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Abstract 

Background: School districts and other educational systems have extensive options of 

programs to choose to implement for various types of professional and student learning. 

These well-intentioned and often research-supported programs and learning systems aim 

to improve education for students. A problem is that once a program is adopted, emphasis 

is often placed on its potential and routine classroom usage, rather than on how it is being 

implemented and if it is effective for students. Instruction on how teachers speak and 

present content is missing, leaving educators, especially novice teachers, unable to attain 

the full potential of the adopted program. Successful implementation of programs and 

curricula is directly impacted by teachersô talk. Purpose: The purpose of this study was 

to explore teachersô talk in their classroom settings, with students, and their perceptions 

of it after participating in professional development on the topic of teachersô use of 

classroom talk. Teacher talk in this study is defined as the words educators say to 

students and the tone of voice in which they say them. Professional development is 

focused on warm, respectful, and student-centered talk moves. The following research 

question guided this study: What are the perceptions of both novice and experienced 

teachers toward their use of talk used with students before and after professional 

development? Methods: This study employed a qualitative phenomenology approach to 

collect and analyze data from eight participants. Four of the participants in the study were 

teachers at the study site with less than one year of teaching experience in the profession. 

The other four participants in the study were experienced teachers at the study site but 

with less than one year of teaching experience in the school district. Data sources 

included semi structured one-on-one interviews with participants designed by the 
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researcher and reviewed by an educational expert, participantsô reflections on classroom 

talk and interactions with students, a contemporaneous researcher field journal used to 

document the researchersô experience and observations throughout the study, and audio-

recorded semi-structured group conversations with participants. Both thematic and 

discourse analysis were used to make sense of the data collected. Member-checking was 

also utilized to ensure accuracy in representing participantsô perceptions of teacher talk. 

Results: The findings from this study revealed four themes: Professional development on 

teacher talk improved both novice and experienced teachersô awareness of their teacher 

talk used with students; Both novice and experienced teachers recognized areas of growth 

in their own teacher talk after professional development on the topic; New-to-district and 

novice teachers benefited from the campus-designed induction program where 

professional development was presented, and lastly; New-to-district and novice teachers 

shared the feeling that professional expectations, including teacher talk, were different for 

them when compared to their more established colleagues. Conclusion: The perceptions 

of both novice and experienced teachers in this study have shown that the phenomenon of 

professional development on the topic of teacher talk has increased self-awareness and 

sparked a change in the way that teachers talk with students.   
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Chapter I  

Introduction  

Words involve nearly every interaction a teacher has with their students. 

Teachersô words are what bring educational theories and thoughtful planning to practice 

in classrooms. Teacher talk is defined as the words educators say to students and the tone 

of voice in which they say them. Talk moves that are warm, respectful, and student-

centered have a significant influence on studentsô educational experience and overall 

growth. 

Personal Narrative 

The awareness of respectful and student-centered teacher talk radically changed 

my experience as an educator and has shaped the educational philosophy I have today. 

I humbly admit that at the beginning of my career as a novice elementary teacher, 

I was inadequate for the role. Despite my college education, prior experience working 

with children, and eagerness to teach, I lacked the resiliency necessary to persist past that 

initial year. Importantly, I also lacked the knowledge of pedagogy and research 

supporting (or against) the practices I was being told to implement by campus 

administrators and mentors. I contributed to the 40-50 percent of teachers with 0-5 years 

of experience that leave to enter a different career field (Ingersoll & Smith, 2003). I 

resigned from teaching after only one year. Unexpectedly, the job Iôd left for was not all I 

had hoped it would be. By mid-August, I was moving back into the same campus Iôd left 

just months ago. For two more years, I got by with Teacher Pay Teacher resources, 

Pinterest activities, and whatever my admin team or mentors prompted to be done in my 

classroom. I dedicated hours to planning and preparing for each week and I had what I 
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perceived as good resources, yet my teaching fell flat. Regrettably, I never read a 

teaching practice book, and I never engaged in professional development outside of what 

was district or state mandated. I was three years into the profession and none the more 

knowledgeable in pedagogy or research-based practices than when I began. I had no 

educational philosophy of my own and I was deeply unfulfilled professionally. I yearned 

for change. So, I applied to an institution outside of the local school district, a charter 

school on a university campus, thinking that a change in the setting might impact my 

contentment with the profession.  

A change in the teaching environment was exactly what I needed. On this new 

campus, I gained confidence in myself and in my practice, I looked forward to working 

each day, and I finally attained the feeling of professional fulfillment. I acknowledge that 

many factors influenced this drastic shift in my experience as an educator. But the 

awareness of teacher talk was the catalyst of it all. Here, the way teachers spoke to 

students, the messages that their words and tone communicated, and how their students 

spoke to one another were constant considerations and it created a campus culture that 

mirrored the schoolôs mission of fostering autonomy, social-emotional growth, and 

critical thinking skills. The language was consistent among faculty, and it was always at 

the forefront when planning and implementing the curriculum. The more aware I became 

of my own talk moves used with students, the more I observed its positive impact on my 

teaching and on student learning. 

At this point, it became clear to me why I was never successful in my prior 

teaching years. My intentions were good, as I believe most teachersô intentions are. I 

wanted my teaching to be student-centered, I wanted my Pinterest-found lessons to be fun 
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and engaging for students, and I wanted more than anything for my students to be 

intrinsically motivated rather than bribed with incentives. However, my intentions and 

my actions, my language, were severely misaligned. I presented the curriculum and 

classroom procedures as if they were mine and students should blindly adhere to them. I 

gave students feedback starting with, ñI love how youéò or ñI want you to try this 

strategyéò fueling mere compliance. Some students were aiming to please me rather 

than aiming for personal growth, and other students rebelled against my teacher-centered 

approach as they had no voice in their learning. I knew what I wanted, but I had no 

understanding of how to achieve the things I wanted to in my classroom.  

Teacher talk, what I say to students and the tone in which I say it, is now my how. 

It is how the curriculum is presented to students. It is how I respond to student behaviors. 

It is how I foster autonomy in my students. It is not another program to buy into, but it is 

the connection between a powerful program or curriculum and its successful 

implementation for students. 

This study is intended to support novice educators as they navigate the 

overwhelming and stressful first year of teaching and to bring awareness of teacher talk 

to experienced educators working in a new setting. I was eager and curious to explore 

their perceptions of the talk they use when interacting with students and if awareness of 

their talk would spark a change in their thinking and/or their teaching practice.  

Statement of the Problem 

Institutions of education have extensive options of programs (e.g., behavior 

initiatives, SEL approaches, curricula, etc.) at their fingertips. These well-intentioned and 

often research-supported programs aim to improve education for a specific population of 
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students, an aspect of education, or the overall educational experience. The problem is 

that once a program is adopted, emphasis is often placed on the programôs potential and 

routine classroom usage, rather than on how it is being implemented and if that 

implementation is effective for students. Instruction on how teachers speak and present 

content is missing, leaving teachers, especially novices, unable to attain the full potential 

of the adopted program. Educators often have access to resources, but they are not 

necessarily provided with the tools and talk moves to present resource content with 

fidelity.  

