new teachers coming intéieteeof autism with special

education degrees or certifications, but littlexorexperience or education with autism
specifically. This makes it difficult for theseatghers to meet the needs of their students
because they have nothing on which to base theghteg. Providing these teachers with
stories of others who have already had similar egpees may help them to better teach
and support their students. Through the use ohhee inquiry and autoethnography, the
formation and evolution of teacher identify in teacs of children with autism was

researched in this study with the ultimate goaigporting new teachers in this field.
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CHAPTER 3: METHOD

Research Design

Teacher identity is described through multiplespectives, utilizing a variety of
methodologies, but research employing narrativeimgand autoethnography seem to be
among the most common ways to describe the developai teachers’ identities
(Florio-Ruane & Williams, 2008; Hoffman-Kipp, 200BpnfedIt & Grossman, 2008). A
gualitative research design utilizing self-studggrative inquiry, and autoethnography to
examine the formation of teacher identity was usdtis study. Self-study research is
collaborative, reflective research that gives pgréints hands-on experiences to help
them explore their own teaching, their studentainéeng, and is critiqued and discussed
by their colleagues or critical friends (Samar#&s, D). Self-study was used in order for
participants to gain a better understanding of $edues as teachers. This was done
through the use of critical friends’ sessions (Sa®a2011) as well as through the
creation and sharing of several artifacts, whidipée to give an overall picture of each
participant regarding how they view themselves teaaher. Narratives were formed
through interviews and through multiple meetingswafitical friends group where the
participants discussed their experiences and deatéacts reflecting on their teacher
identity formation. Autoethnography was used tagposition myself, as a participant,
and my stories with the other teachers. This sewdbjved as stories were told and

experiences were shared, which led to a rich argpth examination of teacher identity
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formation in special education teachers. As antiael research tool, various forms of
self-study artifacts were used to help guide théigpants in better understanding their
own teacher identity. These self-study tools wieteed back to narrative inquiry to help
create more detailed overall stories of each ppant in this study. The study took place
in seven phases, which are detailed within the oh@eu “Structure of the Study.” This
document gives specific information regarding thelg steps, data collection, and
analysis (See Appendix A).
This study addressed the following research questi
a) With regard to the formation of teacher identityyat/are the experiences of
teachers of students with autism?
b) How does the identity of teachers of students waittism change or evolve in
relation to teaching and educational experiences?
c) What characteristics and experiences distinguigbeaial education teacher,
specifically a teacher of students with autism?
Sample
A purposeful sample of four special education teaslfrom public elementary
schools in a large school district in southwestdarida was selected for this study.
These teachers were specifically teachers of @nlevith autism in specialized self-
contained elementary classroom settings. Gall, @Gadl Borg (2007) advise that
purposeful sampling should be used to “select céegsare ‘information-rich’ with
respect to the purposes of the study,” (p. 178)this study, the four participants were
selected for their ability to present “informatianh” narratives surrounding the

formation of their professional identity. Teachetith five or more years of experience
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were chosen because they had more time and expesienthe classroom than teachers
with fewer years. When considering teachers witfofmation-rich narratives,”
participants willing to tell “their stories” surrading their classroom experiences were
selected for this study. During participant retnént, potential participants were given
topics or themes they possibly would have to diseasheir interviews to help them with
their decision if they wanted to be consideredddipipate. Written consent for
participants was completed coinciding with the I&sent from both the university and
the school district.

Selection criteria. Participants selected for this study were those tgach in
the same school district and teach in elementamsi kelf-contained classrooms for
children with autism spectrum disorder. The pgrénts utilize the same curriculum
materials for students on the Access Points stdsdarhich align with the Sunshine
State Standards and are for students with areeospbcial diploma track, have attended
similar district training for teachers of childremth autism, and have access to the same
district resources. All elementary teachers ofdrkn with autism in self-contained
classrooms in this school district must utilize slaene district mandated curriculum for
their classrooms. This was considered as a setectiteria because not all teachers of
children with autism have classes that are justiddren with autism. For example,
some “ASD” classes are a combination of childrethwautism and children with
intellectual disabilities; therefore the teachemild be using a combination of
curriculums. Another example of this is teachen®\wave children on both Access
Points and Sunshine State Standards, which wositdadlow for a combination of

curriculums. For example, in self-contained eletagnclassroom for children with
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autism on the Access Points, teachers are givelullfeRA Reading Mastery curriculum
and are trained in this and required to use thik thie students. District area autism
resource teachers complete school curriculum irrgrehecks to make sure teachers
have access to and are using the curriculum pypp&andinin and Connelly (2000)
suggest that the important aspect of participaetsen is not only who researchers
decide to use, but the relationships that theyter@#&h them. In this study, the
relationships have already initially been formedéese all elementary teachers of
children with autism attend the same trainingsfggsional study days, and are part of a
community of teachers who utilize a district intefraonference area to share ideas and
communicate. The population of teachers who sstiwg@ents with autism in this district

is relatively small in comparison to the overalhmher of teachers in the district, which is

at approximately 20,000vfvw.fldoe.org. As previously discussed, because of the
unique needs of this population, a variety of opjaties have been put in place to allow
for teacher communication and interaction. Furtiae, there are multiple professional
development opportunities that are targeted atsipegific population. Since | have been
a teacher of students with autism and part of thea district for nine years, it was very
likely that | would know all of the participants tfis study. The depth of each
relationship varied, but all of the participantsldrknew each other prior to this study.
Relationships continued to develop through theraai®ons involved in the interviews,
group research session with critical friends, dmdugh the artifacts created during the
research process. As the researcher, | also figehtnyself as a participant due to my
participation in the interactive interviews, créldriends sessions, and in the auto-

ethnographical sections throughout the study.
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Teachers were selected for this study based omadaetors. The participants
needed to have had at least 5 years of experiartbe iclassroom as a teacher of children
with autism, but may have more. They had to teachself-contained elementary level
classroom for children with autism. They must dlawe been in public school in the
same school district. All participants in thisduvere female due to the fact that the
majority of the population of teachers of childreith autism in the school district being
female. Having individuals in the study who areothe same gender also allowed the
participants to have a better understanding of eftodr’s experiences as females in the
field. Participants’ ethnic backgrounds and satonomic statuses varied. Three of the
participants were Caucasian and one participantcaasidered mixed raced. Two of the
participants were married, one with a small chatljle the other two participants were in
long term relationships, but not married. Socioremnic statuses varied based on the
participants’ partners’ earnings as well as thaino

Procedures for participant recruitment. Recruitment of participants was done
using the internet conference site for ASD teacttersugh their school district following
school district permission. The purpose of ushig site was because all ASD teachers
in the school district have access to this siteahémails sent through it. This gave
teachers the opportunity to read about the studydagide if they are interested and then
contact me via email to express interest. An exgilan regarding the purpose of the
study was provided again to the participants dftey expressed their initial interest and
the individual was asked if he/she would be willtogparticipate in the study (See
Appendix B). If the individual was willing to pactpate in the study, informed consent

was obtained from the individual through a facdace meeting (See Appendix C).
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Approximately 10 teachers of students with autisraelf-contained classrooms
showed interest in participating in the study. tiidse teachers, one was male and three
taught in classrooms that services both childreh autism and children with other low
incidence disabilities. Another teacher taughtnarily in a self-contained classroom for
students with autism, but also fused with reguthrcation teachers for a portion of the
day in an inclusive setting for her students. fihal teacher who expressed interest was
not willing to share stories of her experienceany detail and was not comfortable after
learning more about the study based on the populafi students she served and her
experiences. The other four teachers met all@t#iection requirements.

My role as a researcher and participant. The participants in this study were
also made aware of my position as both the reseaestd autoethnographer. The
teachers were made aware that while | was in #esobom for eight years teaching
children with autism, I am now a new teacher meimnt@ahe school district. | explained
that in this position, | work solely with beginnitgachers (1-2 years of experience) who
teach children with low-incidence disabilities glfscontained classroom settings. This
position is important to me in context to this stiiecause | am still in the classroom
with teachers of students with autism on a dailsi$©helping with teaching, suggesting
strategies, and observing lessons. This changw iposition is part of my own teacher
identity formation and my own narrative.

Procedures and Data Collection

In order to conduct this study, a variety of instentation techniques were used

Data consisted of semi-structured interactive inésvs using an interview protocol

created by me, through critical friends’ sessi@msl through the creation of three
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artifacts. As seen in Figure 1, specific proceduvere in place to complete the data
collection process. From my research on teaclestity formation, autism spectrum
disorders, and my methodologies, | created andntee interview guide and began the
process of interviewing the four teachers. Aftgerviewing the participants, |
conducted three critical friends’ sessions wheesgérticipants and | created artifacts
which represented our experiences and storieetketatour teacher identity. Finally, |

concluded the study by creating narratives of tmtig@pants’ experiences and my own

autoethnography.
Select participants for Conduct recorded
Complete 1 week the study and have 2 weeks Individual Interviews with
IRB Process informed consent participants in neutral
forms signed location
Critical Friends’ Session One: 2 we.e!u for Critical Friends’ Session wo: | 5 ore gor Critical Friends’ Session
Explanation of Critical Friends” participants to Bucket loads of Experience Three:
i i —participants
Sessions collect items for ParHaipanys Photo Journaling
Self Portraits buckets to take pictures
1 monthto
Data Analysis of Interviews and analyze data MNarrative and Autoethnographic
Artifacts Writing

Figure 1. Procedure for completing the study. Time fraimesveen each box indicates
the time between each activity.

Telling our tales. The primary means of data collection in narrativguiry is
through the use interviews and observations (ConB&eClandinin, 2000). Semi-

structured interactive interviews were used in gatty narratives of the participants’
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experiences regarding teacher identity formatiBather than conduct formally
structured individual interviews, the interactimearviews consisted of a series of guiding
open-ended questions, which allowed the particgptntlescribe their experiences and
feelings (Seidman, 2006; Trahar, 2009). In semuestired interviews, the questions
asked by the researchers are considered somewaatimerview guide rather than a
specific interview structure (Bryman, 2008). Thdial interview guide consisted of
eleven guestions all relating to teacher idenbiyrfation (See Appendix D for interview
guestions). These questions were developed bastdt: @onclusion and implication
sections of the teacher identity literature uttdize this study. Following a semi-
structured interview format, all of the 11 questiavere asked, but the order was
changed, guiding or prompting questions were adalethe interviewee was asked to
expand on one area or another, which gave moremafiton about their teacher identity.
Bryman (2008), Gall, Gall, and Borg (2007), andriarr(2010) all stress that flexibility
is the key to this type of interview because gajran understanding of the interviewee’s
experiences may require the researcher to divam the original interview schedule.
Corbin and Strauss (2008) also suggest being lagswed with interview questions
because respondents generally only specificallwanguestions without elaboration for
fear of causing problems with the research proc&ssce | used narrative ethnography to
tell these teachers stories, | wanted the fedi®interviews to be more conversational
than structured interview protocols. Allowing tierview to flow as the teacher talked
helped the participants to feel more comfortabllentgtheir own stories.

Through interactive interviews, the participantsl &entered in conversations that

mirrored that same story-like quality as the narest with the participant and me
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speaking in a conversational manner and the paamtitelling the stories of their
experiences. An interview guide was created td fEticipants in specific directions
regarding their formation of teacher identity, bdditional questions or discussions
occurred based on their answers.

After completing the Institutional Review Board BIRprocess and obtaining
consent from each of the participants, interaatierviews were conducted. One
interview was conducted with each of the four ggrtints separately, lasting
approximately 60 minutes each, after school hoMygh participant permission, all
interviews were audio recorded. Each of the inéavg was completed separately in a
neutral location for both me and each of the pigdiats, which allowed for the optimal
audio recording and ensured that interviews didtaka place on school campuses.

Interviews began by collecting general and spedaificrmation on the
participants, their age, years of teaching expeagaducational level, and any other
information pertinent to this study. Interviewsss included: explaining the reason for
the interview and how the interview would proceeelinning with the demographic
guestions, having the teacher define teacher tyeasking interview questions,
discussing the participant’s definition of teaclEntity again, and transcribing
interviews into MaxQDA. After each interview wasngpleted, the reviewing and
transcription process began. In the two week pentowing the interviews, the first
coding of the transcripts was completed. This bdldiscussed further in the data
analysis portion of the study.

Learning the process.In the beginning, | had a set idea of how intengevould

be accomplished and what the participants’ intewaeswers may have sounded like.
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Minutes into the first interview a strong realizatihit me that it is not until you are “in
the moment” that you realize what an “interactinteiview” really is. The term
interactive, in the sense of doing an interviewnas just two people relaying

information, but much more. Throughout the intéxecinterviews, | found myself
needing to ask more questions, using probing questo get more detailed answers, and
rephrasing questions so that participants hadtaratderstanding of my questions. For
example, “give your definition of teacher identityn each interview, | had to explain
what teacher identity was first. As each intervigent on, we found ourselves more into
discussions about our commonalities in teachiniglidm with autism than what our
teacher identity was specifically like. As desedlby Czarniawska (2004), narratives
have to be reduced backwards to a set of undemstmadvhich in this case happened
through talking about larger experiences and riegithat we were actually talking about
our teacher identities in the process. This becawe@ more apparent in the second
iteration of the coding process.

With a little help from my friends. Samaras (2011) uses the famous 1976
Beatles’ song to give a definition of self- stuégearch. The author discusses that the
goal of self-study is to begin to understand, ilmerand assess one’s teaching and its
impact on their students’ learning through tadtie@wledge. In doing so, one must not
only self-reflect, but also have a group of crititeends who are able to reflect together
and offer different perspectives on teaching. et Weber, and O’Reilly-Scanlon
(2005) explain that there are a variety of difféneays to complete self-studies, all of
which allow for the researcher to gain a more wtile perspective of their research

focus.
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Upon completion of all of the interactive intervigvall participants met for the
first critical friends’ session at a neutral locatifor all of the participants. During this
session, participants were given the protocol faical friends’ sessions. Each critical
friends’ session lasted between one and half anchtwars. The varying session times
allowed for flexibility which gave participants emgh time to adequately reflect on each
of the activities and allow participants to giveitinput. During the critical friends’
sessions, the participations and | engaged inatafke conversations and the creation of
artifacts that helped us gain a better understgnofiourselves as teachers. Self-study
critical friends’ sessions were conducted at thirmes throughout the data collection
process with two weeks between each session. géis the participants time between
group sessions to reflect on the process and caaletb the group with more to share.

Samaras (2011) describes critical friends as peleoscan help to provoke,
mediate, and support new knowledge and understgndihese individuals offer
constant support to one another during the resgaodess and help to give feedback and
critical reviews through collaborative inquiry siess (Loughran & Northfield, 1998;
Samaras, 2011)The participants and | used these sessions to sharetories about
teaching, describe our experiences in relationuoteacher identity formation, and find
similarities and differences in our experiences atuaties.

