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Introduction
Bill Johnston and Kristen Walls
Indiana University, USA
The Fourth International Conference on Language Teacher Education, organized by the
University of Minnesota’s Center for Advanced Research on Language Acquisition (CARLA),
was held in Minneapolis, Minnesota from June 2 — 4, 2005. It gathered over 250 participants
from around the world, and comprised 87 presentations from 11 countries and a broad range of
settings. Continuing the tradition of previous conferences (Bigelow & Walker, 2005; Johnston &
Irujo, 2001; Tedick, 2004), the 2005 event included reports from research and practice in a wide
range of countries, institutional settings, and types of language teacher education and teacher
development. The present volume offers a representative selection of this work; the fourteen
papers presented here include work in and across eight different national contexts, and concern
teacher learning and teacher education in settings involving English as a Foreign Language (EFL),
English as a Second Language (ESL), French immersion education, and Spanish and Japanese
language instruction. This diversity of topics is mirrored by a range of topics and of genre—we
include research reports alongside accounts of large- and small-scale practical reform projects in

various contexts of language teacher preparation.

The chosen theme of the conference was Voice and Vision in Language Teacher Education. The
concepts of voice and vision come from the work of Hargreaves and Fullan (1992), who presented
the processes of growth and change in education and in teacher development as an interplay of
voice—the individual voices, ideas, desires, and insights of teachers and teacher educators—and
vision, which Hargreaves and Fullan see as the totality of already existing discourses, ideas, and
concepts in the field. Thus development, learning, and growth come from the intertwining of

fresh individual voices and shared understandings.
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2 « Voice and Vision in Language Teacher Education

The present collection of papers from the conference implicitly reflects this dual focus. The
experiences, ideas, and reflections of individual practitioners and researchers in language

teacher education from around the world interact with, respond to, challenge, and extend the
discourses and conceptual frameworks we have come to share, and in this way push forward our

understandings and our practice.

The conference followed the same successful format of former meetings. It was organized
conceptually into four themes representing the most salient issues facing practicing language
teacher educators in their work and also those conducting research on language teacher

education, teacher learning, and teacher professional development. The four themes were:

[.  The Knowledge Base of Language Teacher Education
II. Social, Cultural, and Political Contexts of Language Teacher Education
[1I. Collaborations in Language Teacher Education

IV. Processes of Language Teacher Education

The papers in the present volume follow this organization; each theme is described in more

detail in the following sections.

I. The Knowledge Base of Language Teacher Education

The last ten years have seen the emergence of a substantial empirical and theoretical literature
on the knowledge base of language teaching, with a particular focus on the content of this
knowledge base and its place in language teacher education. Previously, the knowledge base of
language teacher education was taken primarily to be a theory-based, decontextualized body of
propositional linguistic information and other factual and procedural knowledge that language
teachers needed to master and subsequently to “apply” in their teaching. The new scholarship
on the teacher knowledge base, while acknowledging the importance of linguistic and other
sources of knowledge, has introduced two far-reaching challenges to earlier conceptualizations.
First, teacher knowledge has come to be understood as fundamentally skill-based and process-
© 2015, Regents of the University of Minnesota. Permission to reprint must be sought from the CARLA office. For information see: www.carla.umn.edu. Originally published as:
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Voice and Vision in Language Teacher Education * 3

oriented (Johnston & Goettsch, 2000); second, teacher education has increasingly been seen as
inescapably and crucially located in concrete social, cultural, and institutional contexts (Johnson,
20006). This second contribution to the dialogue about the language teacher knowledge base
reframes knowledge as being continually co-constructed in relation to these contexts, rather than

something that is “out there” for teachers to internalize.

The five papers in the present section all offer contributions to this re-examination of the

knowledge base of language teaching and its place in language teacher education.

The opening chapter, by Jean Clandinin, Pam Steeves, and Simmie Chung, is an extended
version of the plenary address at the conference given by Jean Clandinin. Coming from the realm
of general teacher education, the chapter offers an important framework for reconceptualizing
teacher knowledge as narrative knowledge (see Johnson & Golombek, 2002 for an excellent set
of examples of how this framework has been used in language education), and shows how it is
possible for teacher education not just to incorporate teacher narrative knowledge, but, even
more importantly, to be transformed by it. The authors highlight four different activities they use
in their course called “Life in Elementary Classrooms.” Each activity, and the class as a whole,
guides teachers to tell, retell and ultimately relive or reinvent their narratives, both in and out of
the classroom. Learners and instructors brought in photos and memory box items, and reflected
on carefully chosen readings. Through their vivid descriptions of each course component, the
authors highlight how delicate and risky, yet also profound, the work of telling and retelling
one’ stories can be. Their work underscores the importance of a supportive learning community
with colleagues who listen carefully and respond mindfully and imaginatively. The article
concludes with excerpts from one course participant’s retelling. Simmee’s story reveals the

power of narrative knowledge in facilitating teacher development. This article is an important
one for teacher educators across all contexts, as it deepens our understanding of the nature of
the knowledge base of teachers and of the relationship between the knowledge base and the
processes of teacher education.
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4 - Voice and Vision in Language Teacher Education

Michele de Courcy’s paper also considers how language teacher education succeeds, or fails,

at transforming the ideas and attitudes that future teachers bring into the teacher education
classroom. De Courcy analyzes the written work of her pre-service teachers’ as they respond to
different articles assigned in a unit on English language learners. She reports that the articles
impacted how students wrote about and framed their future English language students and

their own roles as future language teachers; some articles seemed to produce a more positive
framing of key issues than others. To some degree, de Courcy’s findings relate to Golombek &
Jordan’s (2005) work with teachers who appropriated discourse from scholarly papers to reframe
and positively influence their identities as non-native English teachers. However, although de
Courcy’s students’ writing reflected the general tenor and discourse of each individual article, she
concludes that “a small amount of information, though provided with the best of intentions, may
inadvertently reinforce previously held negative opinions about second language learners.” Her
chapter is a prime example of the intersection of voice and vision; more specifically, it reminds us
of the importance of thinking carefully about the way the vision—the existing discourses of the

field—is first presented to future language teachers.

Connie Zucker, in turn, challenges our assumptions about the relationship between teacher
preparations and how languages—in this case, foreign languages in US high schools—are
actually taught in classrooms. Zucker explores teachers’ beliefs about teaching grammar, as well
as how these beliefs are manifest in classroom practices. Through an analysis of interviews with
teachers, classroom observations, and teacher-completed surveys, she concludes that teachers

for the most part still teach grammar explicitly. At the same time, teachers strive to contextualize
language forms and make classroom material relevant to students’ lives. Significantly, the teachers
in her study did not mention reflection or observing other teachers as important components in
informing their beliefs or teaching practice. These practices were also absent from their teacher
preparation experiences. Although the connection between teacher preparation experiences,

teacher beliefs, and teachers’ actual classroom practice is complex and varied, Zucker’s study
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shows that there is a link. Teachers’ experiences as language learners and teachers-in-training
influence their choices in the classroom, more so than reading research articles and attending
professional conferences. Zucker’s research suggests that there may be a serious disjuncture
between a lot of language teacher education and the settings in which its graduates will teach;

To redress this problem, language teacher educators need to pay more attention to the way
languages are actually taught in schools. Zucker suggests that pre-service teachers are best served
by education programs providing them with positive, realistic first-hand learning and teaching

experiences including reflection and overt discussion about key language teaching issues.

The last two chapters in this section also take a close look at teacher behavior in classrooms

and compare it to what is known from research findings on this topic. Atsuko Hayashi and
Akemi Morioka look at what happens when Japanese teachers at a US university switch from

a more traditional syllabus to one rooted in Content-Based Instruction (CBI). Their work
speaks to the shift in teacher and student roles CBI necessitates, as well as the potential benefits
therein. The CBI approach puts content, in this case Japanese culture, at the core of the learning
goals. Teachers’ roles change from being language and cultural experts to being facilitators

and collaborators. Although their data primarily comprise student interviews, Hayashi and
Morioka assert that once teachers can learn to relinquish control of students’ learning outcomes
a burden is lifted, freeing them to attend to students’ needs and progress. Their data show that
once students of Japanese get through an initial adjustment period they respond positively to
being more actively involved in the language learning process. Hayashi and Morioka’s chapter
has relevance for language teacher educators in that it invites us to explore multiple possibilities
for student and teacher classroom roles. Their work also suggests that teachers-in-training may
benefit from first-hand experience as learners in courses such as those grounded in CBI .More
generally, this chapter challenges language teacher educators to consider how content-based
approaches, whose effectiveness is becoming increasingly apparent in the research literature, can

best be integrated into the processes of teacher education.
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Michele de Courcy and Karita Mard-Miettinen, in turn, investigate the classroom behaviors

of French immersion teachers in late immersion programs at Australian high schools, and

how successful these behaviors are in promoting language learning. The paper focuses on the
immersion students’ views of their teachers’ teaching practices. From the students’ perspective,
teachers who consistently insist that students speak the target language, both in and out of the
classroom, are viewed positively for their role in facilitating language acquisition. Students also
report that they learn best when teachers help them to “bridge the gap between what they could
say and what they wanted to say.” The authors’ findings suggest that “teachers play an important
role in the immersion classroom by maintaining the second language context, using appropriate
teaching strategies, responding to the needs of the learners, and fostering a supportive learning
environment in which students feel safe to extend their output in the target language.” De
Courcy and Mard-Miettinen’s research raises the important issue of how such teaching behaviors
can best be promoted through immersion teacher education. The form their research takes, on
the other hand, reminds us of the importance of regularly asking students for feedback as a part

of the teacher development process.

Il. Social, Cultural, and Political Contexts of Language Teacher Education

As mentioned above, researchers and practitioners in language teacher education have
increasingly realized the central importance of social, cultural, and political context in
understanding and improving language teacher education. This has led both to a heightened
sensitivity to the particular circumstances in which language teacher education is carried out,

and a growing sophistication in research.

The present section includes two chapters that together demonstrate two sides of the same
coin. The first, by Matthew Clarke, takes a micro-approach, and highlights the effectiveness
of detailed, sensitive research procedures in the investigation of a language teacher education
context, in this case the United Arab Emirates (UAE) in the Persian Gulf. Clarke focuses his
© 2015, Regents of the University of Minnesota. Permission to reprint must be sought from the CARLA office. For information see: www.carla.umn.edu. Originally published as:
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study on the teaching identities of Emirati women who are in a bachelor’s degree program for
teaching English to young learners. Following much recent research (e.g. Varghese et al., 2005),
Clarke frames the process of learning to teach as “the discursive construction of a teacher identity
within an evolving community of practice.” Specifically, he shows how the teachers framed their
identity around a constructed opposition between their own purported “progressive” approach
based in educational values originating primarily outside the UAE, and what they classified

as the “traditional” approach currently prevalent in Emirati classrooms. He goes on to explore
how and why the student teachers embraced the discourses of progressive education so fully,
even when this meant rejecting much of their own past schooling. The picture is complicated
by the presence of important postcolonial elements, notably the fact that many teachers in

UAE are presently non-Emirati guest workers. In his analysis, Clarke suggests strategies teacher
education programs can employ to foster discourses which are less oppositional or adversarial.
For example, he recommends encouraging student teachers to understand the ways in which
their identities, and those of ‘traditional” teachers, are socially and politically constructed and

interrelated.

The second chapter, by Anu Virkkunen-Fullenwider, takes a macro-perspective, and describes
the processes by which a trans-national reform effort—in this case, the Common European
Framework of Reference for Languages (CEF) of the Council of Europe—is adapted to

the particular requirements and institutional realities of one country, Finland. Virkkunen-
Fullenwider explains how the Finnish governments decision to implement CEF impacted
language teachers and language teacher educators throughout the Finnish educational system,
from kindergarten to university. For example, once the Finnish National Board of Education
altered the core curricula for all elementary, junior high and high schools on the basis of CEF
scales, teachers have had to learn to incorporate the precise and lengthy CEF descriptors and

learning outcomes in their teaching. This involves a great deal of coordinated negotiation and
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8 « Voice and Vision in Language Teacher Education

discussion to ensure that teachers can develop a relatively uniform understanding of how CEF
descriptors translate into student behavior and performance in the L2. Virkkunen-Fullenwider’s
work raises important questions about setting priorities in language teacher education. For
instance, what, if anything, must be eliminated from teacher education curricula to make room
for the work of interpreting and internalizing CEF standards? To what extent should university-
level language teaching match what is required of elementary, junior high and high school
teachers? Virkkunen-Fullenwiders work reminds us of the complex ecology of educational

reform, and of teacher education’s crucial role in aligning with other components of the system.

lll. Collaborations in Language Teacher Education

At the Language Teacher Education Conferences over the last years, there has been an increasing
awareness of the importance of collaborations between language teacher educators and other
groups, institutions, and individuals involved in education—to the extent that, beginning with
the second conference in 2001, a separate theme of collaborations was added to the structure of

the conference.

The three papers in the present section give an indication of the breadth and significance of this
aspect of work in language teacher education. They span four different countries and three very

different kinds of collaboration.

Alison Kirknesss chapter, set in a business program at a tertiary institution in New Zealand,
details the frequently-encountered and ever problematic area of collaboration between ESL
specialists and content teachers. Kirkness, a language teacher educator, collaborated with
teachers in the Faculty of Business to help them assess, understand, and respond to their first
year international students’ language and learning needs. She explains that, perhaps typical
of many contexts, nearly half of the teachers with whom she was supposed to collaborate did
not take advantage of her expertise. She suggests that her experience parallels what Crandall

and Kaufmann (2002) name as one of the primary challenges to language teacher educators:
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convincing content faculty to participate. Kirkness's study speaks to the need for formal
structures, supported at all levels, to create the space and climate necessary for teachers to
collaborate in working out how to best meet their international students’ needs. Furthermore,
Kirkness notes that many of the teachers’ concerns centered on the challenge of attending to
international students’ language needs while adhering to departmental expectations of covering
content, another constant difficulty in language education. On a more positive note, Kirkness
reports that all the forms of support she offered were well-received and appreciated. The teachers
involved in the study, including Kirkness herself, benefited from the opportunity to reflect
critically on their work. Kirkness’ paper is an inspiration to language teacher educators working
collaboratively with content teachers, encouraging us to start small, persist, and make the best of

the context within which we work.

In his chapter, John Plews gives an in-depth account of the process of setting up a bilateral
program for ongoing teacher professional development involving Spanish teachers from Alberta,
Canada and English teachers from Jalisco State, Mexico. One of the most remarkable aspects of
the initiative described in Plews’ paper is the breadth of individuals and institutions involved,
both within Alberta and between the province and its Mexican partner. Plews explains that

the goals of the collaboration are “to establish sustainable, core international components
specifically for the professional development of practicing SL teachers and within SL student
teacher education.” Plews’ work reveals the amount of time and energy necessary for effective
collaboration on a large scale, but also the amazing potential for fostering cooperative, productive
partnerships among stakeholders from the provincial government, universities and school boards
within each participating country. Together the participants in the initiative outlined ideal long-
term and short-term outcomes of their project, as well as measures of success. Plews reports that
such collaboration led to expanded vision, new possibilities, and quality programming which

would not have been possible if the stakeholders had worked independently.
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Finally Jill Swavely, James Perren, and Shartriya Collier describe the difficulties inherent in

the very desirable project of bringing the processes of a teacher education program closer

to the schools in which graduates of the program are to teach. The paper details their work

with in-service mainstream teachers who were completing a teacher education program while
simultaneously teaching in K-8 (kindergarten to eighth-grade) inner-city schools. The project
started with the goal of developing and implementing a context-sensitive program to support
teachers” work with their English language learners (ELLs). The authors found that even with
the best intentions, it was difficult to mesh their university-based frames of reference and goals
with the teachers’ needs and contextual constraints. For example, because of the nation-wide
emphasis on standardized testing and a mandated curriculum, the teachers had neither the time
to engage fully in the coursework nor the flexibility to integrate the new theoretical and academic
concepts into their teaching. Swavely, Perren, and Collier’s thoughtful reflection on their own
assumptions and beliefs, the relationship-building process they engaged in with the teachers,
and their project as a whole provide useful insights into the amount of time, energy, and
compromise that developing a context-sensitive teacher education program involves. Their work
also underscores the importance and power of reflection on the part of teacher educators, and
the crucial role of dialogue in language teacher education. The authors write that “the success of
our collaboration in a school-based ESL teacher training program ultimately correlated with the

extent to which we were able to facilitate a plurality of views.”