The stated problem is the reality for the study site, Alison Elementary in Alvernia 

Independent School District (AISD). Alvernia ISD readily provides its teachers and 

faculty with evidence-based programs, some adopted and some created in-house. Yet, the 

disconnection between what is done in classrooms and how it is done prevails.  

Furthermore, Alison Elementary does not have a systematic or responsive way to 

support novice teachers and new-to-district teachers on campus. Alvernia ISD does 

initiate a mentor-mentee system involving a veteran teacher supporting a novice teacher, 

however, there is no consistent comradery or accountability associated with this 

initiative. Alison Elementary does have the autonomy to create an induction program that 

is responsive to the needs of both its novice teachers and teachers new to the district with 

prior experience elsewhere. 

Additionally, I have observed no professional development offered by the district 

or study site that brings awareness of and/or supports educators in their use of language 

with students. Successful implementation of AISDôs programs and curriculum is directly 

impacted by teachersô talk. It is evident that there is an opportunity at Alison Elementary 
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to support new teachers in a way that is both responsive to their needs as educators in the 

district and to support them in how they teach the content they have been given. 

Purpose of the Study 

The purpose of this study is to explore teachersô talk in their classroom settings, 

with students, and their perceptions of it after participating in professional development 

on the topic of teachersô use of classroom language. In conjunction, the study and 

professional development will bring awareness to teachersô talk, a foundational step in 

sparking change in habitual talk. The participants in the study will be identified as new 

teachers to the study site and further differentiated by their years of experience. Both 

novice teachers with less than one year of teaching experience and teachers with more 

than three years of teaching experience in other school locations will be included in the 

study. Teacher language, or teacher talk, will be defined as the words educators say to 

students and the tone of voice in which they say them.  

Research Question 

What are the perceptions of both novice and experienced teachers toward their use 

of talk used with students before and after professional development? 

Conceptual Framework 

 This study is grounded in constructivist and socio-constructivist frameworks. The 

theories of Jean Piaget, Lev Vygotsky, and John Dewey are all represented in the 

Constructivist Theory of how learners acquire information.  

 Piaget, known as the pioneer of constructivism, introduced the Theory of 

Cognitive Development (1966). The Theory of Cognitive Development is directly related 

to language development. It too is active and language skills lead to stronger cognitive 
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skills (Piaget, 1936). Vygotskyôs (1978) work emphasizes a learnerôs social environment 

and interactions in the development of their cognitive ability. Similarly, Dewey (1938) 

believed that learning is socially constructed and interactive. 

 Participants in this study are engaging in self-directed (active) learning, reflexive 

practices, and interactive learning which may manifest as a transformation of perspective.  

Significance of the Study 

At the end of the 2021-2022 school year, teachers at Alison Elementary with 0-2 

years of experience voiced that more community amongst the staff and intentional 

support from campus administration and coaches was what they needed the most in the 

next school year. Their needs are shown in Figure 1. 
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Figure 1  

Novice Teachersô Self-Identified Needs 

 

Note. The focus group identified ñMorale & Relationshipsò and ñworkshop helpò as the 

two areas in which they needed the most support next school year. Morale & 

Relationships included: positivity and encouragement from colleagues, team-building 

activities, introductions to other teachers on campus, and a reliable mentor. ñWorkshop 

Helpò included assistance in teaching the following content: Writing and writing 

conferences, Patterns of Power Grammar curriculum, number sense/mental math, and 

scheduling and keeping data for small groups. 
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This study is significant as it can be responsive to both of their needs. The 

research study is raising awareness of the way teachers speak to students through a book 

study of The Power of Our Words by Paula Denton. As it did in my experience, I am 

hopeful that this study will provide the desired support that novice teachers are craving at 

Alison. The book study is intended to be more than educational professional 

development. It is designed with the intention of building relationships and comradery 

amongst participants, just as a recreational book club would do. 

This study had the potential to ignite significant change at the study site, an 

elementary school that is rebuilding its workforce and its identity within the Alvernia 

community. Alison Elementary had nineteen teacher vacancies to fill before the 2022-

2023 school year. These vacancies included the principal, general education, special 

education, and elective teachers. Out of these nineteen vacancies, sixteen hires were new 

to the district and four were new to the teaching profession. The high teacher turnover, 

thus a high number of teachers involved in this professional development and study, has 

the potential to be influential on the campus. The study could play a role in shaping the 

new identity and culture of Alison Elementary. 

ñLanguage permeates every aspect of teaching and learningò (Denton, 2015, p.1). 

Therefore, there are no limitations to when or how a participantôs awareness, or change, 

in teacher talk might impact a colleague or student during the school day. Considering the 

vast number of interactions between people each day, it is likely that the reach of this 

study will go beyond the walls of only the participantsô classrooms.  
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Definition of Terms  

Action Research- the study of a social situation, involving the participants themselves as 

researchers, with a view to improving the quality of action within it (Day, 1995, p. 361) 

Closed-Ended Question- a question for which there is a predetermined correct answer 

(Denton, 2015, p. 56) 

Envisioning Language- words that help students have an exciting picture in their minds 

about themselves or their abilities  

Epistemological Messaging- how students take up a teacherôs message and use it to shape 

their learning through student-engaged talk (Mercier et al., 2019) 

Open-Ended Question- a question that has no single right or wrong answer 

Redirecting Language- words that change a studentôs behavior mentally and/or physically 

Reinforcing Language- specific and descriptive words that identify positive efforts and 

accomplishments of students 

Reminding Language- words that help students remember expectations 

SEL- Social Emotional Learning 

Student Talk- the words students say to their peers, or to the teacher, and the tone of 

voice in which they say it 

Teacher Talk- the words educators say to students and the tone of voice in which they say 

them 

Summary 

 I began this study hoping that it will fill a void for teachers and provide them with 

the awareness of, in my opinion, their most influential teaching tool, their teacher talk. 

Furthermore, I sought to understand teachersô perspectives of their talk before the 
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phenomena of the book study, during the book study, and after completing the book study 

of The Power of Our Words. 

 The following chapter contains a review of literature that describes the teacher 

talk that can connect content and student learning. The chapter also acknowledges the 

importance of teacher talk and culturally responsive teaching, supporting novice teachers, 

school culture and climate, and teachersô impact on student talk.  
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Chapter II  

Literature Review 

My initial awareness of teacher language, or teacher talk, was introduced through 

Paula Dentonôs book, The Power of Our Words: Teacher Language That Helps Children 

Learn. Denton (2015) defines teacher language as the ñprofessional use of words, 

phrases, tone, and pace to enable students to engage in active, interested learning; be 

contributing members of a positive learning community; and develop positive behaviorsò 

(p. 3). Denton provides numerous examples and strategies of how to use teacher talk as 

an intentional and purposeful tool in the classroom. Many implications are made for how 

this talk influences academic rigor, as well as fulfills a moral obligation of speaking to 

students with the belief that they are capable and respected. 