In addition to interviews, critical friends’ sessgowere designed with a list of
more informal questions and reflective promptstezldo experience the teachers might
have had and how they feel teaching children witirsen (See Appendix E). These
groups were used to elicit discussion among thetiEachers and to allow them to share

their stories with each other, in hopes to helprthgentify more aspects of their evolving
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teacher identity than they originally discussethiir individual interviews. In this
study, several types of arts-based artifacts wezated to help the participants gain a
better overall understanding of their teacher iignt

Critical friends’ session one During the first critical friends’ sessions, the
participants were asked to create their self-pibytrdnich portrayed themselves as a
teacher and encompassed their experiences andaldeasteaching. Participants were
given a variety of art supplies and asked to craatelf-portrait, which encompassed
their teacher identity and items or people thduariced their everyday teaching. Upon
completion of the activity, participants took perindividual and group reflection. This
portion of the critical friends’ session focusedpanrticipants answering reflection
guestions based on their self-portraits (See Appdn which have been adapted from
Samaras’ critical friend inquiry activity (2011, $-7). The participants and | engaged in
a group discussion based on our answers to thextieth questions and explored our
experiences and our definitions of teacher identity

Chase (2011) discusses that some narrative regealolok at visual images as
“socially situated narrative texts that demandrmtetation” (p. 426). Drawings have
been used in prior research to help pre-serviaghtza understand teacher stereotypes
(Weber & Mitchell, 1995), to represent and constaute’s thinking about teaching
(Weber & Mitchell, 2004), to understand perceptiohthemselves (Derry, 2005), and to
promote self-reflection (Samaras & Freese, 20@&irthermore, creating artifacts along
with narratives helps the reader to have cleatups of each participants’ experiences
and stories. Derry (2005) states, “When drawingktaxt combine, they have the

potential to give the audience a multi-layered labla phenomenon and may help foster
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an embodied understanding,” (p. 40). She goes enflain that drawing allows the
readers a deeper experience than reading text;alos@n alternate mode of knowing”,
(p. 40). Prosser (2011) explains that art alldvesresearcher and the participants to
experience and imagine what a life other than shight be like to live. He discusses
that art allows an audience to identify with thersts, characters, and lives that art is
often about.

Samaras (2011) gives a detailed description of fwowse the arts-based self-
study method within a research study. This methiasl used during one of the critical
friends’ sessions in which the participants creatiportraits of themselves as teachers.
The purpose of these self-portraits was for indigid to communicate their
understanding of themselves as teachers and hguséeethemselves based their
experiences in the classroom. Each participant dreelf-portrait of how they see
themselves as a teacher of children with autisartiddpants chose from a variety of art
materials provided to create their self-portr@amaras (2011) ensures that participants
do not have to have any artistic training to pgyite in this activity. After creating their
self-portraits, participants each wrote write @&bpoem, reflection, or narrative about
their self-portrait. The author suggests thatipi@dnts be advised to discuss their
thoughts, reflections, and reactions to their ovatupes. | gave the participants the
suggested prompts taken from Samaras (2011) toguwedie them with the writing
process.After completing the self-portrait and written esftion, participants shared and
reacted to each other’s portraits without judgmedddring this time, participants engaged
in a discussion about their reactions to the imaigdised about similarities and

differences, and connections that linked the pedSamaras, 2011). Prosser (2011)
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states that visuals are not just about the imagdb@ct the viewer is looking at, but the
meanings and perceptions attributed to what thegeeing.

At the end of the first critical friends’ sessiguarticipants were given the
materials they need to complete the next actiaitBucket Load of Experiencder the
second critical friends’ session, which took plage weeks later. Giving the
participants two weeks was sufficient time for papants to gather their materials for
the next session and maintain a focus of what éineypeing asked to do.

Critical friends’ session two. The second critical friends’ session focusedhan t
participants reflecting on their buckets that tbesated to better explain their
experiences as teachers of children with autisamé&®as (2011) also describes a teacher
research artifact completed in the form of a bucketaphor. This artifact allows the
participants to create buckets that they can usadw their critical friends various items
and “experiences” from their journey of becomintgacher of children with autism.
These buckets contained “symbolic ‘treasures’...gathérom teaching and learning
experiences,” (Samaras, 2011, p. 106). Priordéstdtond critical friends’ session, the
participants were given a bucket to collect artdabat relate to their teaching
experiences and their journey as an ASD teachke participants were told to collect
artifacts that they felt helped to tell their stafyout their teaching experiences and items
that helped to characterize them as an ASD teadPaticipants were not limited to the
amount of artifacts to collect to fill their buckeit the second critical friends’ session,
the participants were asked to present their tegdhuckets and each gave a description
of why they chose the items that filled their buckkn lieu of having the participants

complete essays about their buckets as recommdéryd8dmaras (2011), participants’
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oral accounts of the bucket artifacts and theicdpson of the items were recorded.
These descriptions were then transcribed to ugentite narratives along with
photographs of the participants’ buckeT® aid the participants in thinking about their
artifacts, | used the suggested writing promptsfi®amaras (2011). | explained to the
participants that these were thinking prompts feerh as they collected artifacts for their
bucketqSee Appendix G)Critical friends shared their experiences and btscaad
reflected on their similar and different experienes a group of teachers of children with
autism.

Critical friends’ session three. After the participants reflected on their buckets
they were given the directions to work on theirfghournaling activity. Participants
asked to use their own digital cameras and uploagictures to me because they felt
more comfortable than using a different cameraterABking photos for the journaling
activity, participants were asked to journal albspecific photos based on the reflection
guestions that they were given at the end of therscritical friends’ session (See
Appendix H). Participants reflected as a groughatfinal critical friends’ session.

The third means of artifact collection in this stwdas photo journaling. The use of
photo journaling and other visual representatidmegsearch have become more popular
throughout the Zlcentury most recently with technological developteeelating to
visual methodologies (Holm, 2008; Prosser, 20 lijilar to the use of Photovoice,
participants in this study took a camera in thieissrooms and school and home
environments that they believed will help to tekir stories of their teaching children
with autism. Participants also took pictures dfestobjects, environments, and visuals

that played a part in influencing their teachenittg. In Photovoice, documentary
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photography is conducted by giving individuals whay not normally have the
opportunity to take pictures of their surroundimgsopportunity to use images to tell
their stories (Wang, Burris, & Xiang, 1996). Papants of Photovoice studies are given
the opportunity to share their stories and disfieyr photos for the public to view
(Foster-Fishman, Nowell, Deacon, Nievar, & McCa2®d05). In this study, the
participants were given the opportunity to shaegrtphotos and stories with their critical
friends as well as to have these incorporatedtheo narratives. As with the previous
artifacts, the photo journals supported the nareatthat tell the stories about each of the
participants’ experiences of being a teacher dfiotm with autism. Photo journaling is a
more structured method of self-reflection that\altd the participants to reflect on their
teaching and their classroom environment throudtferent lens.

Photovoice and photo journaling are an integrd @lartifact collection in this
study because it links so closely to narrative inquFoster-Fishman, Nowell, Deacon,
Nievar, and McCann (2005) link Photovoice to Ramutip (1998) version of narrative
inquiry. The researchers say “storytelling proesssm to capture the stories people tell
about their lives because these stories are viaseduseful venue for understanding the
meaning and significance behind the experienc2qp). Rappaport (1998) goes on to
describe that while Photovoice does not fully cegptan entire narrative of participants’
life experiences, it does allow participants towglsonall pieces of their social realities.

In this current study, the participants were ableake photos of their experiences as a
teacher of children with autism and journal abcawlthese pictures help to capture their

overall story or experience.
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After taking pictures in their respective classnsoor in other environments that
they felt have played a part in their teacher idignparticipants were asked to write brief
reflections or journal entries describing 3-5 ddittpictures. Participants also took turns
during the third critical friends’ session desanipieach of their pictures and how it is
part of their teacher identity. Similar to the reed used in the Photovoice study by
Foster-Fishman, Nowell, Deacon, Nievar, and McC@@05), participants were asked
three questions about each of their pictures:l(&)dk this picture because. . .” (b) “What
is the real story this picture tells?” (c) “How dathis picture relate to your experience as
a teacher of children with autism or help to digtiish you as a teacher of children with
autism?” Participants brought their pictures andnal entries to the critical friends’
session and described the pictures they took amdreflections. As a group, the critical
friends discussed each set of pictures and howhbked to define the participants as
teachers of children with autism and described tle@icher identity.

Roles of the researcher.As the researcher, | carried multiple roles is gtudy.
Throughout the interactive interviews, | interjettt@y own stories and experiences
relating to the responses of the other four papieits. By creating an environment for
meaningful discussion about teacher identity, tagposed my own story with the stories
of the other four participants using autoethnogrgjgimd narrative analysis. My own
stories are told throughout the conversations wlih participants as well as telling my
own story to situate myself in the research. Miyahneed to complete this study was
based on what | experienced as an ASD teacheellgagtmy own story was imperative.
As | have gained teaching experiences and changled,rmy own narrative also

changed. This is discussed throughout my narratA® advised in Connelly and
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Clandinin (1990) | allowed the participants to fitell their stories and share their
experiences so they will not become swayed by n8imee narrative inquiry focuses on
storytelling and the relationship between storiasgeded to be aware of my level of
participation in the response portions of interviprocess. In order to juxtaposition my
own teacher identity formation and experiences withcolleagues, | had to find a
balance between my roles in this study by audimjling to reflect on my own thoughts
of teacher identity as well as how | feel as theatar. Audio journaling consists of
keeping a regular journal of thoughts and ideastajae recordings (Clandinin &
Connelly, 2000). I will begin to audio journal inediately upon conducting the first
interview.

Confidentiality was maintained throughout the sttitlpugh the use of
pseudonyms. The other four participants in thislgtwere made aware that pseudonyms
were used in all transcription material and inrlerative produced from the interviews.
Interviews were conducted using only the participapseudonyms and any other
confidential information was left out of the inteew transcriptions. The participants’
workplace and other identifying demographic infotiora were kept confidential as well.
Data Analysis

In this study, data analysis was used to examiadattmation of teacher identity
in four teachers at different points in their pssi®nal careers, and to explore what
characteristics and experiences defines them ekde;a The goals of analyzing the data
were to determine similarities and differenceshie narratives and to explore the

teaching perspectives, influences, and experienicksw they became teachers through
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their multiple voices. Analysis procedures wermpteted for the two different types of

data in this study—interviews and written word amglial artifacts (See Figure 2).
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Figure 2. Analysis procedures for two types of data coltactihroughout the study.
Interviews and written word. After completing member checks of each
interview and critical friends’ transcript and tsanibing the information from my own
autoethnography, | began coding in multiple itenagi. My own memos and audio
journaling were also coded in the same mannerderdor them to be included into my
autoethnography. An initial reading of the tramsisrprovided me with a holistic
understanding of the participant’s thoughts andsderhe second iteration entailed
breaking the documents into topics or themes. tiiné iteration of coding entailed
looking for key-words-in-context (KWIC). After cgoteting and transcribing the
interviews, the process of creating a codebook egdegan by reading back through
the study and rewrote the iterations into a stejstbp process, identifying the type of
coding in the iteration and what categories woaltldnder each larger section. For

example, “interactions” and “influences” were cateped under the theme and topic
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iteration of coding. |then began dividing ea@ration and focused on more specific
ways to look at the data. Based on the work of deGundy, Marshall, & McCulloch
(2011) each code was sorted into sub-categorigseasy-driven or data-driven and the
page number where the corresponding text in thdystias noted. These categories were
then color-coded and put into the code book.  waperative for me to make theory
and data driven connections to ensure that | keptdcus of my research in mind.
Before beginning with the first iteration, | create coding tree which allowed medee

the connections between the iterations and how kadakd to the overall analysis of the
data. This coding tree was a visual representatitmow the three iterations of coding
connected to one another, how the similaritiesdifidrences connected the codes to the
visual artifacts, and how all of the codes helpedreate narratives and answer the
research questions.

After completing the code tree and ensuring thatew the connections | was
trying to make, | began to create the code bookgusolor-coded card system to organize
iterations of codes (See Appendix | for code boxdneples). The code book was
specifically created for the second and third tieres of coding, themes and topics, and
KWIC, respectively. Each code was detailed omglsicolored index card and
consisted of five code components—code name/ldeéhition of the code, inclusion
criteria, exclusion criteria, and an example of¢hde. As the code book was created
and codes were better specified, codes were renantecklabeled to be as specific as
possible. For example, the code “transformatioa%welabeled to
“transformation/evolution” based on the definitiohthe code, which described both

terms as the same code. Interview questions Wsneatached to codes to ensure that
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themes would match the topics participants werecskout. After the completion of
the code book, | created a checklist to use tolchedes so that when the second coder
read through the code book, they would be ablentterstand the codes. The checklist
was created to ensure that the other coder wasanethe code. This checklist allowed
me to color-code whether the code definition wasalif the code was approved,
deleted, or changed to another coding category.

One advanced doctoral student was trained to aideding the data based on the
coding book created prior to coding the transcripiaving another coder helped in
increasing the effectiveness and quality of thealVexamination of interview
transcripts (Creswell, 2007). The doctoral studemter was trained to code data for
themes specific to teacher identity formation aadelopment and life experiences of
participants. The coder was trained by going thhoeiach card of the code book and
completing the checklist for each code. Duringlibginning steps of the coding process
it became evident that coding independently allofeedoo much interpretation of data
even with the created code book. The second @ukf re-evaluated this area of the
coding process and decided to follow the work o€De-Gundy, et al. (2011) and Harry,
et al. (2005) and focus on group consensus of caltieisthe initial iteration of coding.
We began coding by themes using line by line cqdatzeled themes that were evident
in the data, and in some cases created sub-thesmesvacodes, which were then filed
into the codebook. The discussion and consenshsiloing the codes allowed me to see
how codes related to one another throughout theegseo The second coder and | also
used in-vivo coding when | felt as though there wagord or phrase that stood out in a

transcript. Upon completion of coding, the otheder and | reviewed the codes and
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discussed any discrepancies between coded dattcifzant narratives and an
autoethnography were created from the transcripdso@servation to explore the
multiple voices of becoming a teacher.

Czarniawska (2004) discusses that in order to tabdut the data analysis
process for narrative inquiry in the analytic senlse researcher needs to reduce stories
backwards to a set of understandings. This sagwyths effective in the coding process
as well. By bringing the stories backwards totao$@nderstandings, the researcher is
able to code for apparent themes within and amtorges, relationships between their
own field texts and the narratives of the partiogga Clandinin and Connelly (2000)
agree with this line of thought, discussing thagésearcher’s experience is a dual one;
experiencing the experience and being part of xiperence itself. This dual experience
of the researcher allows them to code for themegdsn their own experiences and
those of the participants.

Narratives and autoethnography were used to répeffindings in lieu of
traditional analysis because my goal was to craatery of the dialogue within the
interactive interviews, not just give informatiobcat the participants and the topic
(Bratlinger, et al., 2005; Ellis & Bochner, 2006)ranscripts were analyzed for themes
and key-words in-context (KWIC) related to teacidentity, identity formation, and life
experiences. Targeted key words were taken frenfrdmework of the study such as
emotion, “socialization,” “interaction,” “experiea¢ and “support.” Informal analysis of
word repetitions helped to identify any key workdsoughout the context that were
frequently used by the participants that were motogen identified. For example, the

words “challenging,” “difficult,” and “control” weg frequently used by the participants.
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As we saw these words regularly appear, we reatizatthey should be coded to address
during the analysis phase. Specifically in thiglgt word repetitions focused on
participants’ feelings and thoughts throughoutititeractive interviews and critical
friends’ sessions. Comparing and contrasting betvgarticipants responses based on
the themes during interviews were a key compontanalyzing data and writing the
narratives. These comparisons were vital in expiothe teacher identity formation of
each participant.