IV. Processes of Language Teacher Education

The fourth and final section of the present book brings us back to the essential melding of
research and practice that has been the watchword of the Minnesota conferences since their
inception in 1999. At that time, it was noted that in the great majority of cases, those who
conduct research on language teacher education are at the same time its principal practitioners.

This means that there exists an unusual degree of resonance between our research endeavors and
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our work in the language teacher education classroom. It suggests that, more frequently than is
the case in other educational research, our work is reflexive in nature (Hamilton, 1998; Loughran
& Russell, 2002); and it reminds us that our theoretical reflections have, or can have, direct

practical consequences for our daily encounters with students of language teaching.

The four papers in the present section vividly exemplify these generalizations. The first two
chapters constitute systematic and in-depth reflections on the authors’ own teacher education
practice. Both focus on innovations. In the first, Kimberley Brown and Kimberly LeVelle
describe with painful but valuable honesty the ecological consequences of a radical reform in
the teaching of methods classes within the TESOL certificate and MA programs in which they
work. Their goal was to implement a Post-Methods pedagogy in line with Kumaravadivelu’s
(2003) influential book, Beyond methods: Macrostrategies for language teaching, including revised
assignments focusing more on the processes of observation and reflection, “moving away from a
cookbook approach to presentation of Methods ... [and] involving students in co-creating and
revising dimensions of the course.” Through their careful reflection, both during and after the
two courses, the authors arrive at an understanding that there were a number of “perceptual
mismatches” which contributed to the challenges students and teachers experienced. Their
descriptions of these mismatches, such as that between the instructors’ expectations of the class
and the students’ expectations, are insightful and relevant to all teacher educators considering
change in their programs or courses. Despite the difficulties described in their paper, Brown
and LeVelle remain committed to the notion of a Post-Methods pedagogy. However, they
realize that it is important to meet students where they are developmentally and intellectually,
and to move gradually from there towards a Post-Methods curriculum. They understand that
drastically changing just two classes within a program is problematical, and thus that it is
critical to consider the entire context within which changes are made. Lastly, and importantly
for language teacher education, Brown and LeVelle’s study raises questions about exactly what

Kumaravadivelu’s Post-Methods framework means for teacher education.
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Clare Conway and Heather Richards also turn their researchers’ lenses on their own teaching. In
their chapter, they examine participants’ reflections on a new teacher development program for
teachers of English from China, organized at the authors’ home institution in New Zealand. This
paper highlights the effectiveness of teacher education programs which are centered on teachers’
needs and teaching contexts. Conway and Richards conducted an in-depth needs analysis prior
to their three-week intensive course so as to be able to deliver a meaningful and successful
program. They also asked teachers to write reflective journal entries throughout the course as

a means of deepening the learning process and providing the researchers with important on-
going feedback. Conway and Richards utilize the needs analysis, teachers’ journal entries, post-
course reflections, and post-course questionnaires as sources of data for their study. Although
the teachers and the teacher educators found the course to be successful in general, the authors
believe that it could have been even better had they encouraged teachers to reflect throughout
the course on how they could apply what they were learning to their own teaching contexts in
China. Conway and Richards’ work offers a clear example of the power of teacher education that
is grounded in experiential education, as well as a hint that perhaps the teachers’ learning would
have been transferred to an even greater extent if there had been an opportunity to complete the

reflective cycle and prepare to take meaningful action (Rodgers, 2002).

The last two papers offer conceptual reflections by practicing teacher educators on the content
and form of language teacher education. In her chapter, Hacker Hande Uysal makes a strong
argument for a much more intense focus on preparation for the teaching of writing than is
generally the case in teacher preparation programs. Uysal first highlights several shortcomings

of past and current approaches to educating L2 writing teachers. She draws attention to the
reality that teachers often have not had first-hand experience as learners with newer, innovative
approaches to teaching, thus making it tricky to internalize key concepts and fully appreciate
their students’ needs. Uysal then provides the reader with a useful synopsis and critique of recent

models of curricula for L2 writing teacher education. The author argues for a model which
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gives pre-service and in-service L2 writing teachers opportunities to reflect on their experiences
as writers and students of writing. She then advocates for a course of study in which teachers
have abundant first-hand experience writing across a variety of genres, and using a range of
approaches. Then teachers need time and guidance in reflecting on their writing and connecting
what they learn to their future teaching. A final key component for Uysal involves teachers being
given support and space to reflect on their teaching. Uysal’s work is useful in that it attempts to
integrate what we already know about good language pedagogy with the processes and needs of

language teacher education.

Finally, Rebecca Burns-Hoffman brings us neatly back to the topic of Section I of these
proceedings—the knowledge base of language teacher education—by asking how this knowledge
base is to be realized in practice and integrated into existing teacher education programs. Burns-
Hoffman focuses on the importance of KAL, or knowledge about language, in language teacher
education programs. She argues that KAL, or “the implicit knowledge of language users, the
ability to reflect on the use of language by themselves and others, and the study of language
itself,” should be a crucial component of any sound language teacher education program.
Burns-Hoffman offers the reader a valuable and practical outline of a curriculum which could
successfully incorporate KAL, drawing on her experience in the United States context, in which
public school teachers complete high-quality portfolios as a means of gaining National Board
Certification. The portfolio protocols lend themselves to the inclusion of KAL content in a variety
of ways: For instance, teachers’ portfolios must analyze and include classroom artifacts such as
student work samples, transcripts of classroom sessions, and lesson plans. These artifacts make
excellent materials for heightening teachers’ awareness and knowledge of key KAL concepts.
Burns-Hoffman’ call for incorporating knowledge about language in practical ways into language
teacher education programs offers a helpful step forward in the ongoing debate in our field about

the place of linguistic knowledge in language teaching.
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Conclusion

The papers included in this volume reflect the fascinating and varied research and professional
writing that is going on in the field of language teacher education. While the subject of the
chapters is widely different, all of them speak to the crucial need for public discourse both on
the practices we engage in as language teacher educators, and on the theoretical underpinnings
of our work. In each paper, too, we see the close connection between research and practice—in
many cases, those conducting the research are the same people engaging in the practice; and

thus, the intimate relationship between voice and vision.

Beyond this, further thematic commonalities can be discerned. Many of the papers deal with the
always fraught relationship between the work done in the teacher education classroom, and the
actual business of language teaching. Another frequent subject is the vital role of reflection in our
work as teacher educators—many of the chapters in this book originate in, and are built around,
sustained processes of critical reflection on the part of teacher educators. Also, a great number

of the papers reaffirm the importance of sustained, principled, and systematic dialogue with our
colleagues, other stakeholders involved in the schools and programs in which we work, and
above all else with our students. Lastly, each paper re-emphasizes the importance of a profound
understanding of context, and of the very particular features of a given context that can make or

break efforts at change and innovation.

Through each of these features, and through systematic professional discussion, we can nourish
the hope that the preparation of language teachers can be re-conceived as a process of what
Clandinin, Steeves, and Chung call “re-imagining their professional lives.” By our commitment
to this reconceptualization, we are also committing to re-imagining our own professional lives

through ongoing inquiry and dialogue.
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Creating Narrative Inquiry Spaces
in Teacher Education

D. Jean Clandinin, Pam Steeves, and Simmee Chung
University of Alberta, Canada

We begin this paper with a story of a first meeting of a course, Life in Elementary Classrooms,
with which we have been involved over many years'. The teaching of this course has been an
ongoing exploration of the ways we can engage teachers in narratively inquiring into what they
know and how their knowing is expressed in their practices.

The First Class Meeting

With anticipation we smile and greet new faces coming through the door to assemble around

a large center table made of several smaller tables squeezed together. On the table are a vase of
flowers from Septembers late garden and a basket of muffins. The room is quiet for the first and
only time. As the course unfolds over the weeks ahead, this joined together’ table promises to
become like a kitchen table as we share stories of our lives with one another.

We begin the class by asking students to tell stories of who they are and what brings them to
the course. As instructors, we, too, are unsure of what we will say as our stories are shaped

in the telling. We are hopeful that if we share our vulnerabilities, the table space will begin to
build trust. Some students choose to tell safe stories but there are also unexpected tellings and
wonderings about what this course might entail as their stories call forth other stories. Still there
is a sense of unease that lingers. This is not what usually happens in a graduate-level seminar.

“What you know first stays with you,” Pam reads from Patricia McLachlan’s (1995) children’s
picture book. Learning to attend through the heart of children’s literature, the book is the first of
many bookends which will begin and end each class. After the reading we take turns mapping
out the course as it will unfold:

We will ask you to read two or three articles each week to consider how
researchers conceptualize research on teaching. The articles are provided to
engage you in reflection and inquiry about teaching, not to suggest this is how
teaching should occur for you. You will make your own sense of each article
depending on your situation. We ask you to compose a dialogue journal each
week addressed to us. Think of it as a letter in which you reflect on what you

! Pam first taught this course in the year she completed her PhD dissertation, a narrative inquiry with Jean as her supervisor. She
continued to teach the course in collaborative ways for five years thereafter. For Pam, both taking the class and later living as a
scholar with the Centre for Research for Teacher Education and Development has been a profound lifeshaping experience.
Simmee has been teaching elementary school for 8 years and is currently completing her M. Ed. in literacy education. While on
a sabbatical leave and transitioning back to university life, she selected the course because of its title ‘Life in Elementary Class-
rooms’, a topic with which she felt familiar. As the class unfolded, Simmee came to realize how powerful and important her own
storied landscapes were in coming to know who she was/is as a teacher.

Jean, inspired by John Dewey’ ideas and her own narrative ideas of curriculum-making, first taught the course in 1990. As her
research on teacher knowledge progressed and she was encouraged by students in the course, the course increasingly explored
course participants’ stories of experience. The narrative inquiry into teacher knowledge and the course design evolved in inter-
related ways.
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notice as you lay ideas in the articles alongside your practice. During class time
we will form into small groups to discuss the articles. Then, as a large group, we
will share our thoughts and wonders. The article groups will be shifting and fluid
from week to week so that, along with our response to each of your letters, you
will encounter many more perspectives to enrich the meaning you are making.

In each class we will also be involved in various activities designed to trigger
reflection on your knowledge. Because much of our knowledge as teachers is
narrative knowledge, telling stories of our practices, our storied landscapes and
stories of who we are, is central to the course. We will form small story groups,
sometimes called works-in-progress groups, that will remain the same. These
groups will enable sustained conversation such that listening and response
become gifts of the relationship. Eventually we will ask you to spend time looking
across your stories to find common threads or tensions in order to imagine
retelling and reliving our lives in classrooms. The retellings will form the basis for
your end of term projects.

After this sharing we get up from the table and move around, pour coffee or tea, staying in the
room. We purposely do not break away from one another. And then we continue, beginning
the first of many narrative activities. On this first day we ask students to begin to write a storied
memory of a time they felt they were learning. We tell them they will share the story with the
members of their works-in-progress group next week. We spend some time with this activity
and, too soon it seems, the light outside the window has faded. The class closes as Jean reads
Lauren Mills’ (1991) The Rag Coat. The final words to the picture book linger in the air: “All you
need is people.”

Narrative Underpinnings

We begin with this description of a first class meeting of a course taught for many years

at the University of Alberta. The course is built on a set of three interwoven narrative
conceptualizations that have emerged from a 25-year program of research. These narrative
conceptualizations underpin what we believe is a narrative reflective practice approach, an
approach that is important for engaging teachers in reconsidering their teaching practices.

The first narrative conceptualization is a view of teacher knowledge as experiential, embodied,
emotional, moral, personal, and practical. Years ago Michael Connelly and Jean Clandinin coined
the term “personal practical knowledge,” which they defined as:

A term designed to capture the idea of experience in a way that allows us to

talk about teachers as knowledgeable and knowing persons. Personal practical
knowledge is in the teacher’s past experience, in the teacher’s present mind

and body, and in the future plans and actions. Personal practical knowledge

is found in the teacher’s practice. It is, for any one teacher, a particular way of
reconstructing the past and the intentions of the future to deal with the exigencies
of a present situation. (Connelly & Clandinin, 1988, p. 25)

© 2015, Regents of the University of Minnesota. Permission to reprint must be sought from the CARLA office. For information see: www.carla.umn.edu. Originally published as:
Johnston, B. & Walls, K. (Eds.) (2007). Voice and vision in language teacher education: Selected papers from the Fourth International Conference on Language Teacher Education.
Minneapolis: University of Minnesota, Center for Advanced Research on Language Acquisition. Retrieved from www.carla.umn.edu/resources/working-papers/



Voice and Vision in Language Teacher Education * 19

We see teacher knowledge in terms of narrative life history, as storied life compositions. These
stories, these narratives of experience, are both personal — reflecting a person’ life history — and
social — reflecting the milieu, the contexts in which teachers live. Teacher knowledge is both
formed and expressed in context. These contexts in which teachers live and work are complex,
and we adopted Clandinin and Connelly’s metaphor of a professional knowledge landscape in
order to represent this complexity. A landscape metaphor allows us to

talk about space, place and time. Furthermore, it has a sense of expansiveness
and the possibility of being filled with diverse people, things, and events in
different relationships. Understanding professional knowledge as comprising a
landscape calls for a notion of professional knowledge as composed of a wide
variety of components and influenced by a wide variety of people, places, and
things. Because we see the professional knowledge landscape as composed of
relationships among people, places, and things, we see it as both an intellectual
and a moral landscape. (Clandinin & Connelly, 1995, pp. 4-5)

These narrative views of teacher knowledge as personal practical knowledge lived out and
shaped by living within a professional knowledge landscape leads into a second narrative
conceptualization underlying a narrative reflective practice approach. We view teacher
knowledge as composed and recomposed as teachers live out their lives in the in-classroom and
out-of-classroom places, in the professional knowledge landscape and off-school landscapes.
Within this view it is important to attend to each teacher’s ongoing life history, that is, their
past, their present and future, and to the landscapes which have shaped them. Thinking
narratively about teachers’ lives and the knowledge that they compose and recompose as they
live out their lives, comes from a narrative view of life as a story we live. These storied lives have
multiple plotlines, shaped by our personal experiences as well as by social, cultural, linguistic
and institutional narratives. They are also shaped by others’ stories of us and our stories about
ourselves, about our work and about others. Connelly and Clandinin (1994) wrote:

Thinking of life as a story is a powerful way to imagine who we are, where we
have been, and where we are going. In this view people live lives and tell stories
of those lives, and people are characters in their own and others’ life stories...We
live stories. When we talk to others about ourselves we tell life stories. (pp. 149-
150)

The third narrative view is a view of teacher education as a possible place for sustained
narrative inquiry into teachers’ lives and the lives of students with whom they work. In this
view, teacher education, pre-service, in-service and professional development education, is a
process of learning to tell and retell educational stories of teachers and students. We imagine
teacher education as a sustained conversation in which we need many responses, from diverse
others, in order to be able to tell and retell our stories with added possibility. We imagine these
conversations to be with theory, research, social conditions, people from diverse cultural groups,
and people positioned differently on the landscape such as parents and early school leavers.
These conversations, and conversations with other teachers, students and teacher educators,
allow for a response-filled environment and encourage more mindful retellings.