Habitual use of the language defined by Denton (2015) is a key component of 

Responsive Classroom, an evidence-based education approach that integrates social-

emotional learning with academic content. Therefore, the literature surrounding Dentonôs 

definition of teacher language is most frequently published by Responsive Classroom or 

is shoehorned in a review of the entire Responsive Classroom approach. Teacher talk can 

be and is independent of Responsive Classroom. The two are not exclusively intertwined. 

The power of language transcends any one SEL program or behavioral initiative. 

In Orellanaôs (2007) review of The Power of Our Words: Teacher Language That 

Helps Children Learn, she states that her online search of texts relating to the keywords 

power of words ñyielded few books that go beyond looking at the power of traditional 

language skills, such as having large vocabulariesò (p. 160). Sixteen years after 

Orellanaôs search, I experienced similar disappointment when searching online for 
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literature with those keywords. I was more successful when the keywords teacher talk 

were used instead. However, this generated results that varied from the definition of 

teacher language defined by Denton (2015) and the definition of teacher language/talk 

used in this study. I purposefully include this anecdote to confirm two things. Firstly, in 

this study, the terms teacher language and teacher talk may be used interchangeably. 

Both will be defined as the words educators say to students and the tone of voice in 

which they say them. Secondly, the literature regarding teacher talk that is referenced in 

this chapter is synonymous with the studyôs definition. The review of literature will 

include teacher talk and culturally responsive teaching, supporting new teachers, school 

culture and climate, and teachersô impact on student talk. 

Teacher Talk and Culturally Responsive Teaching 

 The way we speak, both conversationally and professionally, is often 

representative of our lived experiences and culture. Stubbs (2002) pointedly states: 

It is difficult to overestimate the importance of peopleôs attitudes and beliefs 

about language. It is almost impossible, for example, to hear someone speak 

without immediately drawing conclusions, possibly very accurate, about his social 

class background, level of education, and what part of the country he comes from. 

We hear language through a powerful filter of social values and stereotypes (p. 

66).  

It is imperative that educators recognize this reality. The assumptions that we make about 

others, our students in particular, can harm them. The work of Seligman et al. (1972) 

revealed that ñteachers evaluate pupils academically on the basis of their voices, and also 
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their physical appearance, even when they have available relevant academic work on 

which to form their judgmentsò (Stubbs, 2002, p. 67).  

Gloria J. Ladson-Billings (1994, 1995, 2002) coined the theoretical construct 

known as Culturally Relevant Pedagogy. A key component of this theoretical construct is 

that successful teaching focuses on studentsô academic achievements, demanding student 

success (Ladson-Billings, 1995 & 2002). Yet, teachersô academic expectations far too 

often for students of color are exceedingly low. Ladson-Billings (2002) shares an 

anecdote of well-intentioned teachers that give a primary-aged African American girl the 

ñpermission to failò. She reflected, writing: ñI cannot help but wonder if the permission to 

fail was granted to Shannon so easily, in part, because of her cultural style, form of 

language, and attitude deemed her unworthy of teaching in her teachersô eyesò (Ladson-

Billings, 2002, p. 110). The text that will be utilized during the Alison Elementary 

induction programôs professional development, The Power of Our Words: Teacher 

Language That Helps Children Learn by Paula Denton (2015), does not address the 

cultural components of language. However, it does advocate for communicating high 

expectations that convey faith in studentsô abilities and it shares how educators can do 

that through a variety of talk moves. The talk moves alone will not communicate their 

faith in students, but teachersô genuine demeanor and tone will. Kohl (2002) supports this 

sentiment and wisely warns that ñstudents are very sensitive to the interface of language 

and behavior and learn how to listen selectively if they do not trust the teacherôs 

language. They often ignore the words and listen for the toneò (p. 152). Teacher talk 

should be culturally responsive, genuine, and respectful, and should convey confidence in 

studentsô abilities in order to demand success from all students. 
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Supporting New Teachers 

Supporting novice teachers at the study site is immensely important for three 

reasons. As seen in Figure 1, a focus group of teachers at Alison Elementary with 0-2 

years of experience requested additional support and a sense of community amongst the 

staff as things they needed in the next school year. In that same focus group, participants 

identified learning walks and observing teachers in real-time as the most helpful to them 

that year, as seen in Figure 2.  
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Figure 2 

Novice Teachersô Most Beneficial Supports 

 

Note. Novice teachers self-identified ñLearning Walksò, where they were able to visit 

other classrooms on the Alison campus or on a different elementary campus and observe 

teaching in real-time, as what was most beneficial for them during that school year. 
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Lastly, the 2022-2023 school year is one of rebuilding for Alison Elementary with 

nineteen new faculty members. With sixteen out of the nineteen faculty members either 

being new to the profession or new to the district, a thorough and evidence-supported 

induction plan is necessary for both the teachersô and studentsô success. 

Studies show that despite working in an often loud, busy, and bustling 

environment, teachers often feel isolated from colleagues and this feeling of isolation can 

be exasperated if it is their first year in the profession (Ingersoll & Smith, 2004; Ingersoll 

& Strong, 2003; Johnson & Birkeland, 2003). The stress of teaching can overwhelm 

novices and can further fuel isolation. Stress affects humans emotionally and can be 

presented as anxiety or avoidance of others (The American Institute of Stress, 2019).  

Getting to know colleagues both personally and professionally can improve the 

working and emotional environment for teachers, especially new teachers. Novices in the 

2021-2022 school year at Alison spoke fondly of the time(s) they were invited into 

classrooms to observe teaching as seen in Figure 2. The literature echoes their sentiment 

as observing is a beneficial practice for new educators. Jenson (2013) evaluated induction 

programs of highly successful schools in East Asia, and he noted that ñnew teachers 

observe a number of lessons of more senior teachers in addition to observing their 

mentorôs lessons, all the while learning from their expertise and becoming increasingly 

familiar with effective teaching behaviorsò (p. 77). The practice of first-hand observation 

in classrooms completed in real-time with real and unpredictable students includes a 

human factor that is important for new teachers to witness. It shows what an ideal lesson 

on paper or in the curriculum text will look like in real-life with all uncontrollable 

variables at play (i.e., fire drills, sick students, student behaviors, etc.).  
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Observation practice can be done with teacher talk at the focus. It can also be 

effective as a self-reflective practice that includes video or audio recording of oneself, 

analyzing it, and reflecting on it, or having a colleague observe in person and provide 

their insight.  