While each narrative focused on individual par@éeits; | also focused on the
similarities and differences in teacher identityelepment. Similarities in stories,
experiences, beliefs, influences, and other suppptihemes in teacher identity
formation were color coded and compiled. Simil@asures were taken to code for
differences in stories. Transitions in thematinteat were another area of analysis that
was addressed by the researchers. Transitionsaassion of identity formation and
transformation help to show an evolution of eacttigipant’s own teacher identity.

The final analysis approach for the transcriptaigeitilized in this study was to
search for connectors in the transcripts, whiclcaied relationships between areas that
were not related in initial readings. The analggisonnections occurred during the
second two coding iteration. When connectors @rad, they were discussed and
noted in the memo pads offered through the quaigatata software. These connectors
were evident both in the iteration process andenfié narratives are being written.
Czarniawska (2004) believes the real questionsrésatarchers are asking in the
transition from field notes to narratives are thd™ questions: who, what, when, where,

and why. In order to make meaning of what theyehalveady compiled, | continuously
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asked myself these questions to decide what kimdesfsage | was trying to convey,
what research questions | was answering, and vamaéxts | was focusing on. The other
coder also was made aware of the “wh” questiong;iwvere utilized throughout coding
discussions.

| used MaxQDA, gualitative data analysis softwd@d®A) to aide in systemically
interpreting the transcripts. This software helpegito see the data in a structured
format. MaxQDA also allows for the insertion ofgth and visual artifacts, which were
useful to effectively show the participants’ creas from the critical friends’ sessions.
The software also allows for coding of the visudifacts. | utilized MaxQDA'’s
Intercoder Agreement tool to assist in increashgreliability of codes. This was used
after the KWIC coding (third iteration). The talows two coders to compare coding
and any differences within the document.

Visual artifacts. To ensure that the visuals artifacts included is $tudy were
of high quality, Leavy’s (2009¢hecklist of Considerationsas used (See Appendix J).
Connections and reflections of visual artifactsevecluded in the final product of this
study throughout the written narratives to helptted stories of each participant.
Additionally, participants’ visual artifacts such #neir self-portraits and reflections were
analyzed for themes, similarities and differeneagl connections to their teacher identity
formation. Member checks were used to ensurepidrdicipants narratives based on their
artifacts reflect the stories they told. This uas the reflections of their self-portraits,
their teaching buckets, and their photo journdlse reflections were coded for themes

and KWIC mirroring the themes and KWIC in the iniew portion of the data analysis.
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Through the combination of coded transcriptions amalysis of artifacts from
self-study portions of this process, | explorecthea identity using narrative inquiry and
autoethnography. These narratives and autoethplogigave a voice to a population that
has been widely overlooked in current researchvahdhopefully prompt educators to
continue the exploration through their own stoaad multiple voices.

Quality Indicators

To ensure quality of this study, the quality iradimr guidelines created by
Bratlinger et al. (2005) was utilized. Quality iog@tor domains include interview studies,
observation studies, document analysis, and dalgsas. Each domain lists several
subsections relating to the conceptual frameworthefstudy. The following domains
were included and all appropriate subsections egipleé up to this point in the study
timeline have been identified and addressed. daatits were purposefully selected,
recruited, and representative of the specific pajpah of interest. Demographic and
guiding interview questions were reasonable antstnaption and sound measures have
been identified. All observation components inahgdsetting, timeline, observation
procedures have been well thought out in relatothis study. Meaningful documents
focusing on teacher identity formation and develeptwere used in the creation of the
literature review. Finally, as data were collectin@ document and data analysis sections
of the quality indicator guidelines were addressed followed.

Narrative inquiry, like other types of qualitativesearch, must also meet
standards of rigor to be considered credible rebeaRegarding interview studies or the
interview components of comprehensive studies atiger inquirers must make sure that

the appropriate participants are selected and septed fairly, the interview questions
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are reasonable, there are sufficient instrumentsdord and transcribe interviews,
participants, and sound measures are used fordeontiality (Bratlinger et al., 2005).
Because narratives are based around the storpopfes’ experiences, the narrative
researcher should be particularly aware that ap@t@pparticipants are selected for their
subject matter and that the stories of these maatits are told in a way that fairly
represents them. The narrative researcher musteddize that an interview is just that,
an interview, an exchange that does not represgninare than it is (Czarniawska,
2004).

Furthermore, the narrative researcher is also resple for ensuring the quality
of the observation studies or the observation carapts of comprehensive studies. This
includes ensuring the proper systematic colleatioield notes, an appropriate setting or
people for the observation, the researcher havimgmal impact of the setting and fitting
into the site, a sufficient amount of time beingsipin the field, and sound measures
being used in the confidentially of the setting @adticipants (Bratlinger et al., 2005;
Corbin & Strauss, 2008). Field notes are an irstiggart of a narrative researcher’'s
process to creating a narrative. The creatioroofidield notes requires the researcher to
fit themselves into the research setting, immereenselves into their environment with
the participants, all while having a minimal impaatthe story they are creating. The
shared experiences in narrative inquiry requireréisearcher to spend time listening to
what they have recorded or going over their notesaalding their own interpretations
and thoughts on what they experiences while theg wecorded someone else’s

experiences. Throughout the interview processtla@dritical friends’ sessions, | took
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detailed notes of our participation and discussionsreactions to information, and any
changes in my thought process about the overali/stu

Document analysis is the third quality indicatesearchers must address. The
document analysis consists of ensuring that me&idgcuments are found and their
relevance is established, documents are suffigiernttd and describes, carefully stored,
and confidentiality procedures are in place. Doents were meaningful and their
relevance was established by relating them batkaoesearch questions and theoretical
framework. The results were sorted and codedsiystematic way and there was a
rationale for what was and was not included infih@ findings of the study.

The final area is data analysis, which includesréselts of data being stored and
coded systematically and meaningfully, providingu#ficient rational or inclusion and
exclusion criteria, methodology documentation beareglible, conclusions containing
adequate additions from field notes, observatiand, participants, and reflections and
connections made to research. As discussed inéllgrand Clandinin (1990),
researchers have to be careful not to create “tig\ood plot” where the conclusion
always comes out good. Real life and real st@iemot always good, and while the
conclusions reached by the researcher may notebeoticlusions anticipated, it is their
responsibility to give credible documentation, cections, and reflections about their
experiences and research. Additionally, a reseamdn ensure that participants are
fairly represented and their quotations are cotoggterforming member checks.
Member checks were used in this study to allowpimticipants to verify what they said
has been transcribed and analyzed correctly. dicdéise of narrative inquiry, member

checks may include the participants reading tmarview transcriptions or written

66



versions of stories they have told to make surg tekthe story they intended to be told.
Through the use of autoethnography, my own pergoosition and perspective were
addressed. Finally, conclusions were establisheigh a variety of documentation and

connections were made with current research.
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CHAPTER 4: THE STORY OF TEACHER IDENTITY FORMATION

“What keeps you in it?” | asked and each repli¢thout hesitation, “My kids.”

Although all four women have very different backgnds and stories; each had
striking similarities that all root back to why tiee stayed in the field for so many
years. . .“the kids.” Over the span of four mortther stories and experiences began to
take shape as each eloquently described theidfwgt, the best days, the worst days,
their influences and experiences, and most impthytémeir teacher identity.

Throughout this chapter you will read the storiefoar teachers of children with
autism. Their stories were collected through witaws, critical friends’ sessions, and
three very important artifacts, a teacher self+adtta bucket that the teachers filled with
their representations of experiences, and a plotm@l. Each piece played a key role in
describing the participants’ teacher identity foima | begin by taking you through the
participants’ journeys to becoming teachers hidtiligg their major influence in working
with students with autism, which led to their careleoices as well as a discussion of
their first day in the classroom. | introduce yoweach of the teachers in order to better
help you understand their perspectives throughwuharratives. Each section
throughout this chapter represents a theme foutidnthe study. Following their initial
introductions, the participants’ stories are imt@ned within the themes. Throughout this

chapter, there are also several images of thecpgmatits’ artifacts that help to better tell
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their stories. My goal throughout this study caeted to the following research
guestions:

a) With regard to the formation of teacher identityrat are the experiences

of teachers of students with autism?

b) How does the identity of teachers of studentls autism change or

evolve in relation to teaching and educationalegigmces?

C) What characteristics and experiences distingaispecial education

teacher, specifically a teacher of students witinsen?

| believe that | was able to answer these reseguebktions while creating rich,
detailed narratives of the participants. Thesé@pants have shared stories that other
teachers of children with autism will be able t@ate to and learn from. Meet Jodie,
Beasley, Jane, and Maria—four teachers of childriém autism.
Jodie

Jodie was self-assured with a loud, strong voickaaoontagious smile. At 28
years old, Jodie was in hef year of teaching children with autism. She hasgs
taught elementary age students and been in sef&ioea classrooms her whole career.
With both bachelors and master’s degrees in spediatation, Jodie had a strong
knowledge of content and pedagogy to work with gapulation of students. She
currently has a class of 10 kindergarten and @ratlers with autism with one
paraprofessional. When asked if there was a rethsdidodie chose to work with
children with autism, she answered with a defieitiYes.”

As a teenager, Jodie had worked at a facilityridniiduals with disabilities. One

summer, there was a child with autism who needeatkesoe working with him one-on-
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one, which ended up being Jodie’s job. Jodie hawked with other children with
disabilities who were happy and willing to open bpt working with this child was not
the same. Jodie said this child was probably drlesomost difficult kids she had ever
worked with.

“He didn’t want to open up, didn’t want to talk; had meltdowns. And at 18
that was my most difficult. . .”

But Jodie said she liked the challenge with himwaad able to establish a
connection that others were not. By the end oktiramer, the two of them would play a
simple soccer game, passing the ball back and foréach other, interacting with each
other, something he had never done with anyonebelsge. Jodie was hooked and her
identity as a teacher of children with autism begaform, years before she started in her
first classroom.

Beasley

Beasley was in perpetual motion, throughout heruew her legs crossed and
uncrossed; she played with straw wrappers at thie,tand went to get a drink several
times. Beasley had been teaching for 10 yearsvasdhe participant with the most
experience in the study. Her current classroonsisted of 10 intermediate age students
in 395" grades. She was serious when talking about hesrom, but became even
more so when talking about the “two most importhirigs” in her life, her students, and
the root of her existence in teaching, her oldgtesi Born with Rett's Syndrome and
now in a group home setting, Beasley’s older sist&s her inspiration and her purpose
for being in the classroom. She had not had a gdecational experience before going

into the group home and Beasley often wondered ditferent her life would have been
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if she had been in a different class. As she shiaee stories of why she became a
teacher, she excitedly stopped to show her lateirp, her face leaning close into her
sister whose brilliant smile took up the spacelwndcreen. You can see in both their
eyes that they are perfectly content in where these at that moment. She said that this
was the first smile she had seen on her sistet&sifathree months so she cherished the
moment of happiness. Even as she told storiest&lgowclassroom and her students, they
all begin to weave back to her sister and why staume a teacher.

“Teacher identity for me is someone who’s passeaatd looks at their kids as
who they really are, not their disability. Anchintk that's been with my background,
with my family and my history that, you know, myatdher identity is wrapped up in
making sure that my children, that none of themgaback and look at me 10 years
later and say that | didn’t do a good job or thggirents can’t do that. So | look at it as
the passionate side of myself.”

Beasley had not always known that she would Baeher, but that she had a
passion for working with individuals who needed w#&y communicate. Although
Beasley has been in the classroom as a teach®0 fggars, she started much earlier on as
a paraprofessional working in a unit for studenitk\motional behavior disorders. It
was the teaching part of the job that she actu#dlyinto.” She had started going to
school as a speech pathologist because she weestetkin assistive technology after
working with her sister for so many years. Thebes who she worked with decided to
move back to regular education and left Beaslek witew choices of what she could do

with her life.
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She said, “They are either going to get some ‘Joad® off the road who has no
idea what they’'re doing and you're pretty much gaiom be the teacher, you can go to
another classroom in the school and be an assistmt classroom and know that every
time you walk by our kids you are going to cry hesmyou feel like they deserve the
best, or you can get your ass back in school araltbacher yourself because you've got
what it takes.”

So Beasley decided to go back to school and bachér. She took the next year
off from being a paraprofessional and finisheddwen schooling. She ended up staying
at the school she interned in and took her firsitmm as an ASD teacher. In her bucket,
Beasley showed the picture of her sister that glep& with her in the classroom to
remind her of why she does what she does.

Jane

Similar to Beasley, Jane was also a paraprofeddi@fi@are becoming a teacher;
she also had a family history that pushed hertimegprofession as well. Jane has been in
the classroom five years, the least of all theigpents, but has stories similar to
everyone else’s. She also taught in an intermediassroom with'3through %'
graders. She chose to work with students withsaubecause they are fascinating to her.
Jane described her background as “imperfect” anlénstands that she had to persevere
through a lot to get to where she is now. Growipgvith a mother who has bipolar
disorder, Jane had experienced the emotional meods, the roller coaster of
behaviors, and understood the feeling of having ligxiety. Even in Jane’s self-
portrait, she drew herself with hair that was Isatfooth and calm and the other a frazzled

and crazy mess. Her days beginning calm and mayy ending exhausted from
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working with her students all day. Her goal asacher was to try and figure the kids
out, to help them get through situations that she used to experiencing herself.

“It's so rewarding when you figure out what worksdavhen you can help a child
just by doing something so small that can makege lifference.”

Throughout the months of talking with Jane, thisaasistently what she went
back to, trying to help her students and tryingelate to them because she knew how
difficult it can be when your world is chaotic. néafrequently talked about connecting to
the students who other teachers found the mostulifto work with and to teach. Her
purpose for teaching revolved entirely around thheents in her classroom. Although
Jane had recently moved schools, she still reféorgést students as her “kids” and kept
up with their progress.

Maria

Maria, easy going and strong willed, has six y@&teaching experience with a
master’s degree in special education and a bachelegree in communication disorders.
Maria’s career choice happened randomly. She veakimg on her bachelor’'s degree
and didn’t know what she wanted to do when shefugghed. During one of her
classes, professors from a special education progaane in to encourage students to
look into the Masters of Teaching program and Marale her decision right there. She
became a paraprofessional and worked her way thrihwggprogram, becoming a teacher
for children with autism six years ago. Maria’sshecent class consisted of nirfé 2
and 3 graders with one classroom aide. She explaineddi®ol had a large population

of students with autism in five self-contained stamms. When asked if she would have
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ever thought to work with regular education studehtaria shook her head and replied,
“‘Never.”

“I just have more compassion for children with amoti | learn a lot from them
and they need people in their classroom that realtg about them.”

Similar stories. It was in these stories of how all four women betyeair
journeys as teachers that our similarities alresdsted to appear. Beasley, Jane, Maria,
and | all started off in the field of speech patigyl and moved to teaching children with
autism. Three of the participants were parapradesss, gaining their experience as they
went through their education. Jodie, Beasley, Jané | had all had an experience or a
family background that had led us to the path atieng. | wanted to know what made
them all stay, what qualities they thought made@dgeacher, and experiences that
formed their identities, but first | needed to habout their first day of teaching. It's a
day that many teachers never forget and ofteraat in my case, plays a key role in our
teacher identities.
First Day

Each participant was asked about their first detphe classroom and if their
experience affected their teacher identity fornratitn the interactive interview, the
participants were asked to talk about their fiesg th the classroom and if any details
stood out in their minds. Jodie, Beasley, and ddirspecifically remembered this day
and the events that either led up to it or howrteeperience affected their first school
year. Maria discussed an experience that happsitieich her first month, which stood

out more to her than her first day.
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We just winged it. During the first interview, Jodie sat crossed lefyge a chair
with her baby in her arms. As the recorders wenamd | set up, she commented that the
whole process looked very “official” and laughedcamfortably thinking out loud that
she may say the wrong thing. Jodie readjusteddgheming baby in her arms and began
her story with the first day in her classroom.