© 2015, Regents of the University of Minnesota. Permission to reprint must be sought from the CARLA office. For information see: www.carla.umn.edu. Originally published as:
Johnston, B. & Walls, K. (Eds.) (2007). Voice and vision in language teacher education: Selected papers from the Fourth International Conference on Language Teacher Education.
Minneapolis: University of Minnesota, Center for Advanced Research on Language Acquisition. Retrieved from www.carla.umn.edu/resources/working-papers/



20 - Voice and Vision in Language Teacher Education

In teacher education courses, such as the one we are describing here, Connelly and Clandinin
(2006) use four terms — “living”, “telling”, “retelling”, “reliving” — to structure the process of self-
narration and of engaging in a narrative reflective practice approach. People are asked to tell
aspects of their lives using a variety of methods (Connelly & Clandinin, 1998). These ‘tellings’
generate a variety of field texts (Clandinin & Connelly, 2000), their term for data, including
personal stories, photographs, memory box items, annals, family stories, and field notes, which
are shared with others in the class and used to draft a narrative of each person’ ‘living.” Through
sustained response and people’s own inquiry into their lived and told stories, they begin to
‘retell’ their living, that is, to interpret their lives as told in different ways, to imagine different
possibilities, to, as Heilbrun (1988) wrote, actively ‘write’ their lives. In university classes such as
this course, we ask students to engage in the retelling through a narrative inquiry process. Most
students engage only in retelling and imagined reliving. However, for students who are teaching
at the same time as they are enrolled in the course, they sometimes begin to relive their stories
in terms of the new retold narrative. It is through telling and retelling, through inquiry into the
lived and told stories — in other words, reliving — that changed practice occurs.

In the work we have done in this course, we know that learning to tell stories is difficult, risky
work. Trust among story tellers and story listeners is central. But we have also come to know that
retelling stories is even more difficult than telling stories.

Retelling requires a vivid imagination as people try to rethink their stories in
the context of the stories of others with whom they interact. Class participants,
in a kind of microcosm of inquiry more generally, need to explore their stories.
Conversations that draw out the conditions under which stories were lived and
told move through imaginative suggestions in order to allow the storyteller to
retell a new story. Class participants need to join in this process in a spirit of
inquiry and create an inquiry-oriented conversation that moves from the story
told to the possibility of a retold story. (Clandinin & Connelly, 1998, p. 252)

These three narrative conceptualizations underlie our practices of teaching and teacher
education. What we are learning to do when we educate ourselves is learning to tell and retell
our stories and learning to tell and retell the stories of our students. Telling, retelling through
narratively inquiring into our stories, and responding to both the telling and retelling is at the
heart of our work and of this article.

A Course Rhythm: A Rhythm of Telling, Responding and Retelling

The rhythm we work to create in the class grows out of these three narrative conceptualizations.
We know the importance of creating spaces for telling aspects of participants’ lives, so each
week we engage students in an activity designed to allow them to tell some aspect of their lives,
such as writing a story of learning, a story of coming to know diversity, composing an annal, or
telling the story of a photograph. We know the importance of sharing these life tellings within

a sustained response community, so we establish course-long works-in-progress groups of 3 or
4 people where each week these tellings are shared. We know the importance of reading and
engaging with scholars’ writings, and so each week a carefully selected and sequenced set of
articles are read. Each week each student writes a dialogue journal in the form of a letter about
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what those articles called forward for them. Each week, first in small and then large groups,
these articles and students’ responses to the articles are discussed. Each week we respond to their
dialogue journals, writing our stories in the margins of their writing. We know the importance

of triggering the emotional, the moral and the spiritual, and so in order to create a classroom
context of safety and mutual vulnerability, we bookend the class by reading children’s picture
books or fragments from other writers.

The course challenges both faculty and students because participants are required to inquire into
their knowledge as expressed in their practices. These inquiries, turned inward, create unfamiliar
tensions as participants co-compose their storied knowledge and become active participants in
the classroom learning.

We know that the course works because, over the years, students have told us their experiences
in the course shifted their practices, made them better teachers, helped them understand their
students’ lives as more complex unfoldings, and helped them to understand the power of story in
the lives of their students. But the power of engaging in some of the narrative reflective practice
activities can manifest itself outside of such a course. People, alone or in small groups, can begin
to awaken to their narrative knowing and can begin to shift the stories they live and tell. In this
paper we outline three such activities that lead up to a final activity, composing a retelling.

One Reflective Practice Activity: Telling and Retelling a Photograph

One course activity is to bring a photograph to class, a photo of them or a photo they took.
Students are invited to look across the expanse of their lives to choose. We suggest they rummage
through belongings to rediscover photographs tucked away in drawers, in albums, or on dusty
shelves. We know students often spend thoughtful time choosing which photograph to bring to
share with others.

We read the book Grandad Bill’s Song by Yolen (1994) to set the tone to begin the photo sharing
class. The book, filled with photos, tells the story of a small child’s grandfathers life. The child
comes to know the multiplicity of Grandad Bills life, as it is brought close to him through the
stories others tell of him around photographs of him. As we share our photos, we are brought in
close to one anothers lives, too, as we begin to learn more about our own lives.

By the time we share photographs we have read Hankins’ (1998) work where she writes that,
when she was growing up, many stories were of things that “you just don'’t talk about” (p.
87). Hankins wrote that some of her difficult childhood stories resonated with the stories
that students she found challenging were living out. As she awakened to this, she was more
thoughtfully able to reach out to her students’ worlds, as they became a part of her story.

Pam joined a works-in-progress group. With images from Grandad Bill’s Song and ideas from the
readings in mind, the group members listened attentively as one student showed her photograph
and began her story. Pam marveled at the slightly yellowed black and white photograph of a
little girl outside her prairie farm on her sixth birthday. It was a “once upon a time” story. At first
quiet and reflective, students began to wonder: “Why did you choose this photograph?” “Where
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did you find i?” “Who took the picture?” “What happened afterward?” “Tell us more about your
farm.” “Do you ever go back there?” “Look at your long hair.” The photograph captured a time,
and the inquiry into the photograph began as the wonders took the owner of the photograph
backward and forward in time, inward to felt emotions and outward to the events depicted in the
photograph, with attentiveness to place.

Then Pam was invited to share her photograph. As instructors, we love feeling that we too are
“always in the making” as Maxine Greene (1993, p. 213) would say. We too are the continuing
stories of our lives becoming. In Pam’s photograph, she and her sisters were standing together
laughing, their arms around each other. In the background was her parents’ dining room with
silver trays and candlesticks, and fine paintings on the wall. One sister, Wendy, had prepared
scampi. Wine glasses were filled for celebrating. There was a party going on.

Simmee, a member of the works-in-progress group, asked Pam about the picture. She guided
Pam backward in time as she asked why the photograph was important then and now. Pam said,
“It was the last time my sisters and I were all together for 17 years. There were many relatives
at the party in our parents’ home, including my Mum and Dad, but you do not see them in
the photo.” Pam, caught into telling the story, realized there was so much more that a viewer
of the photograph did not see. Responding to questions, Pam began to reveal, to herself and
to her classmates, the multiple story strands that lived around the edges of the photograph. As
Pam began to retell her story, she realized the photograph was a cover story, a story only now
becoming visible to her in the photograph sharing activity. Pam retold the story in the following
way.
In the months before this photograph was taken, my Mum suffered a debilitating
stroke. My Mum was teetering on the edge. It was hard for her to go on. Dad had
bought a new house for Mum and we were there to show we were still a family.
My Dad was trying to fix everything up, to somehow continue our life in the
way it was before this time. But our life would never go back. With thousands of
dollars of hospital bills looming for my Mum’s intensive care in the United States,
my Dad had to sell the house and many household belongings from my childhood
memories. How long I kept that photo with me without really inquiring into what
it meant.

The photo telling experience lives with me as a teacher educator. As I inquired
into the photograph, I see how my photograph of three sisters was composed of
multiple story strands, providing me with many more story threads to connect me
to my students’ experiences. How hard it is to give up stories in transition if we
are not able to become part of new stories to live by. My photo sharing session is
helping me attend more carefully to the diverse students who enter schools and
universities, places where, too often, the institutional plotlines are based on white
middle class narratives of experience. I think about how diverse students’ lives
may be interrupted and in transition as mine was.
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A Second Reflective Practice Activity: Telling and Retelling
a Memory Box Item

On the night we share the memory box activity, we gather in anticipation of the stories, our
treasures in hand. We have had a week to think about what we want to bring, an artifact that
is important to who we are becoming as we compose our lives. We know that who we are is
entwined with what we know and how we teach. On this night John brought an eagle’s feather,
Margot has a piece of twine, and Mavis brought a rolled up scroll that hung in her house for
many years. While we are all curious about the stories that might unfold, we, as instructors,
know that what we see now will never look the same again once we've heard the stories.

Pam opened the activity with the children’s book The Worry Stone, by Dengler (1996). The

book invited our imaginations, our emotions and our aesthetic feelings through the evocative
storytelling and vivid watercolor paintings. We joined an old woman and a young boy. Sitting
alone on a park bench, an old woman is drawn back to her childhood and her grandfather’s
stories as she tries to explain the worry stone in her hand to a lonely young boy who comes to
rest beside her. As the story unfolds, her memory box item, a worry stone, allows a connection to
be made between her and the young boy at her side.

The memory box night comes a week after we read Florio-Ruane’s (2001) work on creating an
autobiographical book club with beginning teachers. The book club becomes a space for the
teachers to safely inquire into issues of culture, literacy and schooling as they converse around
the shared experiences triggered by reading the autobiographies of diverse authors. Florio-Ruane
sees conversation as a transformative experience, an idea that resonates with the Noddings
(1993) article on moral dialogue. Noddings describes dialogue, being present to one another in
conversation and also encountering one another in relationship, as the way we can engage in a
fully human education.

We began the memory box activity by asking students to place their memory box item on their
annal, a kind of time line drawn earlier in the course that in some way represents their lives so
far. The annals are diverse, some zig zag lines, some lines with branches, some layered lines.
With their pencils they marked the spot — a kind of signpost of the memory box occurrence on
their lifeline. We asked students to keep time in mind as they remembered a particular person or
event triggered by the memory box item.

For Janine, the sharing of a memory box item seemed particularly important. Janine, a graduate
student, was teaching undergraduate level students. Often in conversation she expressed her
concern about marks (grades), about telling students what they were supposed to know, about
dealing with those in superior positions who told her what she was supposed to know, and

her own feelings about these things when she was experiencing her first university teaching
assignment. Teaching for Janine seemed tension-filled.
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It was as part of the memory box activity that Janine began to tell and retell another story of
what it might mean to be a teacher. Janine brought a tattered ABC picture book to class, a special
childhood book. She told of the fun and excitement she experienced when her Dad joined in
daily family routines. The picture book called forth memories of her as a small child sitting in the
bathtub, her dad perched beside her on the edge of the tub listening as she read the ABC’s with
every turning page. This was a special time in her story of who she was becoming.

Janine’ story of learning with her Dad was one in which he was present as a responsive listener.
Janine knew the ABC’s were important to her Dad and so they were important to her and she
learned to tell them. The cherished book, her memory box item, triggered powerful feelings
for Janine. She knew she was uncomfortable with the stand-and-deliver way of teaching and
learning that too often occurred at the university. Traveling back to her experiences of the

long ago time and place of her childhood, Janine recalled the relationship and the experiential
responsive teaching of her father as key to how she knew herself as a learner. In her retelling
assignment, Janine re-imagined how she would teach her university classes in the future.

She began to imagine providing students with experiences to engage them, as well as valuing
relationships between teachers and students rather than transmitting information to students
made passive by one-way communication. As Janine talked passionately about the experiences
her memory box ABC’ picture book evoked for her, we engaged our imaginations and helped
her to retell her story of being a teacher.

A Third Reflective Practice Activity: Using Readings as a Reflective
Starting Point

David is a high school science teacher, working on an education doctorate on a part-time

basis. Triggered by the articles on identity making and his dialogue writing about that, David
began to tell stories about his culturally diverse students, students he worked with each day
before class. He connected his stories to the articles that spoke to how not only our identities

as teachers are in the making, but so too are the identities of our students. Being a Caucasian
teacher in a multicultural secondary school, David noticed how student groups were formed
around ethnicity. He described a scene where East Indian students gathered in one part of the
corridor, an Asian group lounged in another, and Caucasian students mingled together. David
told our class how he initially chose to ignore the “tension” between the groups of students
because of his own fears. Perhaps he, too, perpetuated what he had learned, that is, it is better
to ignore stories of tension because opening up tensions creates spaces of uncertainty, spaces

of not knowing. David’s stories highlighted Taffy Raphael’s metaphor (in Florio-Ruane, 2001)

of how stories can become “museum pieces,” that is, we tell them but leave them “untouched,”
just as we sometimes do as we tell stories around plotlines of diversity. As David told his story of
himself as a student, he realized he had not examined cultural issues such as social and economic
inequalities, discrimination, and oppression of minority groups. These issues were considered
too controversial. While engaging in these narrative reflections both in and out of school, David
wondered why he did not ask his students why they segregated themselves by ethnicity. He
began by first engaging in a conversation with his wife, a woman of East Indian heritage. He
wondered if he could gain a glimpse into the storied world of his students of similar heritage.
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Trusting his classmates, David shared how he decided to travel to a place of tension where he
explored the gaps and the silences in his classroom. Not knowing what to expect, David asked
his students why they grouped themselves according to ethnicity. As David told what happened,
we were awakened by his students’ stories of culture, identity and their longing to belong. His
East Indian students told David why they liked to refer to themselves as “Brownies.” The stories
David told of the students made us wonder how they were making sense of their unique worlds
and how they were shaping their identities.

On that day, by asking a question and thus creating a space in his classroom, David empowered
his students to share their voices and to teach others their ways of knowing. In Noddings’ article
(1993), the author noted that dialogue has the capacity to either disconnect us from one another
or to connect us to one another. As David took his experience from our university class to his
high school class, he began to realize he wanted to create an environment where his students
learned how they were unique yet connected to one another in their shared experiences. He
hoped they learned that they were not alone in their experiences, dilemmas and wonders. He
hoped they learned their voices, no matter what color or label, were noteworthy and special.
David, in his retelling and reliving, opened a space to engage a tension, to begin genuine
dialogue.

These three activities opened up spaces to begin retelling and, for some students such as David,
led to reliving stories, to changed practices. We also asked each person to look across all of their
‘tellings’ from the course and, near the end of the course, to begin to draft a retelling, that is, to
interpret their lives as told in different ways, to imagine different possibilities. We noted earlier
that retelling stories is difficult work. We want to share fragments of Simmee’s retelling to give

a sense of this process. Simmee, a teacher of young children, is spending one year out of her
classroom in order to study at the university. She used a chapter book format for writing her
retelling.