Freedman and Applemanôs (2008) research on the identities of novice teachers 

concluded that ñopportunities to reflect and practice and receive feedback from multiple 

sources and points of view [are] highly valued (p. 123). Furthermore, the ñcycle of 

reflection, practice, and feedback provided novice teachers with spaces for developing 

common identities related to programmatic values and unique aspects of their own 

identitiesò (p. 123). Observation of colleagues and reflection of oneself can go beyond 

increased knowledge of best teaching practices. It can also shape novicesô professional 

identities such as resilience and self-confidence. ñA person who demonstrates resilience 

is able to regulate his or her emotions and interact more effectively in social 

environments. Resilience is nurtured, developed, and mobilized in times of stressò (Tait, 

2008, p. 72). In conclusion, professionally observing oneself or others in the stressful first 

year of teaching can build personal identities and self-efficacy that allow teachers to 

interact more positively with colleagues, stakeholders, and students. 

When supporting novice teachers, it is important to bring awareness to their talk 

used with students. Use of appropriate and respectful talk can, and should, further be 

utilized when interacting with parents of students. Freedman and Appleman (2008) 

observed that novice teachers ñdid not always have the political savvy they needed to 

help them navigate their school situationsò (p. 123) such as difficult conversations with 

families and other stakeholders. The learning continuum of awareness, followed by 



18 

 

 

forming personal identities and self-efficacy, can assist novices in the subject of talking 

to students and stakeholders. Tait (2008) importantly concludes that novice teachers, 

ñgiven the right kinds of social, emotional, and professional support, can work towards 

developing resilient responses and behaviors, such as finding and maintaining balance in 

life, seeking and nurturing supportive relationships, persevering to achieve their goals 

and work through difficult situations, [and] sustaining an optimistic outlookò (p. 72).  

A consistent, purposeful, and responsive induction program is what Alison 

Elementary aimed to put in place for its copious number of new educators to the district 

and/or profession welcomed in the 2022-2023 school year. The proclamation by Henry et 

al. (2011) encourages educational institutions that ñin light of novice teachersô significant 

capacity for growth, improving their initial effectiveness as rapidly as possible seems to 

us to offer the greatest promise for improving student performanceò (p. 279).  

Pouring into teachersô continued learning is necessary and impactful for students. 

It is also impactful in creating a professional working environment (Kraft & Papay, 2014) 

Although there is prominent evidence of the impact of a teacher's use of talk on students, 

professional development on the topic is lacking (Rowe, 1998; Barnes, 1992). 

Professional development and consistent reflection are essential to improving oneôs 

teacher talk.  

The educational organization Expeditionary Learning Schools Outward Bound 

(ELS) program 

ñprovided teachers with professional development that was high quality as 

defined by the literature. By this [Klein & Riordan] mean that teachers had 

opportunities in different contexts to build content and pedagogical content 
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knowledge. They worked collaboratively, focused on issues of curriculum and 

instruction, and had ongoing supportò (Klein & Riordan, 2009, p. 68).  

Therefore, it can be concluded that high-quality professional development includes 

diverse opportunities to be immersed in content learning, collaboration with colleagues, 

support from peers, and an intentional instructional focus. Similarly, induction programs 

for new teachers that include these qualities will be more successful in supporting and 

retaining those teachers (Smith & Ingersoll, 2004).  

Universities and teacher preparation programs can also contribute to novice 

teachersô success by providing professional development and support for their students 

post-graduation (Freedman & Appleman, 2008; Van Zandt Allen, 2013). Van Zandt 

Allen further states that ñconstructing models for teacher education to effectively support 

graduates during their first years of teaching bridges the preservice to the in-service gap 

and provides continuity and coherence along the learning-to-teach continuumò (2013, p. 

88-89).  

Video recording is another notable practice used by professionals looking to 

improve their practice. It is purposeful for educators as it is personal and classroom-

based, two effective proponents of professional development. Specifically, it allows for 

reflection within their specific classrooms and interactions with their specific students. A 

reflection that includes naming oneôs own positive qualities, unique identities, and areas 

to improve upon is what constitutes an effective video-based developmental activity 

(Jenkins, 2019; Jensen, 2013; Schachter, 2019).  

Literature supports the use of action research as another form of professional 

development that is personalized for each participant. (Carroll, 1997; Day, 1995). Action 
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research is a constructivist practice defined as ñthe study of a social situation, involving 

the participants themselves as researchers, with a view to improving the quality of action 

within itò (Day, 1995, p. 361). Action research is another way that teachers new to the 

profession, or even new to a particular educational institution, can collaborate with peers, 

increasing a sense of community in the workplace. Day (1995) states that action research 

can ñpotentially offer teachers the opportunity to engage in professional development 

through systematic investigation of practice with the help of a 'mentor' or critical friend 

from inside or outside the school which otherwise might not be availableò (Day, 1995, p. 

362).  

The basic knowledge of a skill or simply knowing what should be done in the 

classroom does not suffice in practice. This was true in my own experience, and it is true 

in the included anecdote: 

Small-group settings provide a natural opportunity for children to interact 

positively, for example, talking and playing. However, our findings show that 

simply setting up small groups is not enough to precipitate positive peer 

interactions. Rather, such positive social exchanges in small groups are more 

likely to happen in kindergarten classrooms where the teacher is warm and 

sensitive to the needs of students (Rimm-Kauffman et al., 2005, p. 391).  

In this case, knowing students should work in small groups, and therefore placing them in 

small groups is not enough. Having awareness of our studentsô perceptions of us, the 

teacher, and being aware of how we interact with them so that it is responsive, warm, and 

kind is what enables small group work to be an efficient practice.  



21 

 

 

The language people use in day-to-day interactions, as well as in professional 

interactions, is habitual and often implicit. Emphasizing appropriate and respectful 

teacher language as early as in preservice education and continuing it through 

professional development and induction programs in novice years as well as beyond, will 

improve the consciousness and awareness of teacher talk and it will improve the language 

itself. In this study, teacher talk is introduced within the structure of an induction program 

where new teachers to the study site and to the profession will engage in action research. 

In part of that research, participants will engage in literature-supported activities such as 

collaboration with colleagues and will be encouraged to utilize video-based development. 

Improved teacher talk can benefit students, educators, and overall school culture.  

School Culture and Climate 

 The way teachers and staff interact with students, what they say to them, and the 

tone of voice they use undeniably affect the climate and culture of a school. In the 2022-

2023 school year, Alison Elementary will have a new principal and eighteen other new 

faculty members. The school is forming a new identity in the Alvernia community, and 

the school culture it builds is of the utmost importance. Admittingly, creating a school 

and classroom environment that is emotionally safe for students to share and learn is a 

ñcomplex and nuancedò task (Potvin, 2021). 

 It also takes time to construct a school culture. As Collins & Green (1990) write, 

when students and teachers enter on that first day, they do not know one another, they do 

not have common expectations, and they do not share patterns of communicating. It is not 

the place that they will come to know as their ñclassroomò as the culture has not been 

constructed yet (Aspinwall, 2008; Collins & Green, 1990). Beginning on day one, each 
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interaction is an opportunity to foster autonomy, self-confidence, language, or a love of 

learning in students which in turn builds the culture of our classrooms. 