“Oh my goodness—way back when. . .”

Her story began with a classroom aide who was ¢acesl to work with her kids.
The aide decided to take a leave of absence wheefoahd out she was going to be
working with students with autism that year. Jagpent teacher planning week alone in
her room, setting up and preparing for the yeaneut any help or guidance. While she
felt confident after completing her internship, stes not quite ready for what lay ahead.
Her new aide was hired the day before school statdahere was very little time to get
to know each other. Thankfully, each had some eaipee with a few of the kids in the
class, so Jodie felt like there was something eir 8ide. There was one student that
Jodie took under her wing from day one, aggressngedifficult to handle, but they tried
working with him, and the others, with trial by err It was successful.

“For lack of a better word, we just winged it teesghat worked and established
the relationship between her and me. We didn’eheaw behaviors that day. The year
was different, but no behaviors that day.”

I’m gonna win this. Beasley, the ten year veteran, retold her firsttdbey
laughing at herself “first day self.” “I had. .litile girl who refused to wear shoes. | had
a little boy who would hit his head so hard he wiocduse himself to get bloody. | was

totally scared to death and | had no clue whatd d@ng and had no clue how to keep
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them busy and | thought | was going to throw uprgweinute of the day. And | don’t
even remember much of it, | just remember ‘if | caake it through the day...."”

“My principal called me to tell me | was openingthunit. . .I went to set up my
classroom and get things ready. | go in and theme six boxes. Four with those god
awful cardboard bricks and two of them had studeswurce files and a note that says,
‘Sadie doesn’t wear shoes, good luck.” And | wehat the?! | literally just pulled stuff
and went ‘ok, | got to make this work’. . .and thebecame. . .” she paused thoughtfully
and said, “because Sadie was my challenge childe .went four hours with her running
around my classroom one day while the other onakgow. . .She was my child and
I'm like I’'m gonna win, I'm gonna win, I'm gonna withis.”

Beasley laughed out loud, “I'm gonna win this. Andade it, | cried every day,
but | made it through the first year and then | \iles, okay | can do this again.”

| cannot believe what | got myself into.“My very first day | was a nervous
wreck. Nervous wreck!” said Jane, the most tinmd gquiet of the bunch. “l only had
six kids. . .the only time in my teaching careatthve only had six kids. | had this aide
who had been an aide for 25 years so she thoughtredw more than me which made it
really challenging. | had no idea. | had all #hé=sson plans planned for weeks at a time
and | got in the classroom and it was totally nbat planned.”

Jane leaned in closer, “I thought day one we \gereg to start with the routine
and procedures, and then | had a student freatv@uta noise and run out of the
classroom.”

“You remember his name don’t you?” | asked.
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“Yes, yes perfectly. And he hid under a table bwas so stressed out, like |
can't believe that this is what | got myself intBecause all of the internships and all of
the places | observed, | had watched experieneathées and they had it all together and
| thought | could go in and have it all togethéhad all of my visual strategies; they
ripped everything off the walls. It was a mesgjess. And | cried as soon as the kids
left. I cried. ‘I'm like, | cannot believe whatgiot myself into’ and | came back the next
day and I finished up the school year and the peat was just as rough.”

It turned out okay. Maria said she realized that she could make itugjincher
first school year in the first few days, but therere still issues. “Not the first day, but
the first month | will always remember that onenof student’s parents still didn’t realize
that they had changed classrooms. And | still raber that they thought he was in
another class.”

“| felt very unsure of how | was going to rea¢twas a Para prior, but it's
different when you are being supervised than jogtgin and taking over a classroom.
Plus | had new co-workers and they were studeatsl @hidn’t know. It turned out to be
okay.”

As the women told their stories, | realized thatthirst days were much like my
own because we all felt unprepared and overwhelgedtie students we had decided to
work with. | asked the teachers if they felt likevas their first day that they most often
thought back to and they all agreed that while wheiythink about it, it was one of many

things that defined them as a teacher.
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“It is the little moments” one said, “that is miyst reply when people ask what |
can tell them about teaching kids with autism.”eTthers nodded their heads in
agreement.

My own beginning. | agreed with them as well, but do not think thatid have
always been my answer. Ten years ago, | don’ktthat | would have seen a small
moment of victory in my classroom because | wdsisy just trying to make it all work.
| knew that my students’ success would look diftsirem other kids, but | felt as though
we would never reach success because they werarspodisasters going on in the
classroom every day. Over the years, it becamieremismanage my classroom and for
me to identify the “small moments.” My perceptmfrteaching had changed because |
have changed as a teacher. The others agreeddhalhing perceptions have changed
over the years. Those first years felt lonely bkl everything was a struggle, but as
they gained experience and were able to betteecetin their teaching, their perceptions
were clearer and they were able to identify the &irmoments” as well.

Perceptions

The participants were asked if their perceptionteathing and their own teacher
identity had evolved since their first year in thassroom.l knew that my own
perceptions about teaching had evolved, but | &lsaw that my experiences were
different from the other participants. My percepis about teaching had evolved the
most since | entered the doctoral program, undewditag how to think more globally and
look at my own classroom through the lens of alteaand a learner. What | never
realized was how much of my time, energy, and Evedmmitment would be altered by

becoming a teacher of children with autism.
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“I had no idea how much it was going to take ovgramtire life. Like | thought
being as in control as | was at home that | woddble to separate the two. | had no
idea how time consuming it was going to be. | didealize how much | was going to
enjoy working with kids with special needs. | tightithat working with kids with autism
was going to be something that did for a little dr branched out to other things or
moved to regular ed, but | can’t see myself workintlp any other population now,” Jane
said.

“I mean, | knew it was hard, but it has gotten pesgively harder as the years
have gone on”, Beasley paused and thought abouehneeption, “We started with no
curriculum and learning the curriculum, learning #tcess points, learning how to
advocate diplomatically without getting yourselftrouble, changing people’s
perceptions of what our kids can and can’t dalefinitely seems harder, but | wouldn’t
change it for the world.” Beasley told the grolgmat students physically hurting her
every day, going home and wondering what she gselfanto; the job getting harder
and easier depending on the year.

Maria agreed with Beasley that it does not geteasjer, “I thought that as the
years progressed you feel more confident with tegghbut every year you get a new set
of kids or behaviors and | feel like every yeaaigrand new year and to me it doesn’t get
any easier. | mean you're constantly planning ma#ing new things.”

Jodie’s perceptions really revolved around theptsr of the students she worked
with over the years. “I knew it was going to baldnging, but | didn’t know how
challenging certain aspects were going to be. Lkm®ew the kids were going to be

challenging, but I wasn’t as an intern you dide‘alty realize the parent aspect of it until
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they are your kids and some parents are more clgatig, so that kind of changed my
thought process. Now that I'm in m{ year, | know how to deal with even the most
difficult parent, but I've had some situations theatre more difficult than others.”

It may be Jodie’s self-portrait reflection thatrened up all of our perceptions the
best, “Teaching is a journey, and the path we taig define us as a teacher. There will
always be obstacles to overcome and how we chodseé them will set the tone for
our classroom. Keep your expectations high and glmssroom a fun and safe place
(like a home) and your students will succeed. &henothing that can’t be taught with a
little fun and games and a lot of laughter.” Asdi@aead her self-portrait reflection to the
others in our first critical friends’ session, thal/agreed that it was how they had chosen
to face the difficult situations and the attitutieyt took when having obstacles to
overcome that kept them all in the classroom. eldthught her teaching styles would
have stayed the same over the years, but she basibenore laid back as she has gotten
comfortable in her position.

“I would have to agree,” said Jane, “I'm more adaht. | know what I'm
teaching; | know what I'm doing so I'm more easyirgp”

Looking back at her self-portrait, Beasley reféetbn if it would look the same
her first year of teaching. “It would look differemy first year of teaching. My hair
would be all over the place, I'd having bruisesoaér my body, and I'd be saying ‘I quit;
because that's where | was about 90% of the timdinstyyear. | was lost, | was literally

trying to figure things out every day as | wentegiday was a new adventure.”
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What Makes a Good Teacher?

| wanted to know if the participants thought ttesichers of children with autism
had different qualities from the regular educatma other special education colleagues,
which directly related to my third research queastid had always felt that there were
specific qualities that were part of my teachentdg that other teachers may not have,
but did not know if that was just part of who | &@cause of my personal history or
because of the population of students | worked withtheir individual interviews, |
asked each participant a series of questions d@baciher identity, the qualities of a good
teacher and what defined them specifically as aigpeducator. In order to keep my
own bias about my thoughts on the differences batvteachers of children with autism
and their specific identities, | did not ask anytiggpants about this directly, but each one
of them discussed the differences on their own.

“So, what qualities do you think makes a good teaZhwhat defines you as a
teacher, specifically a special education teachiea®ked each participant.

“Flexibility and energy. You have to be caring addually want your kids to
succeed, not that teachers don’t want their kidsitreed, but you have to be willing to
go beyond what the state standards say in my aprievhat the access points say, |
mean because | have kids who are ‘in-betweenearg/ps have to do both and you
definitely have to be flexible and willing to gotside the box.” Jodie also realized that
she was more nurturing now that she’s a parentehierShe had a better understanding
when a child became upset that it might not bet ‘gugntrum,” but could mean the child

was hurting or needed something they could not comacate.
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“Patient, caring, and strict,” Beasley said, “Orngaad and understanding. Every
child comes with something. But people are stipecting the perfect student and
there’s no such thing. Having that understandimgjl@eing willing to be flexible and to
think outside the box. Not being so, ‘this is Wy it is and this is how it's got to be’
because you might have a kid who can show yowthiag they know, but it's not
going to be on the test, it's not going to be pkeacd paper, but they can show you they
know by something else.”

“You have to be patient, you have to be flexilale¢g you have to be organized.
Special needs or not, kids need structure. | tthakyou have to be caring and
compassionate. | think you need to know your sanff be knowledgeable. How can
you teach somebody and not know what you're tallibgut? And I think you have to
be willing to learn and grow and be willing to lijour knowledge because things
change all the time and you have to be abreasisf And if you're not willing to
change, you're not gonna make it. Probably thgdsgpart is that you have to be
willing to reflect,” Jane responded.

“Someone who works hard, who is determined andddws kids regardless of
how stressful it can be at times. Someone whogarozed and understands how her
students learn,” answered Maria.

To work with these kids you have to be insane jaRedsley. “I really think you
do! And you have to be able to enjoy the small reots because there’s never going to
be, you know if we all waited for teacher of thawer you know it's not going to
happen, 90% of the time it's not going to happErery once in while it does and even

sometimes getting those accolades or pats on theftzan anybody else, you're not
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going to get that. You have to be intrinsicallytmated, you have to enjoy the smallest
moments.”

In the third critical friends’ session while goitigough the photo journals, the
idea of intrinsic motivation came back up and &ll® agreed that it was rare when a
special educator, especially one in a self-conthol@ssroom received any recognition
for the hard work they do. There are so many @i¢ieat have to fit together and so much
work that goes into making a class for studenth aittism successful that worrying
about getting recognition for what you do is wagtiime that could be spent working on
planning for the kids.

Beasley recalled a moment that described the fshie was trying to tell us
about. “My grandmother died my first year of teagh my dad died at the beginning of
the year and my grandmother died at the end ofehae, and when | found out my
grandmother died | was at school and my motheedatie and | was just sitting in my
chair; I wasn’t crying, | was just sitting in myain and my one little girl came over to me
and said, ‘you’re sad’ and hugged me. Those Iititenents where you know you've
connected with a child, where you know the kidd sitithere and they will do something
silly just because it makes you laugh and theylitdand they’ll know when you're
having a bad day and they’ll do it. You have tgogrhose small moments
because.your big moments don’t happen that often.”

“We're pulled in so many different directions to ea¢he needs of our students,”
said Jodie. What was motivating for her and theeoteachers was that even though they
were pulled in different directions, when the studemade progress, even in small

amounts, they were motivated to keep going witlir $tedents.
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“| feel like sometimes this is not healthy for mechuse | do spend so much time
working with kids and all my free time working andver have any time to myself and it
will always be that way, but not because | donjogrit and not because | don't like the
kids. I think part of it is that | want to put tmouch into it and then | don’t have anything
else left to give,” said Jane. “We have them fearg at a time so we get to see the
growth even though they grow at a slower pace weogeee it from year to year to year.
It's hard to maintain growth. It's stressful, bw¢ definitely get to see the change. |
think that’s also one of the reasons why | stickuad.”

Maria was motivated by her students as well. fii@dt think we become more
attached to our kids too because we service thproalyy more than one year”.

“I don’t do it just for the special ed kids; | dofor everybody so they can realize
that these kids are amazing kids. | love my kidgve going into my classroom every
morning, | love getting my kids off the bus. | ®everything. | love every moment of
it,” said Beasley.

Symbols of teacher identity. In their self-portraits and in their bucket loads o
experiences, each participant used similar imagdstams to detail some of the qualities
that were part of their teacher identities. Higpextations were present in each self-
portrait or reflection of the self-portrait. Beagldrew a picture of “raising the bar
higher” around her picture, describing that sheadithe bar for all of her students. Jodie
wrote “high expectations” at the top of her pottemid Maria explained her high level of
expectations for her students. Jane drew stahs“aiiin for the stars” for her students,
and | drew an airplane, explaining that “the skyw®ee limit.” All of the participants

discussed that they fully expected their studemtchieve great things, make progress

84



exposed to the regular education curriculum, aralltav themselves to be challenged

(See Figures 3-7).

Figure 3. Beasley’s self-portrait

Figure 4. Jodie’s self- portrait

85



Figure 5. Maria’s self-portrait

Figure 6. Jane’s self-portrait
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Figure 7. My self-portrait

The participants also had items relating to hygieme toilet training because
these are skills which were imperative for eacthefn to teach in their classroom. “No
pull-ups in middle school” is one classroom expigeatain Jane’s class, which motivated
the students to toilet train. “No one else is ddimese things, working on these skills
like ASD teachers.” Items and images relatingssistive technology and items
symbolizing the importance of community-based ungion trips to help the students
gain functional skills were each part of all of fheticipants’ teacher identities. Social
stories, picture cards, and circle time or mornimggting items were key items in
everyone’s buckets as well. These were not jaststthat represented tools that teachers
of children with autism used, but the participgmisne mode of communication with
many of the children in their classrooms.

“My social stories and picture cards are so popihar regular education teachers
have started asking for them,” one said.
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“I feel like it is something that only ASD teachels, but that other teachers see
and want to try with their students,” said another.

Other popular items were art supplies which repregkthe variety of ways we
tried to help our students better express themsel®®le playing, acting, cooking, and
art and music therapy were all common activitiesanh of the classrooms to encourage
students to interact with others and help them g expressive language skills. A
few of the teachers also showed pictures of theampyals used in their classrooms to
promote student communication and interactiongniicant to their work as
professionals, the participants believed that oftestudents various means of
communication, self-expression, and independence imgegral to a successful
classroom. All of the participants talked aboutstantly needing to adapt items to help
their students better understand and communicte.teachers said they couldn't live
without technology in their classroom or using pietcards such as the ones from
Boardmaker since that is how most of their studeatsmunicate.