A Fourth Reflective Practice Activity: Fragments of a Retelling

Chapter 1: Changing Landscapes

Why do I teach? Why do I teach the way that I do? Why am I so adamant

and passionate about learning how to further improve my students’ learning,
particularly those considered “at risk”? As an educator, I find myself having so
many more questions than answers. Realizing that there was much more I needed
to learn as an educator, I decided to apply for a Professional Improvement Leave
last year.

As I planned out my courses for the upcoming year, I stumbled across the
narrative inquiry course. Although my area of focus was in the Language Arts,
I thought perhaps this might be a good course to take. After all, having taught
in a variety of school settings and working with diverse students, shouldn’ I
know something about inquiring into life in the elementary classroom? What 1
didn’t know back then was how much this course experience would reshape my
thinking, my ways of knowing as an educator. This course, my works-in-progress
groups, and my professors, taught me the importance of reflecting on who I was,
my childhood experiences, and who I was becoming as an educator.
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In Telling Teaching Stories, Connelly and Clandinin (1994) wrote that it is our
past, present and future experiences that are central to the curriculum of

teacher education through our life stories. As I began to attend to my narrative
landscapes, I realized my ways of knowing from my past would forever be a part
of me. My past would shape the present and it is this knowing that has enabled
me to reconstruct and “shape” my future stories that are still in the making.
Through knowing pieces of myself, I have come to better know others, who I am
as an educator and why I teach. My past experiences are all bits and pieces of my
“wholeness.”

Short and Burke wrote, “Inquiry and change for us often begins with a vague
feeling of tension that we may not be able to articulate” (1996, p. 97). I think
back to the first day in this course where I was asked to tell my story and I
listened to the stories of others around our table. I think about the “safe” story
that I told my classmates, purposefully leaving gaps and silences in the story I was
unwilling to tell. As I learned to trust my classmates, I began to tell my story in
between the margins.

[ was drawn to a photograph of myself as a child. “Attend to the edges, look at the
gaps, the silences,” I can still hear Pam and Jean gently saying to us. As I continue
to examine this picture, I realize that I am able to see through different lenses. I
see a different way of knowing. I can feel the anxieties and the vulnerability that
lives and breathes within those eyes. I know I don't have to journey far in order
to imagine her thoughts. That timid, fragile child who is seeking to make sense
and understand her place in the world is the same girl that I often see when 1
look at my reflection. Today, I am going to invite you to see the world from the
perspective of this little girl and her ways of knowing...

Chapter 2: The Little Girl

My parents met in Hong Kong and decided to move to England for greater
opportunity, in hope of a more prosperous life. They owned a small “Fish and
Chip” shop where my two siblings and I would spend most of our time. There
are many Asian families who do not believe in having a babysitter and our family
was no exception. So when [ was a baby, my mother literally carried me on her
back. She would securely strap me behind her using a sturdy piece of cloth. I
remember how I took comfort in being close and safe while my mother cooked
with me firmly attached to her back. My parents wanted to shelter me from the
“stormy weathers” inherent in life. They wrote me a script that they hoped would
keep me safe from harm’s way. I listened to my parents and stayed close by. I was
fearful of many things like the escalator steps that moved so quickly, I was sure
they would swallow me up. What if I fell flat on my face? Every time we went on
escalators, my father automatically lifted me into his arms and carried me. And
when it rained in England, we didn’t just get little worms, we would get huge
slugs that practically covered the entire sidewalk. My dad knew to carry me when
it rained. And of course, there was my first week at playschool. I cried so much
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that my sister was frequently taken out of class just so she could calm me down.
There was much to fear in life and this was just the beginning. Now as a teacher
of young children, shouldn't I protect my students from the harsh realities of the
world? I think about the times I've watched over them, like a surveillance officer,
wishing I could protect them. Often feeling the need to “run a tight ship” in my
classroom—maybe then they would never get hurt. What [ didn't realize then was
how [ was silencing the voices of my students just as mine grew silent as a little
girl.

If T were to give this little girl a voice, she would plead, “Carry me, tell me what

to do!” She wished someone could tell her what was going to happen next. This
little girl didnt know how to write her story at the time. Today that little girl has
a voice and her own story to tell.

Chapter 3: The Unknown

[ was five years old when my parents announced that we would be moving

to Canada. It was the same year I had to start kindergarten. Kindergarten
represented another unknown. I was petrified. On the first day of school, when
[ was passed over to my teacher, I kicked her firmly in the shin. Speaking in my
mother tongue (Cantonese), I pleaded to go home, but to my dismay, I had to
stay. For the first time, I had to stand alone.

I cried many tears during my time in kindergarten, and with time, they became
silent tears. I'll never forget the day we played the “Telephone” game. In this
game, all the children have to sit in a circle. Somebody gets to create and pass
on a secret message by whispering it to the person beside them. While we were
playing the game, the boy sitting beside me skipped me. I thought it was an
oversight at the time so I timidly told the boy that he forgot me. He ignored me
and I started to cry. I didn’t understand why I wasn't included or what made me
so different from the other children. I desperately longed to belong. Through a
face full of tears, I quietly told my teacher and she responded by telling me to
“Shut up!” Embarrassed and feeling very alone, I made sure to be very quiet in
kindergarten.

As an adult, my kindergarten teacher’s stinging words still resound in my
memories. With the demands of a busy classroom, I wonder how many times I
have dismissed or “brushed off” a student. I wonder how my words unknowingly
had a lasting effect on them and their ways of knowing. There are many children
that are like me in my classroom. I see my story behind their worried eyes. My
experience with exclusion as a young child reminds me of what kind of teacher

[ continually strive to be. As I lay my stories alongside theirs, I can see threads
tying us together. I think about Maxine Greene’s article (1993) and the stories of
my classmates. I wonder how I can create a safe space for my children to share
their voices and create a community where everyone belongs.
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When I first told this story to my works-in-progress group, they thoughtfully
responded by asking questions about the gaps and silences. It was through our
conversations that I realized they too had lived stories that were intertwined with
mine. Everyday I came to our “kitchen table” realizing that I was and am never
alone. We all belong. As I retell my story in this chapter, I find myself filling in the
gaps, the silences.

Chapter 4: Standing In, Standing Out

Cantonese was my first language and I was fairly proficient in it. I spoke
Cantonese mainly with my parents but I spoke English to my siblings and
cousins. I had a slight British accent when I began grade school. Being extremely
shy deterred me from sharing my thoughts orally at school. I learned how to read
quickly in grade one. However, I hardly ever read aloud and, even when I did, my
voice was barely audible. I would often escape into my own little world where 1
would lose myself in books. One comment on my grade school report card was,
“Simmee likes to stay in the library and read by herself.” Looking back, I must
have loved books because it was through stories that I explored the possibilities
that maybe I wasn’t so different after all.

By the time I got to grade three, with my seemingly absent voice, the teacher
determined I required remedial instruction. I left math class 3 times a week for
remedial English instruction. This instruction consisted mainly of playing easy
board games and reading simple words. On occasion, I would even get treats

for my efforts. Every time I was pulled out of class, I felt embarrassed for being
“different.” I wondered why I couldn' stay and I did not understand why I was
different. I did not want to be different. I wanted to scream and shout, “I am not
dumb!” Instead I found myself not saying anything. The script was ready made. 1
would be a “struggling learner.”

Fortunately, remedial instruction stopped after a year. I was given my first
standardized test where my test scores indicated that my reading skills were three
years above grade level. The teachers were surprised at my achievement scores.

I wonder if my learning was credited to the remedial program. As I continued to
be immersed in English at school, I eventually lost all trace of the British accent. I
found myself beginning to lose my ability to speak Cantonese fluently as well.

Throughout my schooling, I continued to be a studious student but a passive
participant in oral activities. I was afraid to “stand out.” What if T got the answer
wrong? [ did not want to appear stupid to my peers or the teacher. Would my
teachers think that I needed remedial instruction again? I just wanted to be like
everyone else. I would act as a “stand in” in a script that was not my own.

Even as an adult, afraid to be judged, to be labeled, T find myself keeping my
stories of inclusion and exclusion silent. These stories of tension seemed like
weaknesses. [ was afraid that my past would reveal who I was and, perhaps,
dictate my future. I have come to learn that it is only in recognizing and sharing
stories of “tension” that I will learn about the important gift I can give to my
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students. I can truly say, “I've been there. I understand. I am here to listen.”
Just as I did not want to live out the script and labels that were written for me,
[ am learning to be mindful about the character I play in the children’s stories
they are authoring. I am learning to be careful not to write the scripts for the
children. Have I silenced the voices of my students, especially those of diversity
as sometimes I may have spoken for them or, worse yet, ignored their stories
and experiences altogether? How often have I assumed that my English as a
Second Language learners would appreciate differentiated treatment and the
extra attention? Delpit (1995) might ask me about the times I “watered down”
instruction because I did not understand and appreciate the knowledge my
culturally diverse students already possessed. How often did I make the time
to listen to their stories? How often do my assumptions about children create
barriers to their learning, their being? If I ever drift off shore, I just think about
that little girl and I can hear her voice.

I see how I lost a big part of my culture as a youth. I want my students to
understand that differences have a place in society and a sense of community

and belonging does not mean they need to lose themselves in the process. I am
learning how important it is to incorporate their unique ways of knowing into
our curriculum. If I truly want to empower my multicultural students, rather than
having them become merely conformist to the standards of those who hold the
“culture of power,” then I need to give them ample opportunities to become the
authors of their own storied landscapes.

Chapter 5: Our Greatest Teachers

[ read a letter in our class readings (Connelly & Clandinin , 1994) written

by Sherri Pearce, a student teacher describing her teaching experience. Her
statement, “I saw a world of pain and questions that I never sought to answer
because it had never occurred to me to ask” (p. 156), called to mind, Jared, a
former student of mine, who had a reputation for “disruptive” behavior. On

the first day of school, I was told by an administrator that he was coded as a
“Badapt” student, a behavior disorder combined with oppositional defiance. I
wondered how my preconceived notion, my story of who Jared was, affected how
[ treated him. At the beginning of the school year, I was very strict with him and
I often wondered why he seemed to have such a liking towards me, even when I
disciplined him. It began to feel like my day would be dependent on whether or
not Jared was having a “good” day. There were days when I was ready to rip my
hair out, until I reached the point where I threatened to call his father to tell him
of Jared’s behavior. The way Jared reacted to my disciplinary actions surprised
me as he would grow fearful and would beg me not to call home. It was not until
one day after school that Jared invited me to hear his stories and I learned about
his life, something that would forever change our relationship. His story helped
me understand him—without the labels. Jared shared his stories of adversity and
struggles with me, stories about his mother’s death, his sister’s drowning, his
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father’s anger. He also told me he hated to be singled out when I read with him
while other children read in groups. As I laid my story of exclusion as a little girl
alongside Jareds, I began to understand. This was my “awakening.” Jared and

this class remind me of how important it is to listen and to respect our students’
stories. It is only then that spirits take flight and I can encourage students to reach
new heights. At the end of the year, Jared wrote me a special note to thank me for
being his teacher. This brought tears to my eyes as I thanked him for being mine.

Chapter 6: Movement into Adulthood

As I retell and relive my storied landscapes, I can see the threads, silences,

and gaps. Pam and Jean asked us to develop and reflect on our annal at the
beginning and at the end of this course and I began to see the fluidity in my life.

I think about the movements I created for myself as an adult. T have come to the
realization that what I thought was challenge was sometimes my fear of being dis/
positioned and unpleasantly surprised, yet again. In my journey to belong, I often
created change, before change happened to me. With unpredictable enrollment
rates and uncertain job opportunities, I created movement in my professional life
as I transferred from school to school.

Chapter 7: Spirits that Carry us from Day to Day

lan Sewall’s words, “As an educator I live in the frustration of knowing that 1
teach shore life to so many who live amongst the shifting floes” (1996, p. 6),
made me think about how I can use stories to connect and embrace those that
are lost, as we all are at certain times in our lives. I have learned how important
it is to share stories with family, friends, colleagues, and my students. As I retold
my stories to my works-in-progress group, I realized how it was these stories that
kept me going from day to day and helped me realize that I am not the only one
who occasionally “shifts away from shore.” This class showed me that it is often
the “unknowing” that teaches me so much. It is through open dialogue with my
colleagues that I have learned—I am not alone in my inquiries and uncertainties
about teaching and learning. Paley (1986) reminds us that, “No matter what age
of the student, someone must be there to listen, respond, and add a dab of glue to
the important words that burst forth” (p. 121).

Chapter 8: The Bigger Girl

When 1 first reflected on the photograph of me as a little girl, I saw fears and
weaknesses. Now [ see a part of me that still longs to belong, to be accepted, to be
heard. I've come to know that I've tried to hide these parts of me, but they are an
undeniable and important part of who I am. T have learned to see the strength in
this little girl and the wealth of experiences she brings. Whenever I see children
with fears, insecurities, and diversity, I can look into their eyes and see a part of
me in them. [ see in their eyes how much they want to belong and I realize how
important it is for me to give them the time and space to be the authors of their
Oown stories.
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We can all be the authors of our own stories. With time and love, we would be
fortunate to become a part of each others’ stories. Maxine Greene (1993) once
wrote that we need a moving and living curriculum that refuses “to grade anyone’s
story against a standard norm” (p. 219). Greene would have us create a society
where individuals are encouraged to find their voices and in so doing write and
tell their own stories as they live out the process of becoming. I have learned

that it is not the titles or labels that others assign us nor is it the destinations we
reach that define who we are. What is important is our journey. Life is a work in
progress and we are always in the making.

Chapter 9: Time and Space to Imagine and Re-imagine

When 1 first began teaching, I taught my students the way I learned as a child.

[ recycled assumptions and prejudices in my classroom because that was part

of my knowing. If I had looked deeper into my past experiences as a child,
perhaps I would have come to know what it might be like to be a “labeled”
student. Hankins (1998) reminds me how our stories, past, present, and future,
are intertwined and are shaped by one another. Knowing why I did what I did,
realizing the interconnectedness of my students’ and my life helps me reconstruct
my ways of “knowing” as a teacher. It has taken many years into my journey of
“becoming” as a teacher to realize some of my own assumptions and beliefs. I am
still learning.

Sometimes people think that school is just about learning math, language arts,
etc... But what about learning about who we are? Why we teach the way we do?

[ am still learning about who I am as a teacher, a sister, a daughter, a friend, and

a graduate student. I am learning about who I was, who I am now, and who I
continue to strive to be. I am learning that all of my stories are uniquely mine and
they all have a place. When I opened up my letter from the University this spring,
I saw the words “Official Admission Approved.” I was “officially” accepted into
the Master’s program. I was elated of course, but I realized I don’t need a letter

to make me feel like I belong or to know I have something to offer to the world,
to my students’ worlds. I can be a “world traveler” (Lugones, 1987). Lugones
reminds me of this gift as she states,”... by traveling to their ‘world’ we can
understand what it is like to be them and what it is to be ourselves in their eyes”
(p. 17). Having the time and space to reflect on my stories with other educators
has helped me understand how I can better attend to my students and give them
the space to be, inter-be, and to become. It is my stories and the stories of others
that keep me passionate. In teaching, it is the routines that give me a sense of
order, but it is my rhythms that give my teaching life. The time and space to share
our stories is where we can imagine and re-imagine the possibilities.
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Returnings: Imagining the Possibilities for Becoming Otherwise

We are gathered one last evening around our kitchen table. It's dark outside. The trees are bare as
we head into December. There is a palpable feeling of energy, excitement and a hint of nervous
tension as students begin to share pieces from their retelling projects. Everyone is curious to

hear of where our diverse journeys have taken us as we retell who we are as educators. We listen
and see the courage and passion in one another as teachers re-imagine their professional lives.
Through retelling, the moving force and spirit of our lives have infused our becoming.