It is important to Alison Elementary and Alvernia ISD that students are given a 

choice and voice in what they engage with. Adopting a culture of democracy can prove 

beneficial for student learning. Morrison (2008) states that 

A democratic education promises much more meaningful learning. If people have 

choice and freedom to study what interests them, then they become more deeply 

engaged in, and thus less alienated from, their learning. More engagement leads to 

better retention and better critical reflection and analysis (p. 53).  

Potvin (2021) also communicates the benefits for both teachersô practice and studentsô 

schooling experiences when studentsô input contributes to the classroom environment. 

For teachers, the benefit is learning more about their studentôs needs, strengths, and 

interests because of their input. The studentsô benefit is that their voice is heard, and their 

teacher can then be more responsive to them.  

There is a positive correlation between a classroomôs emotional climate and 

student conduct. When students receive instructional and emotional support from their 

teacher, they consistently meet the challenges of both whole-group learning and 

independent work times (Rimm-Kaufman et al., 2005). A warm, emotionally sensitive 

classroom climate leads to more positive student conduct (Brackett et al., 2011). ñWhen 

teachers can create a warm and open classroom environment that supports the emotions 

of students, students feel more connected, behave better, and are more apt to succeed in 

school and grow into successful adolescents and adult citizensò (Brackett et al., 2011, p. 
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34). Teachers can construct and achieve this warm and open classroom environment 

through their interactions with their students and their teacher talk.  

Literature confirms that teachers should use a warm tone of voice and a 

responsive approach when working with students (Denton, 2015; Rimm Kaufman et al., 

2005). Not only is it respectful and kind, but it can foster a positive and safe classroom 

environment for students where they can achieve their best learning through social 

interaction with their teacher and their peers.  

Teachersô Impact on Student Talk 

ñTeacher talk and student talk are essential components that determine the quality 

of learning in the classroomò (Kohl, 2002, p. 147). Furthermore, what teachers say to 

students and how they say it can affect how students interact with the teacher and their 

peers. Mercier et al. (2019) illustrated the flow of this statement in Figure 3. 

Figure 3 

The Flow of Epistemological Messaging 

 

Note. Retrieved from Mercier et al., 2019. 

They began with student thinking. Student thinking prompts a teacher's response, and that 

response sends a message to students. The response could be intentional or unintentional. 

However, students take up that message to shape their learning. Specifically,  
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When students consistently hear the teacher respond to their thinking in these 

ways [with epistemological messaging], they take it up and apply it to class 

discussions. For instance, when a student says, ñOooh, I see what you mean.ò or 

ñCan I answer that question for you?ò it is evident they have received the message 

their peersô thinking helps and contributes to knowledge production (Mercier et 

al., 2019, p. 30).  

In short, a teacherôs language to students can impact student-to-student language and 

their social development. 

 There are various kinds of talk moves at a teacherôs disposal. Denton (2015) 

includes envisioning language, redirecting language, reinforcing language, and reminding 

language as types of talk moves to use with students, each for different situations and 

desired outcomes. Both envisioning and reinforcing language can be replicated by 

students. Envisioning language is the words teachers say to help students have an exciting 

picture in their minds about themselves or their abilities. Reinforcing Language is 

specific and descriptive, and it identifies the positive efforts and accomplishments of 

students. Both can assist students in naming their identities as learners, classmates, and 

citizens. When students are accustomed to hearing that type of language and begin to 

speak it too, they are co-constructing a positive learning environment for themselves and 

their peers. Kohl (2002) advises, that  

student talk has to be interpreted as well. This has nothing to do with language 

differences. It has everything to do with the way in which language is heard and 

interpreted, with tone, presentation, attitude, implication, and an understanding of 
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how to convey complex meaning in a way that is understood by the spoken-to (p. 

150-151).  

McElhoneôs (2013) study followed classroom teachers pressing students to elaborate 

more about their reading lives. Their success came from incorporating authentic 

envisioning language that made students comfortable and even excited to engage in 

conversations about their texts. Teachers also used reinforcing language that 

communicated to students that they were capable and competent readers. How educators 

speak to students can make students feel comfortable in their classroom environment and 

confident in talking about their learning. 

Psychologist Lev Vygotsky (1978) stated that language shapes thoughts, feelings, 

and experiences and it produces ñfundamentally new forms of behaviorò. Denton (2015) 

elaborates on this theory, describing that ñlanguage does this in several ways: It molds 

our sense of who we are; helps us understand how we think, work, and play; and 

influences the nature of our relationshipsò (p. 3). Teacher talk has the same implications 

for students, their talk, and a schoolôs culture. Because of its significance, it is imperative 

that teachers are supported and have a sense of community to turn to in regard to talk and 

the overall teaching experience. Professional learning through induction programs, 

observations, videos, and action research can further support educators in their awareness 

and understanding of their teacher talk..   
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Chapter III  

Methodology 

Chapter three outlines the methods utilized to respond to the research question. 

This chapter focuses on the research design and context, participant and researcher roles, 

data collection and analysis, and the trustworthiness, generalizability, and replicability of 

the conducted study. 

Research Question 

This study answers the following question regarding what and how teachers speak 

to students: What are the perceptions of both novice and experienced teachers toward 

their use of talk used with students before and after professional development? 

Research Design 

 This study was conducted through the methodological approach of a qualitative 

phenomenology. 

 This phenomenological inquiry is informed by the cognitive learning theories of 

constructivism and social constructivism. The researcher studied teacher talk, what 

teachers say to students and how they say it. Participants in the study engaged in self-

directed, active learning, reflexive practices, and interactive learning which had the 

potential to manifest as a transformation of perspective. In constructivist frameworks, 

learning is active and language skills lead to stronger cognitive skills. Vygotskyôs (1978) 

social constructivism emphasizes a learnerôs social environment and interactions in the 

development of their cognitive ability. Similarly, Dewey (1938) believed that learning is 

socially constructed and interactive. Qualitative phenomenology parallels the research as 

the researcher studied a group of novice and experienced teachers and their perceptions 
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of the phenomena, the awareness and professional development of teacher language, and 

how using warm, respectful, student-centered teacher language impacts their teaching and 

teaching experiences. 

Research Context 

 The study took place during the Spring academic semester of 2023 at Alison 

Elementary in Alvernia Independent School District. Located in a dense suburban area 

and encompassing surrounding suburbs of North Dallas-Fort Worth, the Alvernia 

Independent School District serves over 66,000 students in early childhood education 

through twelfth grade. Alvernia ISD serves primarily non-economically disadvantaged 

students (87%) across its 75 campuses. The majority of AISD students (70.1%) identify 

as white (36.5%) or Asian (33.6%). The ethnic distribution continues with 13.2% of 

students identifying as Hispanic, 11.5% identifying as African American, 4.6% 

identifying as two or more races, 0.6% identifying as American Indian, and 0.1% 

identifying as Pacific Islander. 7.2% of Alvernia ISD students are Emergent Bilinguals. 