“I carry my lanyard with sharpies attached to it ®an write things down for my
students. | have six flash drives with me atialets. They have all the lessons I've
adapted and the Boardmaker pictures | need torhglgtudents,” said Beasley.

“I have my picture cards and my lanyard with commation cards with me at all
times. | think it is important that my kids knowhat | am trying to communicate to them
and for them to communicate with me and each dthaid Jane when going through her
bucket. “I think we did the same bucket,” she laed)because many of our buckets held

the exact same materials that we used for the seasens.
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Figure 8. Jodie’s bucket load of experiences

Figure 9. Maria’s bucket load of experiences
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Figure 11.Jane’s bucket load of experiences
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Figure 12. My bucket load of experiences

Flexibility in a world of routines. Every participant included a planner in their
bucket to symbolize their students’ need for schesland routines. However, all of the
participants realized that among the qualities thadle a teacher of children with autism
different from others was the ability to be flexabh a world of schedules and routines.

“Flexibility- mean you can be going into school arMonday and have complete
lesson plans planned and kid can be coming ofhg Weeekend and have a rough day
and you have to evacuate your classroom and P&ar® and you kind of just have to
go with the flow and be on your toes,” explainedi@o When she was showing a picture
of her class schedule, another participant laudhisgd, “Gee- a schedule...what is
that? Like we don't live off of those.” The othaarticipants agreed. Jodie went on to

tell that her classroom was based on routines amedsiles and without that 90% of her
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students would not be able to function. “Thatis first thing we work on, procedures,
structure is very, very important” (See Figure 13).

“I'm easy going in the classroom and at home,” $4atia, “However, my
students rely heavily on a familiar environment gy their expectations, structure, and
they also have an individual schedule that thelpWohs well” (See Figure 14).

The participants said that they don’t see scheduithsthe pictures and the detail
shown in classrooms for students with other digadslor in regular education classes.
The use of timers, countdown clocks, and warningsransitions had become part of
each the participants’ daily life. They agreed stadents with autism were more
routine-based and schedule-based than any otlderdgtuthey had worked with.

“I think it's very important to be organized. I'mery schedule oriented and so are
my students. | constantly have several thingsggomin my planner,” remarked Jane.

| asked the participants if they felt that theudsnts’ need for schedule and
routine related back to their teacher identity eiflanswers were all very similar in that
in their personal lives had never been as strudtareoutine-based until they started
working with children with autism. Beasley comnmeshbn the fact that her teacher
identity had shifted because she was so much nirewed so many years into

teaching this population of students.

92



~ . unmm;-‘

g
G
o
g
g
y 0
g
if
g
a

Figure 14.Maria’s daily schedule
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Going for broke. When showing her bucket, Jane produced a voideckche
which represented the amount of money spent oglassroom and students throughout
the years (See Figure 15). This idea of spendinggch money led to a discussion
about the amounts of money we had all spent im@ams, but it was really about the
amount of support we had received in building dassrooms and our identity
transformation as teachers. The participantsgaéed that they spent the most money
their first and second years in the classroomihmitthey could still spend everything in
their paychecks on the kids.

“Why did we spend so much money those first fewy®al asked.

“Because we didn’'t know any better,” said Jodie.

“We were overzealous and felt like we had to dageng,” said Maria.

“As you start getting more comfortable you startigg more creative...we had to
make everything on our own. When | left my firshsol and started taking all the stuff
that | made and | bought, the classroom was engaind responded Beasley.

The difference between those first few years and isdhat we all know how to
write grants, to ask our parent/teacher assocwfilmnmoney, get parents to donate,
make our own items, and borrow from others. Tlaehers all agreed that no one warned

them how much it would cost to be a teacher and imoxwh they would spend.

Figure 15. Jane’s voided check from her bucket.

94



Support. So, what happens when you've made all your maggiallected
supplies, and need to start teaching? | wonderet else was important to these
teachers to make their classrooms successful.ai$wer was unanimous- support. All
of the participants said that if it weren’t for thepport of other teachers, their ESE
specialists, and their paraprofessionals that thmyld not be a successful as they were in
their classrooms. In each participant’s self-@ottthey drew images of their
paraprofessionals, who each said they could netivhout. In my own experience, |
knew that the relationship I had with my paraprsiesal had a strong effect on my
teacher identity formation as a whole. When | vearkvith paraprofessionals who were
supportive and worked well with my students, we e/ successful years, but when |
had a poor relationship and lack of support, waggfied throughout the year. | felt the
same way about working on a supportive team anidl avgupportive staff and
administration; interactions with others could affene’s overall teacher identity greatly.

Jane explained her first few years, “I had a fqtepple supporting me when |
first started because the school that | first ethim, there weren’t any experienced
teachers there and | was the only one that haé@aded degree so | didn’t have a lot of
people teaching with me that were that supporbwe,| had a lot of people in the district
who were there supporting me and helping me obiadlan ESE specialist who was very
positive and encouraging me; telling me that | daig the right thing. | needed that
affirmation in the beginning and | think that pudirae to keep going for one and it
pushed me to have a little more confidence in wiats doing and try what | wanted to

try. Probably what kept me in the profession tdbeest.”
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“I would have to say my previous ESE specialiss @avery positive influence. |
think in the way | teach and when | was a paravei® very helpful and was a good
mentor and someone | could look up to,” said Matit my [first] school everyone was
pretty nice on a personal level, but teaching widieln’t think there was any team work
among all of us. It was all, everyone was veryasafe, and if you needed help, oh well.
The minute | moved to my new school, | realized the is where | wanted to be and
everyone kind of helped each other out and we hadame goals for the kids regardless
if they were in 8 grade or pre-K and at the other school | didriitktthat was the way it
was at all.”

When showing their self-portraits and their phiotarnals, the teachers described
their paraprofessionals as extremely supportivieeyTalso described how they felt or had
changed because they were supported.

“These are my two amazing, awesome, wonderfuintpypohenomenal paras who
| absolutely adore and love and would be lost wittan a daily basis. They are my
family, we love each other, we laugh, and we smileouldn’t live without my
assistants. They make my world everyday fun anddedul,” said Beasley.

“My aide helps me with my teaching,” said Jodie.

“My paras are my super heroes, my rocks, theweryghing,” said Jane. “My
paras help out a lot with everything.” She talkbdut her paras helping to keep her
organized, jumping in and participating with thedgnts on community-based
instruction trips, and supporting her in the classn.

“I think being at the school I'm at and being etinclusive environment that I'm

in, and being respected had made me a bettereiebebause I've felt more comfortable
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to step out of my...to do more. | think it, just &inf evolves you into something more,”
replied Beasley discussing the support she recdreea a fifth grade regular education

teacher who worked with her class for seven yeangaschool (See Figure 16).

Figure 16.Beasley’s & grade inclusive teacher.

One of my own most difficult situations with supmmcurred within one of my
last years in the classroom. My classroom aide takdn a leave of absence for several
weeks and | was left alone with my students. Wihdiee were other paraprofessionals
being sent in throughout the day, it was not theesas having someone in the room with
me to support me all of the time. | had been psedhihat when the new school year
started, | would get a new paraprofessional and @tart the year out fresh. As pre-
planning week of that school year started, my pestgssional who had taken the leave
walked into my classroom furious. She had com& bad was assigned to work with me
again. | kept it together throughout the day, getting home | fell apart, worried that |
would spend another school year struggling to teaatmy own, meet all of my students’

needs, and to have my students make progress.
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The worst day. | wanted to transition from the presence of greapsrt to any
times the participants had a lack of support ifirttlassrooms. In most cases, the lack of
support for the participants also centered arobea tvorst day or worst moment of
teaching. Similar to having lots of support in té@ssroom and in the school, the lack of
support also affected the participants’ teachentitie

The room became uncomfortably silent for me aselbdgan to tell her story of
her worst moment in teaching. | suddenly worrifeakking this question was too
personal, but knew that it was an important pagfloring our teacher identities. Her
face was serious and the side conversations dsheakughed uneasily.

“The day I'd like to forget the most was the dayald to speak to a police officer
because | was falsely accused. . .false allegatj@musknow that somebody would think
that we would ever try to hurt a child was probatie of the worst feelings in the
world.”

“Did you think about quitting that day?” | asked.

“I thought about a lot of things that day,” shelreg, “But quitting, no, because |
had six other students in that classroom whosenpaveere behind me 100% percent. |
sat in the principal’s office while she called eganent to let them know that there was a
situation, but that their children were okay. W&tard is that now, as a parent, is that |
understand. | would have pulled my kid right otitheere, but they didn’t.”

Beasley watched Jodie closely and nodded her head.

“Beasley, are there any moments you'd like to ft?9e asked.

“No, you know what, no, because | learned a lotualnayself. Even my last year

at my old school | was put through the ringer, stigated for abuse; it brought me to
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where | am now. Every morning, | came back fromi€mas break and | would cry the
whole way to school, fix my make up, and go to ethand as soon as | got back in the
car | would cry again. And not about my kids.lWays promised myself. . .you know
those teachers who are absolutely miserable.ill..h@ver be that teacher. |said ‘I'm
quitting. | don’t want to do this anymore. It'strfun and I'm not doing right by my

kids. And | said | don’t want to be that. | redu® do that to my kids. | refuse to be that
teacher. . .”

Heads started nodding. The women agreed.

“It's actually often paras that misconstrue sitoasi,” Beasley began, “There was
this para that | even let live with me, | got hgola, and then she does this to me. She
tells someone later on that admin bullied her saging something because they wanted
to get rid of me. And I said, ‘You could have jasked me to leave if you wanted to get
rid of me’. People can misconstrue things. | meace | had child who was as big as |
was and there was a table and the girl and therlfreysd he’s barreling at me. And |
put my hands out and he threw himself against thlé wAnd the assistant came out of
her room, not even mine, and said, ‘Oh my god, yashed him!” And | said do you see
that kid there? Do you see him? She’s goes ‘ydaaid she was behind me and the
table was behind her. And | didn’t want the kidthbut she saw what she saw.”

While trying to protect one child from another,ag@from another classroom
made a huge assumption of what was happening isl&gés classroom. In the process
of making sure her reputation was not ruined, slaézed that her administration wanted
her moved to another school. They had told hdrlteateaching style was too different

and she thought outside of the box. The root efpitoblem was not a specific situation,
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but personality differences. It no longer matteoedause for Beasley it was the day the
para accused her of pushing a child that would isténer mind.

“I had an aide when | first started teaching thgspally held down a child and
wouldn’t let the child go,” Jane said nodding ispense to Beasley’s story.

“And the child was screaming and scratching atamel she’s yelling at me telling
me that I’'m not taking control of their behaviorsdathat I'm not prepared and | don’t
know what I'm doing, all the while my whole classro is still in there. | end up getting
a phone call from the parent about abuse accusagioth the Para actually goes to the
principal and tells the principal that it's my faahd that | don’t have any control and |
had to have all these meetings about somethingrti@ara did. That honestly made me
rethink about if | was going to continue keep daingecause | felt like | put so much
work and so much effort and it was something | doiileven control. In hindsight |
would have just told her to back off, get away, bigit paralyzed and it was horrible to
see and | felt bad for the kids and | had to de#d the wrath after it.”

Maria asked, “Does it still bother you?”

“I'm always overly cautious about it and I'm alwaneally, really nervous when |
have a new para come into my classroom. It algas¢ me this sense of need for
control. Like any extreme behaviors, | have tgdiack and think if | am part of the
problem. But | don’t want the Paras to have tluaitiol because if they do the wrong
thing | am the one it will go to.”

Maria was luckier than most, she had never hachamylike this happen to her.
Her worst day of teaching involved her getting alsed and her nerves being out of

control, but the observation ending well.
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During this critical friends’ session, | found mfsgpending more time reflecting
on our worst days. | understood how the otherhieag felt. | remember the restless
nights lying awake in bed worrying about my studemily students had so few
communication skills that they became easily fatetf, mad, and aggressive, hands on
each other, hands on me. | was constantly worthetl someone had bumps or bruises |
hadn’t written a note home about. And becausetodests couldn’t talk or tell their
parents about their day | often wondered what tipairents thought of me as a teacher.
Thinking back, | would say that these feelings @frywwere very time consuming, that
my time spent outside of the classroom thinkingiabty students has hugely affected
who | am as a teacher and now who | am as a merEgen now, | worry about my
beginning ASD teachers’ worst days, | get phonéscatelling stories of them making
sure they have done the “right thing,” | find myflsedassuring them through their
worries.

Time for reflection. “What is it for you that is your release?” | askddvanted
to see how the others handle those bad dayserts ¢hsimilar thing we all do to try and
reflect, to get to the next day? This is one pifoey research questions | knew |
wanted to focus on because so many new teacheesdldvme that they don’t know how
to deal with the bad days, they don’t know what lp them to cope. New teachers
want to hear others experiences and thoughts aig laeieacher of children with autism
so they might be able to apply them to their ovimagions.

“Picture time!” Beasley responds. Photo jourrsgdpear and the chatter starts
again. They have all journaled pictures of whatesented their teacher identity, each

having included something that helped them to soipie the stress of the job. | did not
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tell any of the participants what to take pictusésr what to reflect on, but their photos
end up being very similar in topic. To my surpyisach had journaled something that
helped them through the work they do. Some optbrires were more straight-forward
and others more symbolic, but they each had anemswvhat helped them through the
bad days.

“That is my running shoes and my IPOD,” said BeaslSimply for the fact that
if I didn’t take my IPOD and run | would be compst lost sometimes and be a
complete witch in my classroom.” Beasley furtheplained that when she began
teaching, she had no outlet for stress or to gefriined off the classroom. It was not until
she found that she enjoyed running that she cautithgr days behind her and go for long

runs to clear her mind (See Figure 17).

Figure 17.Beasley’s running shoes and Ipod
“Yes!” Jane agreed, “I go run around the lakelmweekends. That's my time.

That's what | need.” Jane explained that the [aikure symbolized not only her need to

102



distress, but to have a place to go to and refl8also go to the gym every day. Some

days before school or some days after, but | goyaday” (See Figure 18).

Figure 18.The lake where Jane goes to run.

“Mine’s symbolic,” Jodie said. “It's not some pkl go, but my reminder to stop
and smell the roses. There have been many tinags$ lave had a crazy day or one that
was filled with behavior after behavior, or onenthseemed to go wrong after another
where if you don’t take a moment away from it gy can get lost in what you are really

a teacher for. We have to take little breaks” (Bigeire 19).
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Figure 19.Jodie says, “They’re not real roses, but you lgetidea.”

“Well mine is more practical,” Maria added. “Thsswhere | just sit and do all of
my lesson plans, on the couch in front of the iglen.” Maria said she needed the time
to reflect on the day and plan for the next by giing and having some time to relax.
Her couch is where she ended up doing all of hekwae well (See Figure 20).

Laughing, “How fitting! Kindergarten Cop,” one Igled.

Figure 20. Maria’s place to reflect and relax.
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“My own time to reflect and think about my dayseded to be about shutting my
brain down first,” | told the others. In orderdo that, | needed to read something that
was not about kids or autism or any teaching prasti A book or my nook went

everywhere with me as a teacher and still doesnasraor (See Figure 21).
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Figure 21.My own way to relax and reflect.