After sharing we quiet our voices to read the last picture book of class. Appropriately it is named
I'm in Charge of Celebrations by Baylor (1986). We read the book in a ‘round,” passing it along in
a circle. It is an improvisatory act but we have shared enough to engage this way of working. As
we pass the book along, one to another, we embody our profound gratitude and respect for the
dialogic relationship we have come to know.
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Reflections on ESL Learners:

Disrupting Preconceptions

Michéle de Courcy
University of Melbourne, Australia

Introduction

Students who are preparing to be teachers come to university with certain preconceptions about
what the world is like, what classrooms are like, and how students acquire literacy. It will be
argued in this paper that the background and experiences of most teachers in training is not only
not equipping them for the sorts of classrooms in which they will teach, but also that a small
amount of information may even allow them to form false and potentially harmful attitudes
about bilingualism in general and the needs of their future pupils in particular.

Australia is a multicultural country, comprising people from over 2000 different ethnic
backgrounds. 20% of Australians were born overseas (though many of them in an English
speaking country). 21% of people report speaking a Language Other Than English (LOTE)

at home. In our schools, 30% of students are from a LOTE background. The languages most
commonly spoken are, in descending order, Italian, Greek, Cantonese, Arabic and Vietnamese
(Clyne & Kipp, 1997, 2002).

In Victoria, the state in which the author is located, 20.1% of people speak a LOTE at home. The
LOTEs most spoken are, in descending order, Italian, Greek, Chinese and Vietnamese. In some
parts of West and South Melbourne, over 50% of those over five speak a LOTE (Clyne & Kipp,
1997). Indeed Arkoudis and Davison (2002) report that, at one inner Melbourne secondary
school, 95% of the students are from a LOTE background, with the largest group being Arabic-
speaking.

However, as Ang (2001) and Miller (2003) note, the concept and status of multiculturalism has
been recently contested, and “there is a recent conceptual shift toward traditional Australian
qualities, values and ideals, and away from a valuing of diversity” (2003, p. 11). One “traditional
Australian values” is that education has had assimilation as its aim and has not valued the
diversity of cultures brought to educational settings by minority groups (Miller, 2003, p. 4).

In contrast to the children they will teach in metropolitan classrooms, Australian teachers and
teachers in training are, conversely, increasingly monolingual and monocultural: “Most of these
professionals are monolingual, [and] are trained in monolingual institutes using monolingual
materials and assessment tools” (Clarke, 1999, p. 2). Borland (2001) maintains that the result of
this is that “there still remains a lot of ignorance and mythmaking about language development,
and, specifically, bilingual language development, much of which has been fuelled by well
meaning, but not necessarily well informed English monolingual teachers” (p. 7).

Even the classification of a NESB (Non English Speaking Background) child is complex. As the
authors of Literate Futures note, “NESB families range from business migrants to political refugee
populations, from Indigenous students who speak a second dialect of English to children born in
Australia of migrant second-language-speaking parents” (Queensland Government, 2000, p. 10).
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The funding of ESL provision has also been changed. Ives (2004) writes: “ESL specific funding
has been untied and is currently delivered to schools within their annual global budget. It is now
acceptable for schools to cater for ESL students with embedded strategies aimed at achieving
measurable improvements in literacy and numeracy outcomes for all students” (p. 4) McKay
(2001) argues that what is happening to ESL learners is that “rather than enabling ESL learners,
through targeted funding, to enjoy the same educational opportunities as others, the government
is ‘outstreaming’ ESL learners by insisting that they pass a set of literacy tests prepared according
to the expected pathways of another set of learners in the population” (p. 221).

In summary, the reality for most ESL children is that they are now being educated in a
mainstream classroom, by a teacher most likely not trained in ESL, to whom they are invisible
(unless they are receiving targeted funding), and who is required to teach and assess them using
literacy benchmarks designed for children whose native language is English. The benchmarks
emphasize reading and writing so that oral language — the very aspect of English which ESL
learners need in order to scaffold developing literacy skills in English — is neglected, even though
attention to it is given in the curriculum. This process results in ESL children being identified as
‘failures,” while allowing their need for specialist interventions to be sidelined.

In this paper, I will explore the results of an attempt to raise an awareness among our teachers
in training of the importance of oral language in scaffolding literacy, and of the needs of children
from diverse backgrounds.

Setting and Data Collection

The questions posed in this article will be explored using a discourse analysis of some writing
by a group of pre-service teachers at a regional university in Australia. At this point, I wish to
echo van Dijks (1993) caution that “discourse analysis, whether critical or not, may not make
much difference, unless we are able to contribute to stimulating a critical perspective among our
students or colleagues” (p. 280). This paper aims to start such a conversation.

The situation described earlier, that of a mainstream class including a high proportion of

LOTE background children, is in stark contrast to the composition of the student group under
discussion in this paper, and the classes in the regional town in which their institution was
located. In that town, only 5% of the population were born overseas (compared with 20% for
Australia as a whole). Also, of this 5%, two-thirds were born in an English-speaking country.

Two percent of the town’s population (1,384 people) spoke a LOTE at home. The languages most
spoken were Greek, Italian and Chinese.

Even though this student group was located in a very white, Anglo area, their situation is

not unique in Australia. For example, Iles (1996) investigated a similar group of pre-service
teachers in Tasmania. The focus of Iles’ paper was on the use of e-mail to create a virtual tutorial.
However, in their e-mails, the students were reflecting on one of the same articles my students
read (Gibbons, 1991). The parallels in the comments made in the Tasmanian students’ writing
and those of the students in the present study are striking. As one of Iles’ students writes, “I was
firstly amazed that 1 in 4 children in Australia are bilingual! I guess in Tassie [Tasmania] we are
pretty much isolated from the general multiculturalism of mainland Australia” (Iles, 1996, p. 33).
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Yet graduates of our program could be employed to teach in any mainstream primary school
classroom, not just in largely monolingual rural and regional settings. It was recognized that they
needed some preparation for the linguistic and cultural diversity they might be faced with in a
classroom in a metropolitan setting.

Indeed, one of the graduates of the program undertook her Honours project (Forbes, 1998) in
her multilingual, metropolitan, mainstream classroom. In the class she studied for her thesis on
“The development of reading and writing skills in two ESL children,” 62% of the pupils were
ESL children. At home, the 18 children spoke the following languages: Lebanese Arabic (2),
Iraqi Arabic (2), Macedonian (2), Greek (1), Indonesian (1), Samoan (1), Urdu (1), Spanish (1),
and English only (7). This class resembles one described by Clarkson and Dawe (1996) where,
in a class of 25-30 pupils coming from 5-10 different ethnic and/or linguistic backgrounds, the
teacher is most likely to be a monolingual English speaker.

The students whose writing will be analyzed in this paper were at the end of their first year of

a four-year primary teacher education program. They were enrolled in the first-year literacy
education subject, which was a year-long unit, with one hour of lecture and one hour of tutorial
per week. One of the tasks the students were required to do was to submit three “reading
reflections” on some set readings. Each week, the students were set an article to read related to
the topic of that week’ classes. The students were each given a number between one and five,
and were required to do the readings in the reading pack corresponding to their number. By
having students in each class always reading five different readings, we were able to incorporate
jigsaw activities on a regular basis in the tutorials. The task was set out for them as follows:

Table 1 — The Reading Reflections Assignment

The task:

Your lecturer will assign readings to you when the tutorial topics are allocated.
Reflections on these readings are designed to help you synthesize and analyze a
number of readings listed in the book of readings on each topic.

Your Reading Reflections are to be word-processed; referenced using the Harvard
system and must include a reference list. They must be submitted to your lecturer by the
due dates, listed below. Each Reading Reflection is worth 5% and will be approximately
800 words in length. Your Reading Reflection should include the following:

a) What are the four most interesting issues related to this series of readings?

b) What ideas and issues in the readings challenged your beliefs about learning
and teaching in language and literacy?

c) What do you believe are the most significant or valuable issues applicable to
you as a pre-service teacher?

d) What unanswered questions do you still have about this topic?
e) Your reflection must include direct references to the series of readings.

To sensitize and prepare the students for situations they might face when they are teaching, and
to address gaps the faculty perceived in the official documents, readings about diversity, broadly
speaking, were included in their reading packs. The articles for the final reading reflection, which
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is the one analyzed in this paper, were about oral language, functions of language, ESL students,
and Aboriginal students (focusing on the Aboriginal English dialect). The articles about ESL
pupils the students read were: Burke (1993), Dufficey and Gummer (1991), Gibbons (1991),
McEvedy (1986) and Murray (1989). Summaries of the articles can be found in the Appendix.

This paper will concentrate on the students’ writing about ESL students. I considered the
following questions:

1. Did what they read help to prepare them for teaching ESL students?
2. Did it change their pre-existing attitudes in either a positive or a negative way?

3. Was this something the students had thought about before?

On first reading the students’ work, which was submitted after the end of the semester, I

was initially struck by the ways in which ESL students were represented or “othered” by

the student writers. As van Dijk (1993) notes, “The justification of inequality involves two
complementary strategies, namely the positive representation of the own group, and the negative
representation of the Others” (p. 263). In many of the essays, I found the students were enacting
this justification of inequality by using the strategy of contrasting “us with THEM, e.g. by
emphasizing ‘our’ tolerance, help or sympathy, and by focusing on negative social or cultural
differences...” (p. 263).

I decided to explore this further by conducting a small research project, based on the essays. 1
wanted to explore the students’ writing in more depth, so, after obtaining ethics clearance from
the university, [ asked students who agreed to participate to submit, anonymously, clean copies
of their essays so I could conduct a discourse analysis of them.

Data Analysis

Thirty-seven anonymous essays were available for analysis, and were assigned a code based on
the first initial of the author of the article about ESL pupils for that student’s group, as follows:
B1-8, D1-7, G1-7, Mc1-9 and M1-6.

There were two stages in the analysis of the data. In the first stage I conducted a simple content
analysis of each essay, where the students’ responses to questions b) - challenges- and d) -
unanswered questions - were transcribed, categorized and tabulated according to themes which
emerged from the data. I used a grounded theory approach, with themes emerging from the
data. In this analysis the essay as a whole was analyzed, not just the sections dealing with ESL
children. A summary of this analysis will be presented first in the “results” section below.

Results — General Reading

Results from reading the text as a non-critical reader, looking for themes, will be presented first.

No Challenges or Questions!

As noted above, these readings were deliberately chosen in order to encourage reflection on the
experiences of teachers working in contexts and with learners that were outside the students’
own (limited) experience. Therefore, it was surprising that, in answer to the question “What
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ideas and issues in the readings challenged your beliefs about learning and teaching in language
and literacy?” seven of the students indicated that they were not challenged at all. Of these seven,
four did not address the question, either explicitly or implicitly, and three deliberately wrote that
they were not challenged. Typical responses were “nonle] of them challenged my beliefs that I
have established during my time at university and ones that [ previously had” (Mc6) and “the
readings fitted into the mould of what I expected really well” (G6).

In response to question d) “What unanswered questions do you still have about this topic?” it
was striking that 16 of these 37 first year students (43%) had no questions. They either did not
address the question (7 students), specifically stated that they had no unanswered questions
about this topic (6 students), or wrote that they had no more questions because of the quality of
the readings (4 students). For example, G5 wrote, “many unanswered questions may have arisen
if I had not read ‘A Whole School Response’ as it is clearly set out and easily understood.”

Challenges and Questions About Oral Language

Several students had comments and questions that dealt with oral language topics other than
ESL. A content analysis of the students’ responses revealed that the same themes recurred in
“unanswered questions” and in “challenges to beliefs.” The results of this analysis will therefore
be presented together. The themes were - dialects and varieties, oral language and its assessment,
cultural diversity, and creative thinking.

Dialects and Varieties

The six students who had unanswered questions about dialects appeared to cling to a notion of
correctness. Examples are - “How do we distinguish what is their dialect and what is incorrect
speech?” (G4). “[Should we] try and correct dialects which contradict our grammatical rules?”
(G3) “What do we do if children keep repeating these slang words in the classroom?” (M5)

Six of the students wrote about their surprise that what they had thought was “partly a form of
slang that was meant to be the standard Australian English” (Mc5) was actually a dialect called
“Aboriginal English.” They were surprised that dialects were actually a language variety, rather
than just ‘bad English.” B2 had never considered that a standard language was a social and
political choice.

Oral Language

The six students who were challenged by the oral language readings were surprised at how
important it is for students to have opportunities to talk. A typical comment was, “I always
felt that the teacher talked and the students listened” (B6). They were also surprised that
opportunities for pupils to use and develop their oral language had to be planned for.

The unanswered questions focussed more on pedagogy and assessment of speaking. For
example, B5 wondered: “How do you get a shy or quiet student to participate in oral language
activities in the classroom?”, while M2 asked, “How can a teacher effectively assess the linguistic
and cognitive ability of each child in the classroom? Each child develops at a different pace and
how can this be incorporated into assessment activities?”
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Cultural Diversity

The students who found something challenging in their readings tended to frame their responses
in terms of what they disagreed with in the reading. Mc2, for example, proposed that providing

a choice of topics to research or books to read would overcome both of the problems proposed
in the McEvedy article — that is, that “a reading and researching project on iron ore or bauxite
mining communicates different meanings ...,” and that “The strong story lines in [certain books]
may be incomprehensible ...” This student did acknowledge, though, that “if children in the
class have a different set of cultural experiences that make sense to them, but do not match
those found in the school.... then the ESL childs ability to predict social outcomes is lost, their
expectations are not met and story lines may not make sense.”

B8, on the other hand, was challenged by the statement in one article that “White teachers might
regard Aboriginal children as lazy, uncooperative and shy” (Furniss & Poulton, 1991, pp. 19-20).
B8 wrote, “I feel that this is a very racial point. Teachers should view all children as equal and
have the potential to achieve and learn.”

The three questions about cultural diversity indicated either a broad, uncritical acceptance of
what cultural diversity meant for a teacher, or else a lack of understanding of what was implied
by the article. An example of the former is M4s comment that “After reading the four topics,
my views and values have been altered in a way that encourages me to be more considerate of
children from different cultural backgrounds and give them as much extra help that is need [sic],
even if it did mean in my own time.” In contrast, D6 seems to have misinterpreted the assertion
that teaching is more effective if there is an absence of conflict between home and school, and
that contflict can be avoided if the school develops an atmosphere in which every child’s mother
tongue is respected (Eagleson, Kaldor & Malcolm, 1982, p. 193). That student’s question was,
“How, when there are so many languages and dialects spoken in Australia, are teachers expected
to become familiar with the many idiosyncrasies in these hundreds of languages? There are only
so many hours in a day!!”

Creative Thinking

Two students found the concepts presented in the Murray article to be challenging - that the
only place indigenous children would hear English was the school, and that their teachers might
lack the confidence in English to go beyond the textbook. Two had further questions about
encouraging and developing creative thinking in their pupils. D3 was intrigued by “Smith’s idea
whereby ‘to understand language and to teach it, we must understand the mind of the language
learner’. (Smith, 1983, p. 52) ... Therefore, my question would be examining whether or not
you can fully understand the mind of the language learner or not. Is it possible?”