Alvernia Independent School District employs approximately 8,000 people, with 5,000 of 

those in teaching roles. Disproportionately to students, AISD teachers are 

overwhelmingly white (79.2%).  

 Alison Elementary was opened in 2009 and today serves nearly 900 students in 

kindergarten through fifth grade. Alison has 37 classroom teachers. Following the 2021-

2022 school year, Alison experienced high teacher attrition due to numerous stated 

factors such as family needs, relocation/moving, dissatisfaction with the profession, and 

unsatisfied with the school/district leadership. In the 2022-2023 school year, 19 teachers 

were new to the campus, 16 were new to the district, and 4 were new to the teaching 
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profession. Also new to the Alison campus in the 2022-2023 school year was the 

principal. The school year was one of rebuilding for Alison Elementary. Teacher 

expectations, campus procedures, the campus mission and vision statements, and the 

campus culture all shifted with the influx of new faces and new ideas.  

 Alvernia Independent School District requires and organizes a Mentor-Mentee 

program for teachers new to the profession. Alvernia ISD also requires continued support 

through a campus induction program for all novice and new to AISD teachers. In the 

2022-2023 school year, all 16 teachers identified as new to the district and/or profession 

attended professional development on campus through the induction program. Each 

AISD campus has autonomy in how its induction programs are executed. At Alison, 

teachers meet in the campus library centrally located in the building on one Wednesday 

afternoon of each month. Professional development was designed and intended to be 

responsive to observed teacher needs and was instructed by fellow classroom teachers or 

campus administration.  

Researcher Role and Positionality 

 The researcher is a classroom teacher at Alison Elementary School in Alvernia 

ISD. The researcher has no personal relationships with the desired participants other than 

professional, collegial ones. There is no power differential of title between participants 

and researcher as all are classroom teachers. However, the researcher acknowledges the 

influential difference between a first-year teacher (some participants) versus an 

experienced teacher (researcher and other participants). The researcher is not in a position 

of authority but is in a position of leadership to conduct this study in conjunction with the 

professional development of the campus induction program.  
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 Just as the participants did, the researcher engaged in the professional 

development and book study of The Power of Our Words: Teacher Language that Helps 

Children Learn by Paula Denton. The researcher was reflective on their reading, 

classroom teaching, and study experience relating to teacher talk in a contemporaneous 

field journal.   

Sampling Design 

 Purposeful sampling was selected to support the purpose of this study which is to 

understand the perceptions of teachers regarding the phenomena of the awareness of 

teacher talk. The chosen sampling method is purposive and utilizes a typical technique. 

The only determining criteria for selecting participants is their years of teaching 

experience in the district and profession. Participants in the study are teachers at Alison 

Elementary with less than one year of teaching experience in the profession or in the 

Alvernia Independent School District. In the 2022-2023 school year, there were four 

teachers at Alison Elementary with less than one year of teaching experience and sixteen 

teachers with experience elsewhere but new to AISD. All four novice teachers and four 

experienced teachers that are new to AISD consented to participate in the study through 

their induction program. 

Participant Recruitment, Enrollment, and Characteristics  

 Upon Institutional Review Board (IRB) approval desired participants (Alison 

Elementary teachers with less than one year of teaching experience in the district and/or 

profession) were invited to an informational meeting held in the library of the research 

site. At this meeting, the researcher gave information about the study and answered any 

questions. Consent forms were offered to desired participants, and the school counselor 
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was present to provide a sense of comfort and safety. After consent was obtained, 

participants were enrolled in the study. 

 The researcher and participants each teach different grade levels, although some 

of the participants teach the same grade together. Therefore, relationships are strictly 

collegial between the researcher and participants. No personal relationship or friendship 

between the participants and the researcher existed at the time of the study.  

 Novice teachers new to the profession and teachers working in a new environment 

(those new to the district) may be vulnerable to coercion or undue influence. Participants 

in the study were protected by the following measures: 1) The researcher communicated 

clearly that participation in the study was voluntary and that the decision to participate 

would not be held against them; 2) consent information was neutrally presented; 3) no 

monetary or other incentives were offered to participation; 4) all novice and new-to-

district teachers were included in the same professional development and mentorship 

through the campus-designed induction program. In other words, there was no 

penalization for choosing not to participate in the study. The same professional 

development is offered, and required of, all new teachers on campus. Again, participation 

in the study in conjunction with the campus induction program was optional.  

There was no violation of confidentiality in the study. Had there been, although 

unforeseen, it would have been addressed privately with the participant. The Alison 

Elementary counselor was designated as a safe person in whom subjects could confide if 

they experienced any concerning psychological distress or social issues related to the 

study. To further protect participants, transcriptions of oral discussions included no real 

subject names but rather pseudonyms assigned to each subject. A record of the name-
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pseudonym association was maintained separately in a password-protected digital file. 

Audio recordings were also saved as password-protected digital files.  

To lessen the magnitude of social risks in the study, the subjects and researcher 

co-constructed norms for professional development book club meetings to ensure safety 

and respect for all present. As previously stated, the campus counselor was designated as 

a safe person in whom subjects could confide if they experienced any concerning 

psychological distress or social issues related to the study. Confidentiality safeguards 

were communicated to participants in the initial informational meeting and reiterated 

throughout the study.  

Data Collection 

The researcher collected data from various sources including one-on-one 

interviews with participants, participantsô reflections on classroom teaching and 

interactions with students, a contemporaneous field journal, and audio-recorded semi-

structured group conversations with participants. All sources of data were used to gain 

insight into participantsô perceptions of their talk used with students and any shift in their 

thinking or understanding of teacher language/talk. 

Upon the University of Houstonôs Institutional Review Board (IRB) approval, and 

after consent had been obtained, participants received a copy of the text, The Power of 

Our Words: Teacher Language that Helps Children Learn by Paula Denton. The texts 

were purchased by Alison Elementary with discretionary funds. Participants engaged 

with the text each week, reading one chapter per week. Participants were encouraged to 

reflect on their personal use of teacher language/talk while reading through notetaking on 

post-it notes stuck to the book pages, in a physical journal, or in a digital file.  
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The researcher met with participants in a small group setting in the Alison 

Elementary Library four times throughout the study period. These meetings were spaced 

out appropriately throughout the study period to give participants time to read, but also 

due to the busy school calendar and previously scheduled meetings and events. Just as a 

recreational book club would, the participants and researcher read and discussed their 

interpretations, realizations, and understandings from a particular chapter(s). The open 

dialogue served as data from these meetings and was collected in the researcherôs 

contemporaneous field journal and audio recordings. The researcher also encouraged 

participants to either video or audio record their teaching to self-reflect on their talk and 

tone used with students. These self-reflections and takeaways were optional to share in 

the small group setting and were discussed more privately in the one-on-one semi 

structured interview with the researcher. Again, the researcher collected the data 

presented through open dialogue in their contemporaneous field journal and audio 

recordings.  