The Teachers They Have Become

One common theme among the participants was hewltad grown as teachers.
In the first few years of teaching they needed laglg support from anyone willing to
offer it. They looked for leaders in the schoolrothe community of teachers of children
with autism to help them become comfortable infiblel. They felt overwhelmed by the
students, the paperwork, and the responsibilitiémeimg teachers. For all of the
participants, they had recently found themselveabeneadership roles and as the
teachers that others turn to for help.

“The longer | have been teaching, the more | fshrited from learning how to do

things and going to other teachers to being past@mmunity of teaching other people.
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It's the shift in starting to be a trainer vers@sny the one at every single training,” said
Jane.

“I will see teachers in trainings and introducesely as the trainer and they
become excited; they know who | am,” Beasley.

“A new ASD teacher was so excited to work with amel have my former
students because apparently | know what to dottthgen ready for her class. And she
teaches the older kids, but she was excited tegtdb to me first because | know what to
do to get them ready for her,” said Jodie.

All of the teachers had begun working on advardsgtees throughout their time
as teachers, either on their autism endorsemenrt their master’s degrees. One said
that in the beginning she started because we ndbdsd endorsements to go on as ASD
teachers, but that she went to get her masterieddigcause she saw herself beginning
to apply what she was learning in the program molwen classroom. There was a shift in
her identity formation when she realized that slas wow more comfortable as a teacher
andcouldapply what she was learning versus being so ovéméteas new teacher that
what she had learned in her bachelors programatisvark in her room.

“I definitely think I've learned a lot in the sevegears. Getting my master’s, I'm
more aware of what the difficulties with kids waltism are and their learning styles
since | got started,” said Maria.

When going through her bucket Beasley showed &ndid her university. “I'm
getting my master’s in autism and it's very mudrtg to take over my life and I'm

starting to put things in place in my classroom.”
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| could relate to all of the participants’ shiftdm teacher to leader within the
school district. In my beginning years of teachimgver expected to become a leader
within the district. | attended trainings to fihisny certification in special education, but
did not expect be the person that would one dgy Wwele trainings and then present
them to new teachers in the field of autism. Thhmut the process of working towards
my master’s and doctoral degrees, | found myseteraware of the strategies | was
using in my classroom and how | could help othgrshmring what | was doing. It was
not until recently that | realized | have made #éft from a learner to a leader.

Socialization. All of the participants discussed the need for &laing with
others in their field. A common theme | discoveagdong them early on in the study,
but that they did not see in themselves until the & the study, was that they all referred
to teachers of children with autism as “us” and ather professional working with their
students as “them.” | had noticed similar commdytshe beginning teachers that | had
worked with, but realized that this was common ssithis field of teachers who felt like
they did a different job than their colleagues.e Participants also displayed a level of
defensiveness about their positions in regardgptaaing that teachers of children with
autism have different experiences than their peers.

“I think a lot of it is that we seek other peoplaavdo what we do because other
people don’t understand it. They don’t typicallyderstand what a day is like for us. So
to get to see other people who know, it's excitirexplained Jane.

“And when you’'re sitting there and you say ‘hermi, but it's okay’ and they

don’t agree, you know it is because they don’t ustdad,” added Beasley.
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During the second critical friends’ session, wedalked about a time or situation
where something had happened that seemed ordmasy but that other teachers could
not understand. One participant said that whemstlles into the teacher’s lounge
sweaty and disheveled, the other teachers loo&rantpity, but it is her who pities them
because they had not just experienced a break thoogent with a child like she did.
She went on to say that other teachers did notrstatel the amount of work or
dedication and commitment that goes into teachimygopulation of students. The other
participants agreed that they felt like they putreniome, commitment, and effort into
teaching than their colleagues.

Commitment. Throughout the process of asking the participanuatheir
experiences, the theme of commitment was very gtr&ach participant, including
myself, felt a heightened level of commitment besgathey felt as those the students
needed someone who was willing to advocate for thedhsupport them even when
others would not. Even in the participants’ dgstasns of some of their most difficult
experiences, they would emphasize that they wédreanmitted to helping the students
and working through rough days. At some pointmyithe group sessions, each teacher
described that they felt their level of commitmantvorking with students with autism
was part of their teacher identity. When reexangmny research questions, the theme of
commitment related to my third research questi@ugong on the characteristics of
teachers of students with autism.

“I had a student who was extremely aggressive farsyand the first day of my
first year of teaching intermediate ASD, | had ggbe entire summer making visual

schedules, giving him a break area, all of thdf,samd he had some adjustment issues at
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the beginning, but over time he went from beind #ggressive student that nobody
could handle and being sent to a center, to banegod the shining stars. | had him for 2
years and when he moved on to middle school hehtgasent me an email saying that he
was his favorite,” it was moments like those thgpptklane committed to the job.

“At my first school we had a program called Bigefids, which was wheré"s
graders came in and worked with my kids as ment@rse of my kids gave a speech at
the 8" grade graduation and they all got certificates @amel of my ¥ graders actually
spoke on the microphone to all of the parents hadt graders. He spoke about what
the Big Friends were and it was like a thank yoeesih. He read it like a book,” recalls
Jodie proudly. Jodie spoke about striving to Hamestudents interact with one another
and with other members of their school community Baw important it was to their
development (See Figure 22).

“It's once they finally grasp something, it’s lilee ‘aha’. I'm in tears half the
time. One of the kids who | had last year literalht down at the breakfast table this year
and said hi to everyone and used their name angtbiugg and | was bawling because he
couldn’t do that last year or any year prior anitk up until & grade for him to be able
to interact like that,” Maria explained why doingrhjob was worth it.

“The kids have made me stay. Watching them,ithe inoments, the little things
when they get it, watching them do something thay thaven’'t done before, and getting
the phone calls from parents you. | will nevegftra phone call from a parent and she
was in tears.” She had told Beasley that her sahifiteracted and participated in an
activity with his cousins for the first time ovéret holiday break. “Those moments.

Those moments when my kids look at me and theyaga’; or watching them struggle
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with something and then get it. That to me is amAzing. Seeing my kids move
forward...it may seem miniscule, but it's those muoie moments that keep me going.

That’s kept me going for 10 years.”

Figure 22. Two of Jodie’s students. “This is a natural momen
between these students. This is what | strivénfony classroom.”

My own level of commitment for working with studemith autism has increased
with my experiences of being an educator. Pridoéooming a mentor, | was certain
that | would never want to leave the classroomrsgttHowever, after learning about a
position where | could work with beginning teachef€hildren with autism and teach
them strategies of how to be successful with thyilation of students, | realized that my
perceptions had changed. | understood that eveagh | would be leaving the
classroom, my level of commitment in working witllents with autism could still be
just as strong. Throughout the group sessiond) Betasley and Jodie stated that they
would never want to leave the classroom, which nmaeleéeevaluate my own level of
commitment to these students. At times throughewtudy, | worried that the

participants may have seen me as less committexlbeavhile | was a teacher of

110



children with autism, | now hold a different positi | found that this altered my own
teacher identity because | had to become more @emifiin the role | am currently in and
how it is portrayed by others.

Keep calm and weather the storms.Jane’s self-portrait reflection described it
all. In a few short paragraphs, she was ablerto o who she is as a teacher; her teacher
identity, her purpose for being.

“As a teacher | strive to make the impossible gaesil push my students to aim
for the stars, and | expect nothing less than thest. | believe that as a teacher of
children with autism | must be resourceful, flegiband organized. | also feel that must
continuously work to give my students the tools amatles to access and conquer their
world. | work hard to make sure my students haveiee, are aware of their community,
and are equipped to be productive members of socidbve to use technology and
music in my classroom. | find it most engagingroyself and my students. | also seek
to be comfortable and to make my students comflataben if that means getting rid of
chairs and using exercise balls to sit on. loryemember that as I did not come from a
perfect background and faced many challenges, utests are no different and they
must be loved and supported to achieve their goaihiough my schedule workloads,
and classroom can be CRAZY | feel it is importankéep calm and weather the storms.”

Our kids aren’t broken. “I brought band-aids,” Beasley told us, “not just
because we use them, but to symbolize how peoplewekids. Everybody thinks our
kids are broken, but our kids aren’t broken. Theykids who are not broken and who |

adore and show me every day just how awesome tieey a
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The participants all agreed that their strong lhéhiat the students were capable
to be successful was essential to their identitgeeachers of children with autism.
When Beasley brought out her band-aids and gavexXpanation, the other participants
mirrored her opinion. It was the similarities Iretr teacher identities and in the
experiences and transitions they have encountbredghout their careers that helped to
create the narratives of who they were as teadiaisildren with autism. At the end of
the study, all of the participants agreed that e/thley were able to better reflect on their
own experiences and practices and may have groweaekers as part of this study, their
focus still remained the same, on “their kids.”

Summary of Our Stories

Throughout this chapter, | have presented theestai four teachers of
children with autism as well as shared my own stothrough the use of
autoethnography. In doing so, | have discussedthewparticipants’ experiences
affected their teacher identity formation, how tears’ identity formation evolved in
relation to their teaching and educational expeesnand that there are characteristics
and experiences that distinguish teachers of @mnlavith autism from their peers. Each
section throughout this chapter represented a tluertapic found within the study.
Following their initial introductions, the parti@pts’ narratives were intertwined within
the themes. Throughout the chapter, images gbahgcipants’ artifacts were displayed
to support in telling their stories. The particips stories were collected through
interviews, critical friends’ sessions, and artifae-a teacher self-portrait,baicket load
of experiencesand a photo journal. Each piece played a keyirotlescribing the

participants’ teacher identity formation.
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Through the use of narrative inquiry and autoethapigy, | was able to illustrate
the experiences that most stood out to the paatntgoin regards to their definitions of
teacher identity formation. | began by introduceagh of the participants in order to
better help you understand their perspectives tirout the narratives. The participants’
shared their journeys to becoming teachers, higtitig their major influence in working
with students with autism, which led to their carel®oices. Participants then discussed
their first day in the classroom and how their pptons had changed since their first
few years. | go on to write about what qualities garticipants thought helped to create a
good teacher and discussed their common symbaésaoher identity among teachers of
children with autism. These symbols included fbdikly, schedules, and support. The
participants and | reflected on our worst daysathing and how reflection supported us
when we needed to take time to ourselves. Thatnaes and autoethnography
concluded with describing the teachers we had becomluding how socialization with
colleagues, commitment, and perseverance all wpegtaf our teacher identity

formation and evolution.
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CHAPTER 5: DISCUSSION
Utilizing a qualitative research design featumagrative inquiry,

autoethnography, and self-study, | examined thehiraidentity formation of four
teachers of children with autism. Through a coraban of interactive individual
interviews and three critical friends’ sessionstipgants discussed their experiences,
stories, and influences with regards to the foramaéind evolution of their teacher
identity. | also utilized autoethnography through use of memo, audio journaling, and
my participation as a participant in this studyartiRipants created artifacts representing
themselves and their experiences as teachersldfamwith autism. These artifacts
included a teacher self-portraitbacket load of experiencesnd photo journaling.
Throughout this study, my goal was to answer ttleviong research questions:

a) With regard to the formation of teacher identityrat are the experiences

of teachers of students with autism?

b) How does the identity of teachers of studentls autism change or

evolve in relation to teaching and educationalesgigmces?

C) What characteristics and experiences distingaiispecial education

teacher, specifically a teacher of students witinsen?

The findings of this study, which include narray autoethnographic pieces, and
visual artifacts illustrate that the participartesacher identity formation has been an

evolving process based on their teaching and ednehtexperiences with children with
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autism. Additionally, the findings suggest thatdieers of children with autism have
specific characteristics and experiences thatdyatsh them from their colleagues. The
information presented in this study aligns with touerent literature on teacher identity
formation and supports the need for more researdkachers of students with autism.
Where Do We Go From Here?

| recently observed a first-year teacher workintipwer class of students with
autism. The children were up and down from theats, one rolling on the floor, another
watching a thin band of threads wave back and forthe air; completely oblivious to
everything around him. The teacher and her aide @epping with sweat, each holding
a student’s hand while calling to another.

It's been a rough day,” she quickly said as sherehtwo students by my chair.

“l get it,” | responded.

“Do you?” she asked, looking at me like no one dauer understand the
position she is in.

“I truly do get it,” I replied as | helped her ger students seated and talked
softly to one as she got the others back on task.

The lesson went on with little chaos and the teaslowly regained a sense of
order in the room. While still harried and tryitmgmulti-task between teaching and
behavior management, she was able to completesten. At the end of the observation
| thanked her and began to leave the room, sayndlgye to each student on the way.
As | made it to the door | heard the teacher quiedly to her aide, “I think she does get

it.”
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Moments like these make me realize the importandtieis field of research.
There are teachers of children with autism everyaneoth new and old who feel as
though no one understands the unique positiortilegthold. Jane truly stated it best
when she said, “I feel like | have to be everythingvery one of my students—I have to
be their friend, | have to teach them to commuseichhave to teach them toileting skills,
| have to teach them to hold a fork, but at theeséime | have to teach them how to add
and subtract and read. . .we're everything forkods. . .And there’s no other child that |
have ever worked with, with or without autism theg like the kids in my class. Kids
with autism are definitely unique- and not all bém are the same, in one class you have
the whole spectrum.”
The Need for Self-Study Research in Education

Self-study research plays an important and inangbsrecognized role in the
promotion of teacher education and well as in teeheflection of their work (Freese,
2005; Hoban & Brickell, 2006; Loughran, 2005; Loug, Berry, & Tudball, 2005;
Zeichner, 1999). Through self-study, teachersgeize the importance of the work they
do and how it applies to their own classrooms &edstudents they are teaching.
Loughran (2005) argues that by focusing on teatpersonal practice and their
experiences, educators might be able to betterrstaohel the complexities of teaching
and learning, which can be addressed with pre-seteachers. Teachers are constantly
adapting their practices and strategies to respmtite needs of their students, therefore
Loughran suggests it is only natural to have themodk at their practices through self-
study. In this study, the participants constargfgrred the needs of “their kids” and

discussed their need to change and adapt daily lmastheir students. Through the self-
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studies of each participant, | discovered powarfidrmation about the teachers learning,
teaching practices, and identity formation.
The self-study portion of my study brought me bckny initial research questions:

a) With regard to the formation of teacher identiyrat are the experiences

of teachers of students with autism?

b) How does the identity of teachers of studentls autism change or

evolve in relation to teaching and educationalesgigmces?

C) What characteristics and experiences distingaiispecial education

teacher, specifically a teacher of students witisen?

| was able explore answers to these questionsdhrthe participants’ narratives,
artifacts, and their stories of how their prior ekpnces, influences, and characteristics
of themselves as teachers shaped and transformedethcher identity throughout their
careers.