Of the remaining questions, three were broadly about pedagogical strategies for ESL children,
three had worries about how much time looking after an ESL child would take, and two used

a “disability” frame of reference to ask about ESL learners. Examples were, “ how do you fit ten
to fifteen minutes of time into your daily schedule to help one of your ESL students?” (Mc3). “1
would like to know if there is a support group that helps teachers dealing with second language
learners” (D1).
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The students’ writing about ESL learners will be discussed in detail in the critical discourse
analysis which will be presented next.

Results — Critical Reading

The second stage of analysis involved a search of the whole data set for comments written by the
students about ESL children. These comments were taken from any section of the essay in which
they occurred. Most of the comments about ESL children were found in the “interesting issues”
and “issues most valuable to me as a pre-service teacher” sections of the essays. In this second
stage of the data analysis, a more critical discourse analytic approach was taken. As van Dijk
(1993) notes, this involves “the more detailed, micro-level and expression forms of text and talk.
Many of these are more or less automatized, less consciously controlled or not variable at all,

as is the case for many properties of syntax, morphology or phonology” (p. 261). It is believed
that through this more detailed analysis, “the more subtle and unintentional manifestations of
dominance may be observed ... in intonation, lexical or syntactic style, rhetorical figures [and]
local semantic structures” (p. 261).

The framework chosen for the critical analysis was that outlined by Huckin (1997). Huckin
advises us to first approach the text(s) chosen for analysis as a general reader. Then he suggests
that we look closely at the text, “starting with features associated with the text as a whole (genre,
framing, visual aids, etc.) and then gradually narrowing down to sentence-level and word-level
features” (p. 86).

Genre

The genre of the texts under analysis was set by the task, and could broadly be described as an
expository text, thus giving the writer the chance to present her or his own point of view on the
topics available.

Framing

Although a particular format was set for the essays, some students chose to diverge from that
format, thus being able to present certain items before others. Huckin (1997) maintains that the
initial items presented serve “to create a frame for the story” (p. 86). Framing will be explored via
the features below. Which “frame” is foregrounded?

Omission

What is left out? What could the writer have written about, but chose not to? Out of 37 students,
only 20 even mentioned the issue of ESL students, even though all were supposed to have read
about it. It is as if such learners are invisible to the writers.

Presupposition

Implicit in the texts is the idea that teaching ESL children is difficult or a problem. The students
imply that they are not reading and writing about them because they are interesting or a
resource, but because they are a problem. Examples of this presupposition in the text are:

“ESL pupils need help [...] ESL children need a lot more assistance when learning
the English language” (Mc2).
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“Teaching reading to ESL children is [particularly] difficult” (Mc3, Mc6).

“ESL children are ‘not born linguistically handicapped; nor are they deficient
in intellectual abilities’ yet generally, these children will finish secondary school
behind in the performance of their English speaking classmates” (Mc5).

“it is highly likely that we will have to deal with this issue in our classrooms”
(GD).

“opened [my] eyes to some of the problems experienced by the children” (B2).

Topicalization

In examining topicalization, we examine the topics or subjects of sentences, to see which frame
is being supported. “Certain pieces of information appear as grammatical subjects of the sentence
and are thereby topicalized” (Huckin, 1997, p. 83). There are two dominant frames that seem to
be used in the student teachers’ discourse — ESL children, and teachers (who need to teach them
to read).

Agent-Patient Relations

The approach I adopted for defining and describing agency is taken from Huckin (1997), who
describes it thus: “If someone is depicted as an agent, who is it? Who is doing what to whom?
Many texts will describe things so that certain persons are consistently depicted as initiating
actions (and thus exerting power) while others are depicted as being (often passive) recipients of
those actions” (p. 83).

Applying this notion of agent-patient relations from Huckin to the student texts reveals a
dominant pattern of ascribing agency, so that what teachers do is the sole preoccupation, and
further that ESL children are not learning, and are a problem that the teacher has to do something
about. Students are portrayed as passive. Is this the student teachers’ own perception of
themselves? Do they therefore see the first language students as passive also?

Some examples from the texts are:

“teachers have to be sensitive to this” (Mc7).

“create an inclusive classroom for ESL learners” (G1).

“provide for the students and to make their learning as effective as possible” (D3).

“[article] gave many teaching strategies of how to deal with them (B2). (“them” = “ESL
children” in this context).

“Teachers should make the effort to learn about the cultural backgrounds of their
students, to create a class that values diversity and is one of inclusion” (M2).

There is one example where the agentless passive is used, but it is clear that the teacher would be
the agent:

“I realize that all children no matter what their language background is — ESL
or standard English — should all be given many and equal opportunities to be
immersed in oral language, with opportunities to speak and also learn English”
(Mc4).
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Even when the students are influenced by the texts in relation to bilingualism and language use
they still focus on teacher action rather than any agency that might be ascribed to the learner, as
in: “Teachers should encourage their ESL students to use their mother tongue” (G1).

Lexical Choice

At the word/phrase level, we can examine the connotations of particular words, and the
collocations found in the writing. I ranked the statements according to my subjective
interpretation as to which were least or most negative in the following way. Terms such as
“second language learners” were considered to name children in the most positive way. Technical
terms, such as “ESL children” were considered neutral. I considered the use of “non” or “not”

in the words used to name the children to be more negative, followed by distancing terms, and
expressions which used a deficit view of ESL children.

Of course, a better way to rank the statements would be to ask ESL students themselves to rank
them, and this would make an interesting future project. My ranking is found in Table 2 below.
The numbers indicate the number of students who used the particular term:

Table 2: Naming ESL Children—From Positive to Negative Connotations

Children/students who have/with English as a second language 6
Second language learners 2
ESL student(s) 14
(1 “their” ESL students, 1 “your” ESL students)

ESL children 8
Your ESL pupils 1
ESL background 1
ESL learners 2
Students from non-English speaking backgrounds 2
Non English speaking pupils (quoting from the article) 2
A student whose first language was not English 1
Children that are not picking up English 1
These children/students 2
Children like these 1
Them 1
Australian students who could not speak English 1
A student that barely spoke any English 1
A child who does not speak much, or any English 1
Students from a different country 1
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One of the most striking connotations was found in the following extract, which was the one
that triggered my interest in conducting this project: “It has made me aware of the crucial role
teachers have to play on [sic] allowing ESL students to reach the same level of understanding as
their Australian classmates” (Mc1). I found the notion of ESL students not being Australian really
confronting in this student’s writing, as was the notion that a teacher would “allow” a student

to progress. A similar example, from a student who had read the same article, was: “I think this
issue is really relevant when you are teaching students from a different country” (Mc3). Again we
see from this writer the notion that ESL children are “from a different country,” not “Australian.”
There was only one writer (M1) who wrote about “being in an Australian school filled with
Australian students who could not speak English.” Another student wrote, “This would be done
to value the students [sic] culture & heritage and to let them know that our language isn’t more
superior than theirs” (G7). I note that for this writer, English is “our” language, and “they” have
“theirs.”

Words which the students used when discussing what they read about ESL pupils were:
“allowing,” “difficult,” “problem,” “deficit,” “difference,” “ESI/Australian,” and “assistance.” These
words tend to portray ESL children as being a problem, perhaps not “Australian,” and needing
teachers to do something about them. It should be noted, though, that many of the words come
from the assigned readings, especially that by McEvedy (1986).

” W ” i

About themselves, the writers used words and phrases like “ignorance,” “naiveté,” “assumptions,’
“did not know,” “did not think,” “had not thought,” and “had not witnessed.” Typical examples
are:

“I didn't realize how many things you had to consider to include second language
learners” (D3).

“I have personally had very little exposure to ESL students throughout my school
experiences, so most of what I've been learning is ‘theory yet to be exercised”
(D5).

“I had not thought about teaching students from a non-English speaking
background and I'm thinking that it would be a difficult job” (D4).

“I felt that the entire article was of great relevance and dealt with issues that I had
not yet witnessed — being in an Australian school filled with Australian students
who could not speak English” (M1).

Also, from some of the writers, we see “worry” and “fear” accompanying the beginning of
awareness of difference and diversity. An example is, “I am a little scared for myself knowing that
one day I might be faced with teaching these students and not having the knowledge or know
how to cater for their needs” (D2). D4s comment above also displays worry. As noted above,
patterns of intertextuality can be noticed between the student texts and the set readings, but
space precludes discussion of this issue here.
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It was clear from all the analyses that the readings were in urgent need of change, and several of
them were replaced in the next year’s set of readings. Gibbons and Dufficy and Gummer were
retained, as students had reacted positively both in class and in their essays to their practical
suggestions of positive, whole school responses to the challenges of having ESL children in
mainstream classrooms. Students were also encouraged to enrol in the “ESL in the mainstream”
elective that was offered in the fourth year of their program.

As noted in the earlier section on the setting and the data collection, before the reading
reflections were turned in, the articles were used as a springboard for discussions in the tutorials.
These usually took the form of “jigsaw” discussions, where “expert” groups who had all read the
same article would decide on the main points of their article, then move into “jigsaw” groups,
where each student had read a different article, in order for all to arrive at an understanding of
the topic of the week. These discussions, and the later analysis of the reading reflections, also
showed that some of the students were amenable to the arguments in the readings, and this
shows the even greater importance of including an introduction to ESL issues, even in a location
where multilingualism is not the norm.

Conclusions

The results show that the students were amenable to new ideas, but tended to construct and label
learners in passive and deficit ways. Such findings resonate with those of colleagues researching
in other contexts. For example, Skilton-Sylvester, investigating multilingual classrooms in the
United States, concludes that there are “several key assumptions in the dominant discourse on
the learning of English by linguistic minorities” (p. 9) which are:

1. A prevailing language-as-problem orientation is widespread and standard English is
seen as the solution.

2. An emphasis on subtractive bilingualism is widespread in ideology and in policy.

3. Immigrant and refugee rights to native languages are questioned on the basis of their
status as newcomers to the United States.

4. A narrow view of other languages exists that includes a belief that other languages are
useful only if they serve a pragmatic, instructional function. (Skilton-Sylvester, 2003, p.
9)

These views, which were found in Skilton-Sylvester’s search of the literature, were supported by
her classroom data (with Khmer-English bilingual children). The idea of language-as-problem is
the most closely aligned with my data.

The analysis of these reflections has led me to the worrying conclusion that a small amount of
information, though provided with the best of intentions, may inadvertently reinforce previously
held negative opinions about second language learners, as in the case of Mc8: “This series of
readings didn't really alter my perceptions about language acquisition and development, but I
think more importantly, cemented my existing perceptions.”
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Alternatively, it may let students think that, having read only one article, they are now fully
equipped to “deal with” any ESL pupils they may encounter in the future. “I feel I have a base
to work from if I was ever to work in a school that had families that used English as a second
language”, said G5. Also, like the teachers in Creese and Leung (2003), the students tended to
focus on the cultural aspects of diversity, rather than the key linguistic ones. It should be noted
that this was emphasized by several of the articles set for the task, so this is perhaps not so
surprising.

A pattern of responses to particular articles has also emerged from the analysis of the texts.
Those students who overall express the most positive attitude towards ESL children, and who
feel they are equipped with some strategies to start helping them to learn English, are those who
read the Gibbons article. Those who express their ideas about ESL children in terms of negatives
or problems were those who read the articles by McEvedy and Murray. Fear and worry are
expressed by those who read the Dufficey and Gummer article. Space prevents an analysis of the
articles themselves, but it does show that we need to exercise caution in our choice of materials
for our pre-service students to read. The choice of Gibbons (2002) as a text for our third-year
students taking the TESOL elective was made before completing this discourse analysis, but our
feelings about the suitability of this work have only been reinforced by the analysis.

I leave the final word to B7, the student whose attitude seems to be the most realistic, and the
most potentially beneficial for any ESL children who may come into her or his care:

“There are many unanswered questions about E.S.L. students for me. I feel that
this is a very important issue that requires the class teacher to develop new
strategies if he/she is to be successful in helping the students to develop their
understanding and use of the English language.”
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Appendix

Summaries of the Set Articles

Burke, D. (1993). Students from non-English speaking backgrounds — some factors influencing
their school experiences and learning outcomes. In D. Burke (Ed.), ESL in the Mainstream
teacher development course. Participants” booklet for Introduction, Workshop 1, Workshop 2 (pp
26-30). Adelaide, SA: Department of Education.

This article notes that, while “each student is a unique individual” (p. 26), we need to consider
the factors that affect them as a group. The author first discusses how the cultural “values,
attitudes, experiences and expectations” (p. 26) of the students and their parents may differ from
those of the school and suggests ways in which these may be accommodated.

“Language and learning are inextricably linked” (p. 27) and Burke notes how both first and
second language competence are important and discusses some of the influences on these. Then
she discusses the refugee/migrant experience, and encourages teachers to be mindful of what
some of the students have been through before they arrive in our classrooms.

The article concludes with a discussion of children’s past and present educational experiences,
and how these may impact their learning in the mainstream classroom. There may be “gaps in
conceptual knowledge and ... gaps in language skills” (p. 29), but a thread running through the
article is that we need to have high expectations of ESL students, not to classify them as children
with “learning difficulties.”

Dutfficy, P & Gummer, P (1991). Literacy and second language learners. In E. Furniss &
M.Green (Eds.), The literacy agenda (pp. 97-113). Melbourne: Eleanor Curtain.

This reading discusses how to organise for talk “where there are clues to meaning beyond the
language itself” (p. 97), that is, context-embedded talk. The point is made that “teachers need to
help students to talk like a written text” (pp. 98-99), one which does not rely on accompanying
action. The focus in this section is on what teachers need to do.

The next section, “reading in the classroom,” is about how to use literature to enhance the
following: “knowledge of content; vocabulary development; opportunities to listen; opportunities
to read; and knowledge of text structure” (p. 101). The authors again advise moving from
context-embedded to context-reduced talk around texts.

“Writing” follows next. It includes examples of second language learners’ writing, and debates
the efficacy of using process and genre approaches with second language learners. The authors
advocate a more structured, content-focused, genre-based approach. They advocate a whole
school approach which values the students’ first language and culture.
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Gibbons, P. (1991). A whole school response. Chapter 10 of Learning to learn in a second language
(pp. 110-119). Rozelle, NSW: Primary English Teachers’ Association.

The message of this chapter, as the author notes in the first sentence, is: “no one teacher can
answer all the language needs of bilingual children alone” (p. 110). The author believes that the
ESL teacher should “link their planning and teaching to the regular class program” (p. 110) and
suggests a number of ways of doing this, but notes that priority areas need to be identified.

She then suggests ways the community can be involved in the school, so that all children’s
languages can be valued. She suggests ways in which parents can be involved in the school.

Strategies for communicating information to parents are next suggested, involving both written
and oral media, and including, where necessary, the use of interpreters and activities to explain
current classroom practices.

The final section of the chapter provides a framework for evaluating the success of a “school’s
responses to cultural and linguistic diversity” (p. 115-6).

The article is overwhelmingly positive in its “take” on ESL children, and the author concludes
with Wittgenstein’s famous quote: “the limits of my language are the limits of my life.”

McEvedy, M. (1986). Some social, cultural and linguistic issues in teaching reading to children
who speak English as a second language. Australian Journal of Reading, 93), 139-52.

This article commences with the words “teaching reading to ESL children is particularly
difficult,” and continues to focus on what ESL children have problems with or need help with.
For example, McEvedy notes that “children who speak ... ESL are not born linguistically
handicapped ... but by the time [they] finish primary school, their scholastic performance in
language subjects can be up to three years behind” (p. 139) and that “59% of ESL 10 year olds
and 43% of ESL 14 year olds fail to achieve mastery in Reading” (p. 139).