 The final piece of data collected was a one-on-one interview between the 

researcher and each study participant to conclude the collection process. In this interview, 

the researcher asked standardized open-ended questions to gain further insight into the 

participantôs shift in thinking, if any, about their language/talk and tone used with 

students. 

Data Screening and Analysis 

The researcher employed thematic and discourse analysis to make sense of the 

data collected. Qualitative data analysis is a ñprocess that requires sequential steps to be 

followed, from the specific to the general, and involving multiple levels of analysisò 
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(Creswell & Creswell, 2018). Firstly, the researcher organized the data by source: one-

on-one interviews, dialogue from the group settings, and contemporaneous field journal 

notes from throughout the study period. The intention of organizing data by the source 

was to 1) identify similarities and/or differences in participantsô communicated 

understanding of teacher talk between what the researcher observed and noted in their 

field journal, what was shared in a group setting, and what was shared one-on-one with 

the researcher; 2) see a timeline of growth, or lack thereof, of participantsô awareness and 

perceptions of teacher talk throughout the study period. The study period consisted 

mostly of open-ended group dialogue as the book study text was read and then was 

concluded with a one-on-one interview with the researcher. Researcher reflections and 

observations were recorded and dated throughout the study period in a contemporaneous 

field journal.  All data was organized and stored in password-protected files saved to a 

hard drive and backed up on a flash drive. Secondly, all interviews and audio files were 

read or listened to and manually transcribed to prepare for analysis.  

Once transcribing is complete, the researcher manually coded the data. The 

researcher then analyzed the coded data. Thematic analysis, ña method for identifying, 

analyzing and reporting patterns (themes) within dataò (Braun & Clarke, 2006)  was 

utilized to interpret the interviews, audio files, and field journal. Discourse analysis was 

used to analyze the transcripts of audio recordings of the reflection of participantsô use of 

teacher talk in their classrooms from both the group setting and one-on-one interviews. 

This method was purposefully selected to ñexamine how understanding is produced 

through a close look at the words. [The researcher was] interested in how the story is told, 
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what identities, activities, relationships, and shared meaning are created through 

languageò (Starks & Trinidad, 2007).  

Data Representation 

 All data sources were evaluated by the researcher to determine and communicate 

the perceptions of teachers on their talk used with students. ñQualitative researchers 

typically work inductively, building patterns, categories, and themes from the bottom upò 

(Creswell & Creswell, 2018). Through an inductive process, themes were generated from 

the analyzed codes and were represented in thick descriptions and visual aids such as 

charts and graphs (See next chapter regarding study findings.).  

Trustworthiness 

 The researcher was thoughtful about maintaining the studyôs trustworthiness and 

avoiding internal researcher bias. The awareness of teacher talk has been personally and 

professionally impactful for the researcher. Therefore, it is imperative that the researcher 

came to the study with transparency and openness to gain new insight from participants.  

 Professional development/book club meeting norms were co-constructed by the 

researcher and participants to give everyone a voice and responsibility in establishing and 

professional and collaborative environment. All meetings and interviews took place in a 

neutral location, the Alison Elementary library centrally located on the study site.  

 To further maintain trustworthiness, the researcher concluded data analysis with 

member checking, allowing each participant to confirm their comfortability with the 

study results and their accuracy.  

 

 



35 

 

 

Generalizability and Replicability 

 There are many limitations within the study and qualitative research. Specifically, 

in this study, the two primary limitations are time and sample size. The timeline to collect 

robust and thoughtful data was brief. With only the potential and obtainment of four 

participants that are new to the teaching profession, the study is limited to utilizing 

purposeful sampling. Also, with a sample size this small (eight total participants), 

findings cannot be generalizable or representative of all new teachers. To assist with the 

replicability of findings, all methods conducted and intentions in the study are transparent 

and detailed.   
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Chapter IIII  

Findings and Results 

In this study, I desired to discover teachersô perceptions of their talk used with 

students before and after professional development on the topic. The study site and 

surrounding district do not currently offer PD on teacher talk when training new hires, as 

a part of continuing education throughout the school year, or when implementing a new 

program or curriculum initiative. Similarly, in most educational institutions, the focus is 

placed on teachers using the school/districtôs curriculums and programs with fidelity 

rather than how they are implementing the adopted curriculum and supported programs. 

The awareness of teacher talk as a teaching and instructional tool through the campus-

designed induction program was a phenomenon for study participants. Therefore, the 

study focused on the research question: What are the perceptions of both novice and 

experienced teachers toward their use of talk used with students before and after 

professional development? 

Participant Characteristics 

 All participants in the study were new to AISD in the 2022-2023 school year, and 

one-half of the participants are brand new to the teaching profession. All teachers new to 

the district at Alison Elementary were required to participate in the professional 

development book study of The Power of Our Words: Teacher Language That Helps 

Children Learn by Paula Denton. However, the eight listed participants in Table 1 

consented to the study and agreed to an additional one-on-one semi structured interview 

in order to provide deeper insight into their experiences, perceptions, and the 

phenomenon of teacher talk. The listed participants are a small sample of the teachers, 
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coaches, and administrators on the Alison Elementary campus and in attendance at each 

book study meeting; Eight teachers new to the district participated in the study while 

thirty-one faculty members were in attendance at book club meetings, including myself. 

These thirty-one faculty members consisted of campus administrators, campus coaches, 

other teachers new to the school district, and teachers who volunteered and desired to 

read the text and participate in the book club.  

Five out of the eight participants (62.5%) are traditionally certified as teachers 

through university teacher preparation programs. The remaining three participants 

(37.5%) were alternatively certified. The participantsô years of experience as classroom 

teachers range vastly from less than one year to seventeen years. Multiple participants 

have worked in different career fields, have children of their own, and have taught out of 

the state of Texas, all of which are characteristics that assisted in shaping their experience 

with the phenomenon of the awareness of teacher talk. 
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Table 1 

Participant Demographics 

Name: Years of 

teaching 

experience: 

Grade level 

taught in the 

2022-2023 

school year: 

Self-Identified 

Ethnicity:  

Method of 

Teacher 

Certification:  

Taylor < 1 year Second White Traditionally 

Certified 

Olivia < 1 year Third White Alternative 

Certification 

Program 

Ivy < 1 year First White Traditionally 

Certified 

Meredith < 1year Kindergarten White Traditionally 

Certified 

Maddy 3 years Kindergarten White Alternative 

Certification 

Program 

Karli 9 years First White Traditionally 

Certified 

Camilla 12 years Third Hispanic Traditionally 

Certified 

Wendy 17 years Second White Alternative 

Certification 

Program 
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Findings 

The study findings outlined in this section are organized chronologically from the 

initial book club meeting, the consecutive three meetings, and the conclusive one-on-one 

semi-structured interview with each participant. The professional development book club 

meetings were structured as a recreational book club might meet. Chairs were arranged in 

a large circle in the whole-group area of the campus library. It was important to me that 

there was room for all thirty-one faculty members who needed to, or wanted to, attend, 

and that there was a conversational, nonjudgmental tone and approach to each book club 

meeting. Meeting norms were co-constructed by all faculty members in attendance at the 

first meeting about the study text, The Power of Our Words: Teacher Language That 