With regard to my first research question, theipgnts’ stories of their
experiences as a teacher of autism were seen tiwatthe reflections that connected to
the self-study artifacts. During the individualarviews, Maria was more reserved than
the other participants; however when describingangure during the third critical
friends’ sessions, she began to describe how shieswath her students and how
experiences that she has had in her classroont affext kind of lessons she teaches.
When Maria began teaching, there was a lack ofirekebased curriculum to use with
her students, which forced her into creating lessmnher own that would teach and
engage her students. In her current classroomahall incorporates functional and

independent learning skills with her students #at has found successful in the past.
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The Importance of Critical Friends

The critical friends’ sessions quickly began takbewn to our group of five as
our “chat fests.” Recorders had to be turned osoas as the women started arriving
because their tales of the day were on the tiplsesf tongues. The reflection prompts
and artifact questions helped the participants$dbeir thoughts; they answered their
guestions with ease, incorporating stories of naisgdl items, screaming kids, bumps and
bruises, and major successes along the way. \Waaritical friends’ sessions actually
did was to allow our group to be part of a commuoitwomen who all shared the same
experiences and culture that few others do. Mosiemd the first critical friends’
session | saw the link to socialization as pateather identity formation. The need for
socialization among the participants was appasx@n noted by one participant that it
was nice to have conversations with others who rstoled their situations.
One theory linked to teacher identity formatiomhs idea that socialization is central to
identity formation. This theory is relevant in dabing teacher identity formation
because the focus is geared towards the sociattaspieeaching rather than viewing it
as a solitary pursuit (Smagorinsky, Cook, Mooreksan, & Fry, 2004). While both
general and special education teachers are likdhgtindependent in the school setting,
for example working in their own classroom and piag lessons individually, there is
also a sense of socialization and grouping amaaghiss.

The teachers began thinking about their own expeegin a different way after
hearing the others talk, their identity shiftingeavas we were discussing what teacher
identity was. One example of this occurred intthigd critical friends’ session as the

group reflected on their photo journals. Jodie tegubatedly stated that she did not feel
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like her teacher identity formation had changedulghout her seven years of teaching
even though her stories illustrated a shift. Wietalling the group about her worse day
of teaching, | asked her again if she felt likettjug that day or if that experience had
changed her as a teacher. She described thathioeight process” had changed and that
the experience was a “turning point” in her care&iter hearing the other participants
discuss their own stories, Jodie realized thaekperience played a large role than she
had realized.

“| take more of a lead role now because | see h@an go wrong quickly and
I've seen, you know, at my new school I'm more ¢éader type on my team,” Jodie
stated.

As previously discussed, the interactive aspesboializing with others
influenced and shifted the teachers’ perspectivésaching and how they viewed
themselves as teachers and professionals (Asskihm@s & Day, 2006; Ronfeldt &
Grossman, 2008). Similar to the work of Luttr@D(Q3), the participants in this study
were asked to create self-portraits and artworkchvhllowed the teachers a form of self-
expression they often asked of their studentsrdrety participated in themselves. It was
in the creation of the self-portraits and the wgtof their reflections, that some of the
most in-depth reflective conversations occurretke ILuttrell’s study with teenage girls,
the participants in my study gave more details ablemselves and gave more in-depth
stories in the group sessions. The group conversabased around their artwork led to
rich conversations among the participants thatared the topics in the interviews.

During the critical friends’ sessions, one topiattbonsistently came up was the

participants’ perceptions about teaching childrétautism and how they had evolved

119



over the time in their classrooms. All of the papants agreed that being able to talk
with other individuals who had experienced simdawations to theirs made it easier to
talk about their perceptions of teaching. For eglamin the individual interviews all of
the participants discussed that teaching was neasg as they thought it would be and
that it did not get easier as they became morereqmed. During the second critical
friends’ session, the participants spent severautas exploring the concept of their
changing perceptions and found that they had siitida directly related to teaching
children with autism. They agreed that even thaihgly serviced some of the same
students for several years, those students couweryedifficult to connect with or see
progress with because of difficulties with sevendngors or limited success with several
different strategies. This could be very frustrgtbecause the teachers were sure they
would make large amounts of progress with all efrtstudents right away and this was
not the case. Being able to discuss this withrethBowed the teachers to discuss the
similarities in their feelings and thoughts.

Another theme that emerged throughout the crifriaihds’ sessions was the high
level of commitment of all of the participants. g the individual interviews, all of the
participants talked extensively about their studebtit briefly about the specific of being
committed to being in the field. The high degréeammmitment for all of the teachers
was a focus several times during the critical liErsessions, especially when the group
would discuss difficult situations or behaviors dhdt they were still committed to
helping the students even when feeling discouradradticipants also explored their

level of commitment in regards to the amount ofetitihey spent preparing for teaching,

120



creating resources, communicating with familiesl ampporting students to become a
functional part of society.
The Power of “Art’ifacts

Throughout this study, the creation and reflecobartifacts was vital to forming
narratives about each of the participants. Asudised in the importance of the critical
friends’ sessions, the collaborative work and diseans among the participants were key
to revealing crucial moments of transformationagle participant’s teacher identity.
While the artifacts were imperative to learning smabout the participants, it was their
reflections related to the artifacts that told téal stories. In some cases, participants
would see other’s artifacts and realize they hédlet something important to
themselves, editing and adapting their artifadidtier tell their story. One participant
left her classroom aide out of her self-portrait; quickly added her in after reflecting on
the fact that she could not run an efficient clagsr without the support of her
paraprofessional. It was important for her to gokoto her self-portrait and discuss the
need for support in the classroom and its effedt@mteacher identity. Visual... is not
about an image or object in of itself, but morea®@ned with the perception and the
meanings attributed to them,” Prosser (2011).him $tudy, it was the perceptions and
meanings surrounding the images that were impottatiite participants telling their
stories accurately and meaningfully.

The use of art work within research allowed thdipigants the ability to reflect,
describe situations or experiences, and evokediensotwhich figures, facts, and
statistics rarely do. The audience is able totiflethe stories told within art through the

lives and characters which are represented, Pr(&8&t). Art allows both the
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researcher and the reader to imagine what it nfagHike to live in the shoes of the
participant and in this study, what other teaclo¢ichildren with autism are feeling or
experiencing. This was integral to this study lseathe participants, while having
different stories and experiences, had similarine$eir identity formation that will be
useful to share with others.
Autoethnography and Narrative Inquiry

| found myself nervous at first to interject mymwtories into the mix. These
women were talking about a field | am passionataiglihey were discussing the same
kids I love to work with, but | did not want ledakir stories in one direction or another
with my own. | quickly realized that in order fory own story to be told and to find
some semblance of answer to my research questebitsg my story was just as
important as them telling theirs. “Merely listegjmecording, and fostering participant
stories, while ignoring the researcher’s is botpassible and unsatisfying,” state
Webster and Mertova (2007). When researcherghih own stories, the stories of the
participants unite with them to form an entire nenllaborative narrative. When new
narratives are formed, new paths for research addds for the gaps in literature begin
to emerge. It was my stories that helped to britigegap between the narratives of the
other participants and also helped to make cormmesto research questions | was
asking. My experience of being a teacher of children witkisan for several years is
what began this process of creating the studymyrown experience, | had seen other
teachers who were in similar situations and wardesday to explore their issues,

problem solve, and communicate with others abait tareers. My own thoughts and
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stories lead me to creating the specific reseanabstjons in this study and helped me to
make connections between the participants’ narestiv

| realized that as the participants had more oppdres over the months to share
their stories and their artifacts with one anotlieey each became more reflective. At
the beginning of the individual interviews and lre tast critical friends’ session, | posed
the question, “What defines you as a teacher?” pEngcipants’ answers changed
throughout the process because they had becomereifil@eive as teachers themselves.
Maria, for instance, described herself at the b@goof her interview as “organized and
stern”; however throughout the study she beganvi® gore details as to what really
described her personally and professionally, “cottedj strong willed, persistent,
patient.” At the beginning of the study, Jodigestisthat she was “no different now than
when | first began teaching”; however through thesaton of her artifacts and her
reflections of her artifacts, it was apparent 8ta is a different person. Even in her
description of her personal life, Jodie descrilyeat having a small child at home has
affected how she empathizes with her studentshatodc Jodie’s stories indicated that
her teacher identity was not only affected and gkdrn relation to teaching and
educational experiences, but also to changes inutside life. “..Storytelling is a
natural and common form of human communication,thatistorytelling is used to
communicate those elements of experience that dgvefound impact on an
individual,” (Webster and Mertova, 2007).

“My identity as a teacher identity has transfornbedause of this process. This
was supposed to just be research, but | am a elifféeacher coming out of this than |

was going in,” one participant stated.
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“My story is getting told the way | want to tel|"isaid another. There were
stories that were always meant to be told, but ngnesaudience in which to share. This
study gave the participants the opportunity to sheir stories with others who
understood their experiences.

Recommendations for Future Research

Future research should be continued in the fielg@ather identity formation of
special education teachers, specifically thosehdflien with autism. Focusing on
teachers at different levels in the field suchexoadary teachers or pre-kindergarten
teachers and focusing on teachers at differentgairtheir careers may help to broaden
the perspectives on teacher identity formationdifddnally, presenting the current
research and narratives to beginning teachersiloireh with autism and to pre-service
teachers would be beneficial in helping them to@epconnections to stories and
identify what teaching may realistically be like.

Furthermore, future research should also focutemuse of narrative inquiry and
autoethnography for use with teachers. One ppatitistated, “Sharing stories of
teachers are more realistic than expecting tea¢béosk through quantitative data. |
want to know what others have been through, nat tla¢a. | already have enough
research and enough people looking at the dateeiclassroom. | want to know if other
teachers have had the same experiences | haheyitan offer advice when | come
upon difficult situations.” Webster and Mertov®(Z) state that it is the stories we hear
or read about and the learning context we are gxtos that are normally intended to
help us learn. Stories with a focus directly oa $hubject matter or about the strengths

and shortcomings of teaching are those we canrlyettge to and learn from. The
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authors say that narratives about teaching anditeacan be used as valuable
educational research tools.

Research based on how self-study helps currertteéesn special education
reflect on their teaching practices and their si@nal self and growth as a teacher
would be beneficial to the field as well (Freed@)2). As noted in previous research
explored in this study, self-studies have the gbib help teachers take ownership of
their work as well as their theories on teachirecpces and teaching children with
disabilities. In a field where many research-bgsedtices may not work with specific
children, learning from other teachers’ practiced theories may help a beginning or
struggling teacher. Furthermore, veteran teaaterdenefit from hearing their
colleagues stories to support them in focusingpatisic pedagogical practices and
theories they may already be applying in theirsriasms or ways they can improve their
practice based on others positive or negative épezs. Hoban and Brickell (2006)
also discuss the idea of teachers’ level of traabiéty, thinking about moving their
ideas on teaching from a one dimensional point@f\to a multi-dimensional point of
view. Through the use of self-study teachers waadble to think about and reflect on
their teaching practices, content, behaviors, éaadsards, for example, as pieces of
multi-dimensional way of teaching instead of ordgking at teaching as one-
dimensional, a piece at a time. This would be beiaéin research on teachers of
children with autism because the idea of a welledlgyed classroom and a reflective
teacher supports student learning, especially waking with difficult populations of

students.
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Recommendations for Future Application

Teacher learning communities are necessary totbaffhers in similar fields with
their professional growth. Similar to professiolearning communities, these
communities would not only allow teachers to foonghe data and accountability
measures relating to the classroom, but also testaries and problem solve based on
shared experiences and an understanding of thergtuthey are working with. The
socialization between the participants in this gtisda prime example of how effective a
teacher learning community can be. Several titnegighout the study, a participant
would share an idea or strategy they had useceint¢tassroom and another would want
more information to apply with their own studen&pecifically, the photo journals
allowed the participants to “see” each other’ssiiasms and work spaces as well as see
products of student work and share ideas relatéeésobpractice. Currently, a website
loosely resembling the idea of a teacher learnargraunity exists for teachers of
children with autism in our district, however bettacilitation of this site and a push for
teachers to share would be beneficial.

Among the group of participants, we also recognibed creating a time for
social groups and socialization among teachersitifren with autism would be
beneficial. It was agreed that this would be gitanned by teachers to happen outside
of the school setting. Participants recognizeess\other veteran teachers who would
benefit from this experience to share ideas andiblystake part in “make and take”
activities based on ideas learned through diffetegathers’ stories of their classroom

experiences.
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Creating a district-based teacher buddy prograsih&oe stories with beginning
teachers may help with the disillusionment phaseeoted to the first few years of
teaching (Moir, 2011). Allowing veteran teachershare stories, offer encouragement,
and help new teachers make connections to theirexpariences may motivate
beginning teachers of children with autism to stethe field. Furthermore, these
relationships may also help teachers in difficalsiions to have decreased feelings of
isolation and lack of support as suggested in dggriming of this study.

Summary

Through the process of studying these four teaabferkildren with autism, |
have gained a better insight on my own teachingtjpes as a mentor for new teachers
and as an educator of pre-service teachers. Wislevident that teaching research-
based practices is imperative, this research hased me to see that it is just as
important to share stories and experiences of exashho may have had similar
experiences.

Furthermore, | have seen a shift in my thoughtthertypes of research methods |
used in this study. While narrative inquiry andocsthnography were appealing to me at
the beginning of this process because | likeddea of the “storytelling method,” | have
realized that these methods are particularly usefdiscovering information about the
field of teaching and in sharing the data on teaglpractices. Combining narrative
inquiry, autoethnography, and self-study have hetpecreate the “rich, thick, and in-
depth” narratives | was striving for throughoutstprocess.

This study was initially created to look at thedlear identity formation among

four teachers of children with autism. Much like participants, | found that this
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process made me look at my teaching practices gnoverall experiences with a more
critical lens. In listening to others stories,ouind myself reflecting on experiences and
influences that | did not realize were even panngfown teacher identity. Over the past
year that | have spent creating this study, reangifparticipants, carrying out the study,
and now writing the narratives, | have found mysefliecting on my own time in the
classroom, my teaching practices, and most impdistany experiences with my students.
Some stories and memories come to me quickly, reaergrg moments of excitement like
a student’s first word at age eight, moments opdesvhen | thought | would not get
through another day, and moments where teachingjdst right.”

Having the opportunity to form bonds with the otparticipants and to share the
stories that | have felt were such an importantt pdmy teacher identity has been helped
to shift some of my beliefs and transform my teaiclemtity even more. In the past few
months, | have found myself listening closer tamantees when they are need to tell the
stories of what happened in their classrooms, |gam@ their development to my own
when | first started teaching, and | have heard elfysay multiple times that we have all
been there and that | can understand what theygareg through. | believe that | was
able to answer my research questions and thatewthiferent readers will have different
perspectives which will affect how they interpret harratives, the stories of teachers of

children with autism and the evolution of theirdhar identities is evident.
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Appendix A: Structure of Study

Phase 1 of Study

1. My experiences of several years of being a tedobgins this process..
a. | saw other ASD teachers having similar experiences

2. |learned that there is a way to “talk” about aearch this information using
narrative inquiry.

a. | have a story; others have stories that need toltde
3. | began my own autoethnography of how | becamacehier.
a. My research questions begin to form.

4. | began a literature review to see if my reseangstjons have a “place” in the
current research.

a. They do!

5. I'work on my method and realize that it will bearbination of autoethnograph
and narrative inquiry that will best answer my sgsh questions.

a. |learn about self-study and this method fits pafjeinto my research.

Phase 2 of Study

6. | start the process of narrowing down how | wilbolse participants. This
becomes finalized shortly after.

a. | recruitment participants.

7. From the research on Teacher Identity FormationisAuSpectrum Disorders,
and the methodologies | created an interactivevrge guide and interviewed
each participant individually.

b. Some interviews took me places | did not expeds,ithaddressed in the
presentation.
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c. Allinterviews were transcribed by me and an owdgrdnscriber for
reliability as well as by the Max QDA software pram.

d. Member checks were completed.