The article deals with ESL children’s “reduced chances of scholastic success” in terms of
cognitive, sociocultural and linguistic factors. Cognitive schemata are discussed in relation to
reading. Then the cultural interface is discussed in terms of how different languages encode
personal relationships, etc. McEvedy notes that “the essential cultural problem for ESL children is
that they come to school with a set of cultural experiences that make sense to them, but they do
not match those found in the school” (p. 143).

McEvedy then continues to detail what ESL children might need help with in learning to read
in English — which sounds, pronouns etc, will be difficult for the children. The article paints an
overall deficit model of ESL instruction.
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Murray, B. (1989). Talking when English is a foreign language. In J. Dwyer (Ed.), A Sea of Talk
(pp. 57-66). Rozelle, NSW: Primary English Teachers” Association.

This short chapter tells the story of how, in the 1980's, Betty Murray developed a new English
program for children attending schools in the Torres Strait Islands to the north of Australia,
where the indigenous people are of Melanesian background and culture. For these children,
Murray notes that “the only place in the community in which they may regularly hear and speak
English is the school” (p. 57). The teachers also had limited competence in English, and were not
comfortable going beyond the language of the textbooks.

The program Murray designed was based on two principles — involving children in the
exploration of their world in English, using books as “the stimulus for these explorations and as
the scaffolds for teachers’ and students’ language growth” (p. 59). A sample unit (on turtles) is
provided to illustrate the principles and practice of the program.
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Teaching Grammar in the Foreign Language
Classroom: Teacher Beliefs, Teacher Practices, and

Current Research

Connie Zucker
Wayne State University, U.S.A.

Introduction

There is a little story behind how I finally settled on this dissertation topic. A couple of years ago,
[ was at a presentation by Stephen Krashen, and [ walked up to him with all my nerve and said,
“I have a question about this dissertation proposal I'm working on.” He asked, “Well, what do
you want to find out?” I replied, “What I want to find out is why language study is still not a very
high priority in this country, even after 9-11. Why are the students and parents in my district still
completely unconvinced of the need to know another language? Why is it that our enrollment

in foreign language classes is just barely holding on in everything other than Spanish?” And he
replied, “I'll tell you why. Most of the teachers are still teaching like they did 50 years ago—
grammar translation—and the kids hate it! There. I just saved you two years of research.” I was
surprised by his response, but asked myself, are teachers really teaching like they did 50 years
ago?

[ certainly knew what Grammar-Translation looked like, having experienced it first-hand as a
student, mixed with the Audio-Lingual Method. Looking back, I cannot say that I ever thought
of my Spanish classes as “fun,” nor was I able to use the language communicatively upon
completing the courses. It occurred to me that the one college Spanish course I enjoyed was one
that focused on Spanish art, emphasizing reading about and writing about art in Spanish. All
classroom interaction and work was in Spanish. It was essentially content-based instruction. The
focus was on communicating meaning. Maybe there really was something to what Dr. Krashen
had said. This made me wonder about my own teaching.

Since completing graduate work in second language acquisition and teaching methods, I had
embraced the need for a communicative focus in the classroom, and the need for children to be
purposefully and pleasantly engaged in language use. This led me to wonder what other language
teachers were doing in their classrooms. Was it generally true that teachers in my school district
still cling to an emphasis on explicit grammar teaching, or has language teaching actually
changed? Thus, I moved away from the topic of public policy and perception, and moved into
the classroom to conduct my research. Dr. Krashen’s reply led me to the topic that I ultimately
investigated—the teaching of grammar in the foreign language classroom: teacher beliefs, teacher
practices, and current research.

Background

The No Child Left Behind Act of 2001 (2002) is widely referred to as NCLB, which has become
a well-known acronym among public school teachers. It designates foreign languages as a
core academic subject, which makes language teachers subject to the criteria for being “highly
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qualified,” not the least of which is that highly qualified teachers base their instructional
strategies on “scientific research.” There was probably some sense of logic in the minds of its
creators while drafting this legislation; it was apparently premised on the thinking that teacher
training and professional development opportunities would give teachers knowledge of current
research, which would, in turn, bring worthwhile change in teachers’ instructional practices.
That is quite a long string of assumptions. Searching the literature, I came across several
statements that suggested that there is a need for more research on whether they can really make
all of those assumptions when it comes to the teaching of grammar.

Meanwhile, outside the walls of Congress, scholars in the field of second language acquisition are
calling for a closer look at how teachers justify strategies they use in their classrooms. VanPatten
suggests that “It is time to use what we know about second language acquisition to examine
[teacher] beliefs” (2003, p. 99). The literature suggests that beliefs play a key role in determining
teacher practices, and if a teacher’s beliefs about teaching grammar are very “traditional,” an
observer might expect to see activities that are grammar-focused. This may occur even with
teachers who think they are actually doing very “communicative” teaching. Musumeci remarks
that “...more qualitative classroom-based research needs to be done to assess whether programs
that purport to be ‘communicative’ according to the course syllabi and daily activities, actually
engage students in meaningful language use” (1997, p. 125). Bailey and Nunan (1995) concur,
advising that researchers need to listen to teachers’ voices if they are to understand classroom
practice in the teaching of second languages. Finally, at a conference of the American Council on
the Teaching of Foreign Languages, Medley and Terry (2003) pointed out that just over 1% of all
second language teachers report that they actually do research in their classrooms. The presenters
asked two poignant questions: How are teachers getting informed about second-language
acquisition theory? And, How do the teachers who are not at the conference become informed?

In the district where I conducted this study, there was a clear divide in beliefs and practices
among the teachers. From personal conversation with long-time acquaintances, I was aware that
there were at least a few teachers who taught from a heavily grammar-focused perspective. In
contrast, as a Spanish Level-1 teacher, I have tried to emphasize an interactive use of language.
My students are 13-year-olds. We still talk about the function of verb endings and we look at the
patterns; but there is an emphasis on using language for a practical purpose. The priority is the
communicating of meaning. I feel that my students have done pretty well if, by the end of the
year, they can construct simple comprehensible sentences, can answer most questions they hear
from me or other students, and can carry on a rudimentary conversation. They are decidedly
novices. Often, on their first day of Spanish 2 at the high school, some of my former students
come back to talk to me. A scenario from a couple of years ago went like this: “Guess what we
did in Spanish 2 on the first day of class. The teacher gave us a list of verbs and asked us to
conjugate them.” My reaction was, “Oh, that’s interesting.”

Keep in mind that the aforementioned conjugating activity was not for the purpose of placement.
The students were in Spanish 2, and they were there to stay for the year. Most teachers would
agree that there are probably better ways to get to know their students on the first day of class
than to have them conjugate 50 verbs. So, regardless of the teeacher’s reasons for the conjugating
assignment, it prompted my former students to come back to me and tell me how stupid they
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felt on the first day of class. Of course, they figured that everyone except them remembered all
those forms. Traditional teaching approaches seemed to impact these students negatively in many
regards.

By contrast, based on other conversations, I knew that there were a few teachers who were
tenacious about using 100% target language in their instruction from day one, even in level one.
Thus, our faculty seemed to include a wide range of views on language teaching, especially as it
pertained to how grammar is acquired.

Research Questions

Although the research questions of my study were more numerous than those given here (See
Appendix A), the focus for this paper will be the following: What are teachers’ beliefs regarding
teaching grammar? What are those beliefs based on, and how are those beliefs manifested in
their classroom practices? As Pajares (1992) put it, this investigation was designed to clean up
a “messy” construct, or as Eisenhart expressed it, to make a little more sense of the “muddle”
(2001D).

Method
The Research Site

The enquiry was conducted in a public school district located in a predominantly white middle-
class suburb in southeast Michigan. There were three high schools and four middle schools in
the district of over 16,000 students. Classes often were filled to the maximum of 35 students.
Class periods were 55 minutes long. The tape recordings were made in the classrooms of the
various teacher participants. Spradley’ five criteria for making a site selection were helpful in
choosing this research site (1980, pp. 45-52). The site offered the following qualities. First,
simplicity: observing one element in language teaching in limited scope. Second, accessability:
situations that I could enter easily. I already had an established rapport with most of the teachers
in the district. Third, unobtrusiveness: the videotaping was the least invasive way of recording the
teachers’ practices; it was far superior to my own presence in the classroom, or that of a camera
focused on the students. Fourth, permissibleness in that I was quickly granted permission for my
study and had the support of the administration. Being an insider in the district opened doors to
carry out this study. Fifth, frequently recurring activities: grammar lessons were common practice
in language classrooms and, therefore, could be easily observed as they naturally occurred. As
the study proceeded, it was clear that Spradley’s criteria were an excellent set of guidelines in
choosing a research site.

The Participants

There were 26 foreign language teachers in the district, all female, most having taught under
ten years. Two of the district’s language teachers are native speakers of the language they teach.
The first step in gathering the data was to invite all of the district teachers to participate in the
study. Three Spanish teachers volunteered to have their classes videotaped. Five other teachers,
including a French and a German teacher, volunteered to be in the group interview.
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Data Collection and Analysis

The methodology included videotaped observations of the three teachers while they taught

two lessons in which they modeled how they would present specific grammatical concepts.

[t is virtually impossible to know what teachers do in the classroom without observing them.
According to Rokeach (as cited in Pajares, 1992), beliefs cannot be directly observed or
measured, but must be inferred from what people say, intend, or do. For research, he added,
“inferences must consider all the ways people ‘display’ their beliefs: (1) belief statements
[interviews], (2) intentionality to behave in the predisposed manner [the teacher’s lesson plan
and interview], and (3) behavior related to the belief in question [observation]” (p. 314-315).
Observations were followed by individual interviews with the teachers in the videotapes. Next

I conducted a focused group interview with the teachers who had not been taped, but wished

to contribute through a group discussion; finally, based on the literature review and the data
gained from the videotapes and interviews, I constructed a survey. (See Appendix B) Some of
the questions are demographic questions such as, “How many different courses do you teach?”
or “How many years have you taught?” There are also questions to ascertain how often teachers
observe each other, how often they reflect on their teaching, and whether they attend conferences
or read research articles. In general, I had hoped to explore the implications of their responses
for the foreign language program in my district, as well as the implications for teacher education
courses and their role in preparing “highly qualified” teachers.

The survey was electronically sent to all of the teachers as a link. By having an Internet site
administer the survey, the teachers’ anonymity was preserved. The survey offered all of the
district foreign language teachers an opportunity to participate in the study. Nineteen of the 26
ultimately completed the survey.

Trustworthiness of Findings
The Emic Perspective

One premise of this study is that a researcher can infer educational beliefs of teachers by
analyzing their reported thoughts and their observed behaviors. Although behavior and speech
may not be fool-proof in drawing inferences about beliefs, when “taken together they can lead
to an adequate cultural description” (Spradley, 1980, p. 11). Inherent in this process is the
dynamic of interpretation—by the informants, as well as by the researcher. One advantage in
understanding the selected research setting of this study is the fact that the researcher is an
insider in addition to being an observer. This “insider’s” perspective—the emic perspective—is
highly useful to ethnographic research. This type of study requires the researcher to recognize
and accept multiple realities (Fetterman, 1989). “Documenting multiple perspectives of reality
in a given study is crucial to an understanding of why people think and act in the different ways
they do” (p. 31). This perspective was essential to gathering rich data to describe the “culture” of
teachers and to help in the design of the survey.
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The Etic Perspective

Having collected the data up close and through the eyes of the participants, I then had to step
back from the data in order to make sense of it and analyze it in a more objective way—the

etic perspective. Even in stepping back, there is the unavoidable fact that I, as the researcher,
bring my own perspective, my own interpretation of reality. Thus, the reality in my mind would
inevitably color my interpretation of the observations and the interviewees’ comments. The etic
perspective recognizes the complexity of doing this type of research: the teachers have their
interpretations of their classroom teaching and the forces influencing it, and the researcher places
another layer of interpretation over the perceptions of the teachers.

To minimize the effect of researcher interpretation, and in order to preserve researcher neutrality,
[ kept a journal; collegial critiques and member checks with the stakeholders were also an
integral part of the research process. In keeping a reflective journal, I was able to record my own
reflections as the themes unfolded, documenting the effect of conducting this research on my
own beliefs—my beliefs about grammar teaching and about conducting this research study. The
journal proved to be of special importance in the findings.

The qualitative data underwent a taxonomic analysis. (See Appendix C.). Distinct themes
(cultural domains) emerged, and analyzing the various elements within each thematic category
yielded a taxonomy of factors. As Schensul, Schensul, and LeCompte (1999) explained, the
survey is based on “items derived from the transformations of cultural domains to factors and
then to variables in the local setting” (p. 167). With the survey data, the Pearson product-
moment correlation coefficient drew attention to variables that appeared to be significantly
correlated. Together, the qualitative analysis and the quantitative analysis triangulated with the
current research to strengthen the trustworthiness of the findings.

Results and Discussion
Observation of Classroom Practices

The observation videotapes revealed teachers’ beliefs about grammar teaching as manifested in
four main practices: (1) explicit explanation of grammar rules, (2) teaching grammar in English,
(3) drilling, and (4) error correction. The three teachers who were videotaped used numerous
strategies in their grammar-focused lesson presentations. All the observed teachers began the
lessons by connecting the new material with the students’” prior learning via many examples. For
instance, one teacher led students to see that they had used indirect object pronouns before, in
their usage of gustarse, even though they had not labeled them as such. Another teacher recalled
for students that they had used two of the possessive adjectives already, mi and tu, and that they
now would be adding others.

In addition, teachers used common classroom phrases, such as “turn to page...” or “take out
your notebook,” in the target language, they spoke more slowly than native-speaker pace, and
they included many visuals with color enhancement to highlight grammatical elements. The
taped lessons had other characteristics in common. Each teacher presented only a few new
elements; for example, they did not present both new vocabulary and new grammar concepts at
the same time.
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Furthermore, all the teachers showed sensitivity to students’ anxiety by inviting questions and
encouraging student comments: “Nothing you say is wrong at this point” or “I'm so glad you
asked that question.” All teachers personalized their lessons and changed the specific activity
every 10 to 17 minutes. Teachers explained any grammatical elements that were not clear to
students, and for the most part, this was done in English. One 30-minute lesson included a 17-
minute English discussion of language comparisons. All of the taped lessons included numerous
occasions for partner work which were designed to provide space for students both to figure out
and to practice grammatical structures. In one lesson, a grammar chart engaged the students in
practicing conjugating verbs. Teachers typically explained the purpose and usefulness of the day’s
lesson.

In a somewhat contrasting style, one of the teachers presented almost an entire level-one lesson
in Spanish, with only a few asides in English. This teacher used a much slower pace than normal
speech and repeated often to be understood. The teacher explained concepts in Spanish, but
gave directions in English. Also, although the teacher taught the lesson primarily in the target
language, it included a drill that could be characterized as “mechanical” (Brown, 2001); students
looked at a worksheet on the overhead projector, filling in the correct form of a verb as indicated
by the infinitive at the end of the sentence. Students could have chosen the correct form without
actually comprehending the sentences: “Yo la computadora. (usar).” The pair-work,
however, was more contextualized and required understanding the meaning of the words to
respond correctly.

All of the teachers wrote on the chalkboard or overhead transparency to visually organize the
grammatical information—possessive adjectives, object pronouns, and verb forms—often
with color-coded words or letters. One teacher also used an additional visual clue by gesturing
“thumbs up” for positive statements and “thumbs down” for negative statements. In order to
introduce syntax of object pronouns, two of the teachers did extensive modeling and students
did numerous repetitions of question-and-answer structures. For example, one lesson required
students to repeat a particular question nine times during the lesson: “;Barriste el piso?.. No,

no lo barri.” (Did you sweep the floor? No, I didn't [sweep it].) The teacher explained that the
repetition served to train the students’ ears to Spanish syntax and rhythm because it was so
different from English syntax and intonation. The teacher also had stuck a picture of a mother
and a picture of her son on the chalkboard. She moved closer to the mother’s picture when
asking the question and stood by the boy’s picture when stating the reply. Throughout her
presentation she paid special attention to the function of words in the sentences she presented,
labeling the “subject” as the “doer.” The students, she explained, just seemed to “get it” when she
called the subject the “doer.”

Teachers also used repetition in the form of a chant for learning the present tense conjugation of
hacer (to do or to make). This involved clapping and chanting, including the subject pronouns
with the correct verb forms. The format of this drill departed from the textbook by stating the
third-person forms three times, once for each possible subject pronoun: yo hago, tu haces, él hace,
ella hace, usted hace, etc.
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All the grammar lessons were presented in context, relating the structures and content to the
students’ lives. For example, one discussed chores the students had to do at home, another
focused on preferences in current music performers, and yet another lesson related to discussing
students’ relatives.

[ shall now summarize data from the survey, and consider in particular how it relates to the
observational data.

On the survey, Question #13 rated the importance, or frequency of use, of fifteen instructional
strategies. First, it appears that teachers were reluctant to label anything as “not important;” thus,
a “neutral” answer, in essence, was choosing not to label a strategy as important. (See Table 2.)

Explaining grammatical rules was first on the list and all 19 respondents rated it as important or
very important. By contrast, conjugation charts and repetition drills were near the bottom of the
list. Nonetheless, both the repetition drills and conjugation charts were considered important to
approximately two out of three teachers, corroborating the qualitative findings.

Practices that are often deemed as essential to Communicative Language Teaching received
mixed responses. Input of authentic language through listening and reading activities fell in the
middle of the list with 21% and 26% respectively not marking them as “important.” Teacher use
of the target language (89% rating it important), specifically modified teacher language (95%),
group work (95%) and speaking assessment (84%) indicate a priority placed on language and
interaction in general. Thus, although target-language input through reading and listening
activities received lesser emphasis, other interactive strategies were given greater importance.

How Teachers Justify Classroom Practices: The Role of Beliefs

During the interviews, the teachers expressed their beliefs about grammar teaching, justifying
many of their practices based upon those beliefs. (See Table 1.) The data fell into four categories:
(a) using English in explaining grammar rules, (b) repetition and drills, (c) error correction, and
(d) beliefs about students.

Using the Target Language

Use of the target language in teaching foreign languages is key in Communicative Language
Teaching. The rationale is that when teachers speak in the target language, they provide a
primary source of input for the students. However, teachers in this district are not in agreement
about whether its use must be exclusive. Use of the second language was prominent in all of the
video tapes. All of the teachers who were videotaped expressed the need for their students to
receive good L2 input, and indeed, modeled frequently for the class.

Besides the questions of teaching grammar directly and using all target language, there was a
controversy about whether grammar ought to be taught in English, since virtually all of the
students are native speakers of English. Two of the teachers that were videotaped used English
in their discussions and explanations after having presented many examples in Spanish. The
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third teacher presented some simple points for review in Spanish and then proceeded to work
through a conjugation assignment using Spanish. This teacher, however, made several asides to
the students in English. This led me to ask the teachers, “Why do you think that you need to use
English?” In three different interviews, the response was, “You can tell by the look on their faces.”
Thus, in this regard, teachers did rely on student needs to prompt a strategy.

This issue is one that elicited strong feelings from the participants. One informant reported

that she had to conduct her lessons completely in Spanish while doing student teaching. She
thought that this was a horrible idea because “the kids just don't get it”. This is the reason this
teacher gave for using English for explaining many of the rules of grammar. Her comments
echoed the words of another participant who said, “I would [explain] it in English. Otherwise
they don't get it.” One teacher who taped a lesson with a first-year Spanish class stated, “I explain
in English because I want to be understood. They don’t have enough vocabulary if T were to
explain in Spanish.” The interviews reveal strong beliefs about how students learn grammar and
the importance of their understanding the grammar concepts. Many of the teachers seem to be
saying that grammar is special content, that is, a uniquely challenging part of language learning.

In order to gain a broader understanding of the teachers at the site, I posed several questions on
the survey addressing beliefs about grammar teaching. Question 21 inquired if teachers were
comfortable with the idea of explaining grammar concepts to their students in English. Of the 19
participants, 84% strongly agreed with giving explanations in English if students did not seem to
comprehend the rules; the other 16% somewhat agreed with the use of English for this purpose.

Repetition and Drills

Returning to Dr. Krashen’s statement, if teachers are still teaching like they did 50 years ago, are
they essentially teaching in the same way that they themselves were taught? It was interesting to
see that there is a relationship between these two variables among the teachers at this site, but it
is a funny, tangled-up one; it turns out that, for example, one teacher would say, “I was taught
with the Audiolingual Method—tapes, drilled to death; only to add, “I probably dont do enough
drilling because I just didn't like it.” This not only implies that she does not teach as she was
taught, but also that she somehow believes that she is not doing it the way it “should be done.”
There was some little part of her that thought that all the drilling was part of a “good lesson.”
This dynamic supports the findings of Bailey (cited by Freeman & Richards, 1996) and was part
of several teachers’ comments. For example, one teacher said, “In my French class, we had to
pick an article from a French magazine once a month and we had to recite it by memory to the
teacher,” adding, “I could never do that with my students; they just wouldn’t memorize it.” Some
teachers said that they were only able to speak in isolated, short sentences as a student in their
high school classes, and, for that reason, they like to give their students an opportunity to speak
a little more freely in a more unstructured way. These remarks suggest that teachers are affected
by how they are taught, but it is not always a neat, positive correlation. Not only are their
experiences as students a factor in this dynamic, but so are their student-teaching experiences.
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Student Teaching and Methods Courses

The focus group interview led to a discussion of the teachers’” student-teaching experiences and
teaching methods courses. It should be pointed out here that some of the teachers in the district
did not student-teach in a foreign language classroom, and they had not had a teaching methods
course in this discipline. Among the teachers I interviewed, however, several had experienced

a very rigorous student teaching/methods course combination at a local university. Quoting

one of them, “We all had to tape ourselves and watch ourselves. We had to include lots of
drilling, lots of repetition; all had to be scripted, rehearsed, and presented; our visuals had to be
multicultural and it mattered how we held them up.” One teacher remarked, “Oh, it did have a
lasting effect on me. I live with guilt every day. What I learned is that it is absolutely unrealistic
for me to be able to put together lessons that are that structured every day.” Yet another teacher
said, “I thought this was preparing me for the classroom, but when I got into the classroom, it
was totally different.” She explained that not only did she have to prepare three different plans
each day (for her three different courses), but she also was expected to “cover” the sequence of
grammatical concepts that constituted the syllabus. No longer were there two or three weeks to
prepare a showcase lesson for her students.

How Errors Are Handled

Another classroom issue highlighted in the data was error correction and how the participants’
own errors were corrected when they themselves were students. One participant said, “I really
wanted to be corrected all the time. [ wanted to know what my errors were.” This teacher
revealed her struggle with what she understood about current research on error correction
when she said, “so it’s a bit of a battle, not to correct people all of the time.” By contrast, another
teacher remarked, “I really didn't like being corrected and being singled out all of the time,”

and therefore, she did not do that in such a direct way in her classroom, but was selective about
correcting student errors in grammar; instead, she often allowed students in groups to help each
other in self-correcting.

Beliefs About Students

“How I like to learn.” Another notion that complicates the picture is the variable how I like to learn.
During interviews, several of the teachers reported that the techniques they enjoyed and found
helpful as students play a big role in their teaching today. The survey responses, however, did
not support this; the how I like to learn variable was tied for fifth out of eight choices in response
to “the two most important factors that determine what I typically do in the classroom.” Indeed,
Met (2005) advances an excellent analysis of why, perhaps, it would be best not to base our
language teaching strategies on what worked for us.

Unfortunately, we language teachers are an anomalous population. Given the
small numbers of American students who took a language at all in secondary
school-no more than 40% in the last 30 years—, language teachers are a distinct
minority, a very small pool of the general student population. That pool is even
smaller considering how few secondary students took more than 2 or 3 years of
a foreign language. The pool shrinks substantially when limited to those students
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who continued to study a foreign language intensively throughout their college
years. Indeed, the pool is just a few mere droplets. Thus, for teachers to judge
the efficacy of instructional practices from our own successful school experiences
as language learners is naive. Perhaps language teachers should assume that
whatever works for us as a unique subset of the total school population, does
NOT work for most students. In order to reach the majority of students, most

of whom are not at all like us—the successful language learner—it is important

to expand instructional practices beyond what worked for us former language
students/now teachers.(p. 45)

Whatever methods they are using, some teachers expressed the frustration that their students
are not progressing as they would like. Perhaps in an effort to explain why some of their typical
lessons are not meeting with the kind of success that the teachers would like, in the interviews
several of them remarked that “students today are not like the students from ten years ago,”
saying that the “caliber” of student has changed. At a departmental meeting some of the high
school teachers expressed concerns that students are not “as prepared” for level 1 as they used
to be when they arrived as freshmen at the high school. All of the observations mentioned above
provide a good reason to re-examine who or what is driving the curriculum.

The Teacher’s Mind Set

There is a phenomenon that the participants called the “comfort zone.” Even trying to teach
how the teacher herself likes to learn is sometimes difficult,requiring more time and effort to
get prepared, and many teachers said it is very easy to “fall back into,” as they put it, some more
traditional ways that often do not require as much planning. Thus, the study reconfirms that
teachers’ experiences as language learners do inform their classroom instruction

To gain a better insight into the grammar-teaching mindset, I asked the teachers in the group
interview, “What do you think about just before you have to teach a big grammar lesson?”
(For example, the level-one teacher trying to teach how to conjugate, or teach subject-verb
agreement. .. or the more advanced-level teaching of the dreaded subjunctive.) 1 also asked,
“What’s on your mind as the students are entering the room?” One teacher responded without
hesitation saying, “A happy day is a day when I can teach grammar. I love it. I love grammar!”
This is an award-winning teacher who is well-liked by her students. She added later that

her students want her to explain the rules. They even get impatient when she starts with
contextualized examples and asks them to figure out the pattern. They say, “Can’t you just tell
us the rule?” All the interviewed teachers said that they would never spend more than 10 to 15
minutes where they were the main speaker in the class, talking about grammatical items. Yet,
looking at the classroom observation tapes, this estimate might be a bit low.

Learners’ Interests and Needs

The constructivist paradigm would suggest that “learners—what they want to learn and why
they are taking the class” should be paramount in the teachers’ planning process (Fosnot, 1996;
Long, 1983, 1997). The survey showed, however, that in response to the question on what

two factors most determine their classroom instruction, “learners—what they want to learn
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and why they are taking the class” came in dead last. This, of course, has major implications

for the classroom. Even though it came up as a low priority on the survey, during several of the
interviews, teachers said that they plan their lessons based on their students’ interests and needs.
One teacher injected that she needed to capitalize on their interests, and added, “I don’t want
them to fall asleep.” Another remarked, “I want them to see the value of getting this information.”
Other encouraging news was that every videotaped lesson that I saw started with the recall

of prior knowledge, was contextualized, focused on just a couple of points at a time, and was
personalized—naming students in the exercises, for example; some even used chants and other
strategies to address various learning styles and to keep the students engaged. Thinking back to
the comments about the teacher methods courses, if a lesson is all scripted, how much room is
there to adjust for the particular students in a given class?

Implications for Further Study

Although space does not allow for a more extended discussion here, there were four other areas
of enquiry that this original study encompassed: reflecting on one’s teaching, observing teachers,
attending conferences, and reading research. One element that was conspicuous in its absence
was reflection. The literature extols the virtues of reflective teaching (Lightbown & Spada, 1999;
Omaggio-Hadley, 2001), yet there was no mention by anyone about the role of reflection in their
student teaching or their teaching methods course. Even so, much of the literature about teacher
beliefs comes back to the discussion about the value of reflection. Richardson (1990, 2003)
found that if a person does not write it down, the reflection fizzles out somewhere and it is no
longer available to have any real impact on future instruction. Writing little notes on lesson plans
is a good thing, certainly; but it is not a philosophical self-assessment about the effectiveness of
our teaching. This is where my keeping a researcher journal while going through this process
has had a dramatic effect on me as a teacher and as a researcher. Realizing the impact of my own
reflection and the power of observing other teachers compelled me to include a survey question
about classroom observations. As I had suspected, most of the participants rarely, if ever, reflect
on their teaching or observe other teachers.

Teachers might, nevertheless, get teaching inspiration from other sources. A potential source is
attending conferences and workshops. Some of the teachers discussed how they had attended
teacher association conferences and come back with a few ideas, or even some inspiration. They
would consider a conference to be worthwhile if they came away with even the tiniest concrete
strategy that could be used in their classrooms in the next few days. That comment was said
numerous times. Typically, however, teachers were not seeking out research per se, which brings
us to the last issue—the reading of research articles. Comments included, “I don't read research
articles. I don't think they have anything to do with what I do in my classroom.” One source of
research, however, provided some of the teachers with a chance to “catch up.” Some said that
they read the CLEAR newsletter, “but not full journal articles.” CLEAR News is a publication of
the Center for Language Education And Research, a Title VI Center at Michigan State University,
which informs teachers of on-going research projects and professional development with special
emphasis on classroom application, Another commented, “I just read them when I take a class.”
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Lastly, one teacher said, “I do read them; but usually someone has to have pointed out something
that would be good to read, or perhaps I'd hear about an article or a study at a conference.”
Indeed, the variable reads research articles showed a significant positive correlation with
conference attendance and level of education (p.05). (See Table 3.) No one is suggesting that we
should all teach the same “right” way. This study aimed at describing the teachers at the research
site rather than prescribing how they should teach. Most interestingly, the data showed no
significant correlation between reads research articles and any of the teacher practices or teacher
belief variables. Cumming (1989) explained it well. Teachers’ practical knowledge and unique
experiences “tend to have personal significance to the teacher, which differs from prescribed
models of educational theory” (p. 47).

Conclusion

At the research site, grammar is being taught as content—content that needs to be “covered.” In
this way, teachers’ fundamental assumptions that grammar should be taught explicitly and that
curricula should be organized around grammatical points are not much different than they were
50 years ago. How grammar is presented is tied to teachers’ experiences in language learning,
and to their beliefs about how languages are learned. The writers of No Child Left Behind can
exhale; although research per se was not mentioned by teachers, they were doing many things
that are supported by second language acquisition research, arriving at solid strategies based

on individual experience and “intuition.” I am certain that continued analysis and continued
reflection will clarify these findings even further. Whether or not a teacher can point to a specific
piece of scientific research to justify a strategy, peer observation and self-reflection are processes
that are widely supported by the research as genuine approaches to teacher development.
Perhaps through reflection and observation, along with knowledge of current language
acquisition research, teachers can arrive at an even clearer connection between their grammar
teaching and current language learning research.
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