Phase 3 of Study

8. The T' Critical Friends’ Session took plac&/artifact was created

a. We met, discussed the protocol for critical frierekssions, and created
the artifact (self-portraits as teachers).

b. Participants answered reflective questions; digonss teacher identity
was focused around artifact.

c. Participants were informed of%ritical friend’s session and artifact to
create.

d. Itranscribed the group session.

e. Member checks were completed.

Phase 4 of Study (2 weeks between sessions)

9. 2" Critical Friend’s Session/artifact was presented

a. We met, discussed the protocol for critical frierskssions, and presented
bucket loads of experience.

b. Participants answered reflective questions abocitdts; discussion of
teacher identity was focused around artifact.

c. Participants were informed of*ritical friend’s session and artifact to
create.

d. I transcribed the group session.

e. Member checks were completed.

Phase 5 of Study (2 weeks between sessions)

10.3" Critical Friends’ Session/%artifact was presented

a. We met, discussed the protocol for critical friergkssions, and presented
photo journaling.

b. Participants answered reflective questions abootgsh discussion of
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teacher identity was focused around artifact.
c. |transcribed the group session.

d. Member checks were completed.

Phase 6 of Study

11.1 uploaded all of the multimedia, pictures of atifs, and transcriptions into Max

QDA.
a. Began the coding process. This will be detailethepresentation.

b. Coded all of the information. The software allowed to see what was
coded.

Phase 7 of Study

12.1 created the narratives beginning with the largges. Ex: 1 day of school,
support, commitment.

a. Narratives began with introduction of participants.

b. Specific artifacts and the reflection of thosefadis as well as interviews
informed the stories.

c. Directly used analysis data to write the stories.

d. Autoethnography was incorporated into the finatlgtun the same
manner.

e. When narratives were based around picture, theng€twere inserted
within the text.

f. Member checks were completed.

13.As | was writing chapter four | could see whereptkafive was already being
created with the texts, codes, and in my group@essnemos. | realized that w
had been discussing what teachers need, what cesaarld be done, and whers
to go within our group sessions. These informedamiing for chapter five.

U
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Appendix B: Recruitment of Participants

USE

UNIVERSITY OF
SOUTH FLORIDA

Recruitment of Participants: Becoming a Teacher in Multiple Voices: An
Exploration of Teacher Identity Formation among Teahers of Students with
Autism Spectrum Disorder

IRB Study # Pro00008359

My name is Beth Wilt, a doctoral candidate from Brepartment of Special
Education at the University of South Florida. Iwalike to invite you to participate in
my research study to learn more about the teadeetification formation of ASD
teachers. You may participate if you are self-aoréd ASD teacher in an elementary
school setting with 5 or more years of experienekease do not participate if you are a
teacher with less than 5 years of experience, @reran elementary school setting, or do
not teach ASD.

Purpose of the study

You are being asked to be part of this study bexgaa are a teacher of children with
autism with five or more years of experience ireli-eontained ASD classroom at the
elementary level.

The purpose of this study is to:

e Examine teacher identity among four teachers at different points in their professional
careers and to explore the characteristics and experiences that define them as teachers.

e Determine similarities and differences that exist in the formation of teacher identity in
these four teachers of children with autism that are each at different points in their
careers as well as explore their perspectives, influences, and experiences of how they
became teachers through their multiple voices.

e This study is being completed in partial fulfillment of a degree of doctor of philosophy
and is being completed by a student.

As a participant, you will be asked to:
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e Participate in one 90 minute semi-structured irdieva interview using an
interview protocol created by me.

e Participate in three critical friends’ sessiongtekasting approximately 2 hours.
These sessions will take place every two weeks patticipants collecting
artifacts in between sessions. The critical friesdssions will consist of creating
and reflecting on three different small projecistthelp to describe their teaching
experiences. Participants will be given detailddnmation and materials for their
creations at each critical friends’ session.

e Overall, participants will give approximately 6 vkseo this study. If critical
friends’ sessions take longer than anticipated@articipants need more time to
reflect, it will be decided as a group of how togeed.

¢ Audiotaping will take place for interviews and oitical friends’ sessions for
transcription purposes. Photos will be taken tfaats created by the

participants.

This research is considered to be minimal riskatTheans that the risks associated with
this study are the same as what you face every @iagre are no known additional risks
to those who take part in this study. You willea@ no payment or other compensation
for taking part in this study. There will be nadétbnal costs to you as a result of being
in this study.

If you would like to participate in this researd¢hdy, please email me at the following
email addressnary.wilt@sdhdk12.fl.us.

Do you have any questions now? If you have questiater, please contact me at
mary.wilt@sdhdk12.fl.us or you may contact my advisor, Dr. Anradston Gingras, at
813-974-1387.
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Appendix C: Informed Consent to Participate in Resarch

USE

UNIVERSITY OF
SOUTH FLORIDA

Informed Consent to Participate in Research

Information to Consider Before Taking Part in this Research Study
IRB Study # Pro00008359

You are being asked to take part in a researcly sResearch studies include only people
who choose to take part. This document is calleshfmnmed consent form. Please read
this information carefully and take your time makiyour decision. Ask the researcher or
study staff to discuss this consent form with yalease ask him/her to explain any words
or information you do not clearly understand. Tiaéure of the study, risks,
inconveniences, discomforts, and other importaiarimation about the study are listed
below.

We are asking you to take part in a research statlgd:

Becoming a Teacher in Multiple Voices: An Exploraton of Teacher Identity

Formation among Teachers of Students with Autism Sgctrum Disorder

The person who is in charge of this research stu@gth Wilt. This person is called the
Principal InvestigatorHowever, other research staff may be involved amdact on
behalf of the person in chardghe is being guided in this research by Ann Cramsto
Gingras, PhD.

The research will be conducted at a neutral lonagiech as a public library, which will
be determined by the participants and the researche

Purpose of the study

You are being asked to be part of this study bexgaa are a teacher of children with
autism with five or more years of experience ireli-sontained ASD classroom at the
elementary level.

The purpose of this study is to:

¢ Examine teacher identity among four teachers &raifit points in their professional
careers and to explore the characteristics andiiexpes that define them as teachers.
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Determine similarities and differences that existhie formation of teacher identity in
these four teachers of children with autism thatesrch at different points in their careers
as well as explore their perspectives, influenaad, experiences of how they became
teachers through their multiple voices.

This study is being completed in partial fulfillmesf a degree of doctor of philosophy
and is being completed by a student.

Study Procedures
If you take part in this study, you will be asked t

Participate in a semi-structured interactive in@musing an interview protocol
created by me and through critical friends’ sessidmteractive interviews will be
conducted using audio recording for transcriptiarppses.

Upon completion of all of the interactive intervigvall participants will meet for
the first critical friends’ session at a neutraidtion for all of the participants such
as a local library group room. During this sessjmarticipants will be given the
protocol for critical friends’ sessions and willmaplete the self-portrait activity.
Upon completion of the activity, participants wake part in individual and
group reflection. At the end of the first critidalends’ session, participants will
be given the materials they need to complete theityc a Bucket load of
Experiences, for the second critical friends’ sasswhich will take place two
weeks later.

The second critical friends’ session will focustba participants reflecting on
their buckets that they created to better explagir experiences as teachers of
children with autism. Giving the participants tweeks is sufficient for
participants to gather their materials for the reedsion and maintain a focus of
what they are being asked to do.

After the participants reflect on their bucket®yttwill be given the materials to
work on their photo journaling activity. After tiag photos for the journaling
activity, participants will be asked to journal abspecific photos based on the
reflection questions (Appendix H) that they will @en at the end of the second
critical friends’ session. Participants will refteas a group at the final critical
friends’ session.

Participants will each be asked to complete onmBfute interview. All
participants will also be involved in three crifiaends sessions, each lasting
approximately 2 hours. These sessions will takegkvery two weeks with
participants collecting artifacts in between sassioOverall, participants will
give approximately 6 weeks to this study. If califriends sessions take longer
than anticipated and participants need more timreftect, it will be decided as a
group of how to proceed.

Research will take place throughout the first seéeresf the school year at a
neutral and convenient location for all particigant

Audiotaping will take place for interviews and oitical friends sessions. Photos
will be taken of artifacts created by the particitza Audiotapes will only be
accessible to the researcher and another doctadsrg helping to transcribe the
information. The information will not be identib&e; the tapes will be
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maintained for 5 years following the study. Aftiee time period, tapes will be
destroyed and data will be erased.
Total Number of Participants
About four individuals will take part in this study USF. A total of four individuals will
participate in the study at all sites.
Alternatives
You do not have to participate in this researcdystu

Benefits

We are unsure if you will receive any benefits &ing part in this research study.

Risks or Discomfort

This research is considered to be minimal riskatTheans that the risks associated with
this study are the same as what you face every @iagre are no known additional risks
to those who take part in this study.

Compensation
You will receive no payment or other compensatmntéking part in this study.

Cost

There will be no additional costs to you as a tesubeing in this study.

Privacy and Confidentiality

We will keep your study records private and coniithd. Certain people may need to
see your study records. By law, anyone who look®ar records must keep them
completely confidential. The only people who vioé allowed to see these records are:

e The research team, including the Principal Investig study coordinator,
research nurses, and all other research staff

e Certain government and university people who nedahbw more about the
study. For example, individuals who provide ovghsion this study may need to
look at your records. This is done to make suréwvleaare doing the study in the
right way. They also need to make sure that wepantecting your rights and
your safety.

e Any agency of the federal, state, or local govemintieat regulates this research.
This includes the Florida Department of Health, #relDepartment of Health
and Human Services (DHHS) and the Office for HuiRasearch Protection
(OHRP).
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e The USF Institutional Review Board (IRB) and ittated staff who have
oversight responsibilities for this study, staftie USF Office of Research and
Innovation, USF Division of Research Integrity &ddmpliance, and other USF
offices who oversee this research.

We may publish what we learn from this study. & @o, we will not include your name.
We will not publish anything that would let peofigow who you are.

Voluntary Participation / Withdrawal

You should only take part in this study if you wamtvolunteer. You should not feel that
there is any pressure to take part in the studyu afe free to participate in this research
or withdraw at any time. There will be no penaltyoss of benefits you are entitled to
receive if you stop taking part in this study.

You can get the answers to your questions, concegr complaints

If you have any questions, concerns or complaibtaiathis study, or experience an
adverse event or unanticipated problem, call Betith 8/813-899-9273.

If you have questions about your rights as a gpgit in this study, general questions, or
have complaints, concerns or issues you want tugsswith someone outside the
research, call the USF IRB at (813)974-5638.

Consent to Take Part in this Research Study

It is up to you to decide whether you want to tpke in this study. If you want to take
part, please sign the form, if the following stagss are true.

| freely give my consent to take part in this study | understand that by signing this
form | am agreeing to take part in research. Ehaceived a copy of this form to take
with me.

Signature of Person Taking Part in Study Date

Printed Name of Person Taking Part in Study

Statement of Person Obtaining Informed Consent

| have carefully explained to the person taking pathe study what he or she can expect
from their participation. | hereby certify that whthis person signs this form, to the best
of my knowledge, he/ she understands:

e What the study is about;

e What procedures will be used,;

e What the potential benefits might be; and

e What the known risks might be.

156



| can confirm that this research subject speak&tiguage that was used to explain this
research and is receiving an informed consent farthe appropriate language.
Additionally, this subject reads well enough to ersfand this document or, if not, this
person is able to hear and understand when theiforead to him or her. This subject
does not have a medical/psychological problemwloatid compromise comprehension
and therefore makes it hard to understand whagirgkexplained and can, therefore, give
legally effective informed consent. This subjeahad under any type of anesthesia or
analgesic that may cloud their judgment or makeit to understand what is being
explained and, therefore, can be considered comipietgive informed consent.

Signature of Person Obtaining Informed Consent Date

Printed Name of Person Obtaining Informed Consent
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Appendix D: Interactive Interview Questions
Demographic Information:
1. How old are you?
2. How many years of teaching experience do you have?
a. Has all of this experience been in ASD classrooms?
3. What is your highest level of education?
4. Is your educational background in special educatiomave you switched from
another profession?
5. What grade level do you teach?
a. How many students are in your classroom?
b. How many adults other than you are in the classfoom

c. What is the demographics of your school setting?

Interactive Interview Questions:
1. What is your definition of teacher identity?
2. How would you identify yourself as a person an@ &sacher?
3. What made you become a teacher, specifically aapsducation teacher?
4. What has made you stay in the field of teaching?
5. Has your perception of teaching changed since y»e been in the classroom?

How?
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. Talk about your first day in the classroom, youstlexperience as a teacher, and
the moments you would like to forget.

. Discuss any positive or negative experiences aiffigthe formation of your
teacher identity.

. What qualities do you think make a good teacher?

. What defines you as a teacher, specifically a sppeducation teacher?
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Appendix E: Critical Friends’ Reflection Questions

(Adapted from Samaras, 2011)

1.

2.

What questions have you been asking yourself ajgmutteaching practice?
What teaching issues do you find yourself consydatting working with
children with autism?

How can this group help you better understand yeacher identity?

What do you wonder about your teaching practice®rider about

caudme

Why is this issue important to you? What expemsntave you had that make

these issues important?
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Appendix F: Suggested Prompts for Self- Portraits

(Adapted from Samaras, 2011)

1.

2.

3.

How does this self-portrait make me feel?

How does it relate to my teaching?

Is this portrait related to a particular revelationmy teaching journey?

What does the self-portrait reveal about my peroapif identity as a teacher?
What is the context of my self-portrait?

Is anyone else included in my self-portrait? Areytpeers, family, friends,
students? If so, what does it suggest about nayioekship to those persons?
Are there objects in my self-portrait? Do theyrgamy special meaning to me
and/or others?

What would I title this self-portrait?

What might a curator write about this self-portait
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Appendix G: Suggested Thinking Prompts for TeacheArtifact Buckets

(Adapted from Samaras, 2011, p. 105)

1.

2.

Explain why you chose these objects.

Share what the artifact represents in your teaching

What is the time period of the artifact?

Are there others involved in this artifact memorywhat role do they play? What
is their influence on your thinking? So they d@ads the way you do?

What metaphor would you choose to represent, syiméyand reinforce the
significance of this object to you?

Express an emotion that this artifact brings féothyou. Describe where that

emotion generates from and might extend to in yeaching. Be descriptive.
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Appendix H: Photo Journaling Prompts

(adapted from Foster-Fishman, Nowell, Deacon, Nie&dvcCann, 2005)

(a) “I took this picture because. . .”

(b) “What is the real story this picture tells?”

© “How does this picture relate to your experieasea teacher of children with autism or
help to distinguish you as a teacher of childrethwautism?” Participants brought their
pictures and journal entries to the critical frishskession and described the pictures they

took and their reflections.
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Appendix |: Code Book Examples
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Appendix J: Checklist of Considerations

(From Leavy, 2009, 233-234)

1.

2.

How does the use of visual art help address thesss this study?

What alternatives are available and why is visuahest appropriate in this
study?

How does the theoretical framework support theaisevisual approach?

Will the visual art in this study exist independehthe research project of be
created via participatory methods or be createalrapresentational form, and if
so, by whom?

How will the visual art component speak to the ottemponents in multi-method
research?

What method best suits my research objectives?

How will visual art be used?

If there is transfer between words and images, Wdkthis translation process be
understood?

How will authenticity be evaluated?
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