Helps Children Learn by Paula Denton and reviewed in the consecutive meetings. In the 

informational meeting about the study, I shared the rationale for the upcoming meetings: 

Researcher (Sydney): ñYou were all invited here because we are new to the 

teaching profession, or because you are new to AISD. There is substantial 

research that supports induction and mentoring programs for both new teachers 

and experienced teachers in a setting new to them, so that is the rationale for why 

we meet monthly. The general purpose of these meetings is to provide 

camaraderie and support among colleagues. Although we are new, we bring with 

us different backgrounds and experiences that we can each utilize and learn 

from.ò 

Following the four book club meetings that served as the campus induction program 

professional development sessions, semi-structured interviews were held with each 

participant that consented to the study. These interviews were held in the campus library 
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at a small table. An overview of each book club meeting, insight gained from the 

individual interviews, participantsô perceptions of the phenomenon of teacher talk as 

defined in the study text, and any anecdotal notes are represented in the subsequent 

headings of this section.  

Meeting #1 

 The first book club meeting was held to discuss the introduction and chapter one 

of the study text. This reading was the participantsô first experience with the 

phenomenon, the awareness of teacher talk, as defined by the study text. Denton (2015) 

states that,  

the term "teacher languageò refers to the professional use of words, phrases, tone, 

and pace to enable students to engage in active, interested learning; be 

contributing members of a positive learning community; and develop positive 

behaviors. Using language this way is one of the key strategies of Responsive 

Classroom, an evidence-based education approach associated with greater teacher 

effectiveness, higher student achievement, and improved school climate. This 

kind of language rests on a deep and abiding faith in the goodness of children, a 

belief in their desire and ability to learn. It also rests on faith in teachersô ability to 

teach and bring out the best in children (p. 3).  

When asked what in this text definition resonated, or stuck out to participants, they 

stated: 

 Taylor:  ñI feel like tone. Tone I feel like is really important.ò 

Olivia:  ñThe deep and abiding faith in the goodness of children.ò 

  Maddy:  ñYeah, I was gonna say that too.ò 
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After defining teacher talk, the introduction provides examples and evidence highlighting 

the power of language. Denton (2015) writes, ñOur words can shape identities. What we 

say to others can deeply affect their sense of who they are and who they might becomeò 

(p. 4). Participants were asked if this aligns with their experience as a student or as a 

teacher. They were asked to share if either their teachersô talk affected them as a student 

or if their talk has affected their students: 

Camilla: ñYeah. I think every day, um, you can see language impacting a child's 

motivation. And I think the beautiful thing about children is they're very versatile 

and transparent. So if you say something that upsets them, you will see it 

immediately. And if you speak in a way that is warm and respectful and to their 

character, they will begin to open up. And I think that we can see it a lot.ò 

Ivy:  ñI remember something my sixth-grade science teacher said, and I didn't like 

her, and she was being rude, and I didn't like science for a long time after that 

because of the way that she talked.ò 

Wendy: ñIt's kind of scary to be honest with you. The power that you hold, you 

know, and the, just a tone in the way you ómm-hmmô, and the way you interact 

with these children can really damage them so much.ò 

Taylor:  ñYeah, it is scary.ò 

Karli:  ñAnd we can confuse them because they don't understand, especially little 

ones. They don't understand different tones. Sometimes they don't understand 

certain phrases. They haven't had enough life experience to understand that this 

could mean this. So being direct about what you want them to do, they can 

understand that.ò 
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Wendy: ñMakes you really think, well, words matter.ò 

Olivia:  ñBut I also think like as a parent, when you hear your child repeat 

something the teacher said, it's also like, óWhat? Is that really what was said?ô 

And as an educator, I think that didn't happen, but it does make you think. Maybe 

your intention was nice, but maybe [the studentôs] perspective was different. It's 

interesting, their takeaway, and that you have to even be more cautious because 

the takeaway, whether you meant that or not, is sometimes what is remembered 

and out there.ò 

Wendy: ñWords matter! Like, I said something to one of my kids, I love them, 

but oh my goodness, you know? I said to him, I meant, óAre you listening?ô But 

what came out of my mouth was, um, hold on, let me phrase it. óDo you even 

listen?ô And I like, as soon as I said it, the way it came out was so rude and 

disrespectful towards him. You know what I mean? I was like, oh that sounded 

bad. And so I said, óI'm sorry buddy. That came out completely wrong. I didn't 

mean do you listen, I know you listen, were you listening at this moment?ô And I 

tried to cover my tracks. But in that moment, man, I thought, Wendy, you need to 

pay attention to your tone and your words.ò 

Amongst the brave shares, there were empathetic laughs and head nods as other faculty 

members in attendance related to and agreed with the anecdotes of our own teacher talk 

and experiences with language. Having a highly experienced teacher such as Wendy 

share honestly about a recent exchange in her classroom that she owned as ñrude and 

disrespectfulò was impactful. From my view as the researcher, it was an opportunity for 
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connection as all educators, I guarantee, have said something or said something in a tone 

that they regret to a student. Next, I asked book club members: 

Sydney: ñWere there any quotes in that introduction or the first chapter that 

jumped out to you? Like, that would be a really effective sentence to use in my 

classroom or I don't phrase it like that, but this would be helpful. Or maybe even 

something you say that works when you use it?ò 

Camilla: ñIn both the introduction and in the first chapter it talked about, I dunno 

that it called it feedback, but it was basically feedback, and rather than just saying 

ógreat jobô, you're specific so that kids know you value what they're bringing to 

the table but also what they can replicate. That just reminds me of what we call 

value potential statements where you point out that because you did this, you're 

able to do this, which is gonna help you do this. So they help, you know, you 

point out what they've done well, which they can carry on.ò 

Wendy: ñI like how they use non-judgmental language. Um, instead of saying 

óYou haven't turned in your homeworkô, saying ñI've noticed that you haven't 

turned in your homeworkò. And then ask questions related to that. I thought that 

was good. Not kicking them while theyôre down, you know what I mean?ò 

Ivy: ñI feel like avoiding overgeneralizations would help me. Sometimes I try to 

hype them up and I'm like óOh that's gonna be excitingô. And then I have one or 

two that will say, óThis is boringô or, óI thought you said this would be funô. 

Which that is my personality, but saying maybe like, óI love thisô instead of. 

óyou'll love thisô might be better.ò 
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To provide further context to Ivyôs share, in chapter one of The Power of Our Words, 

Denton (2015) advises educators to avoid overgeneralizations. She says, ñour intention 

may be to stimulate interest in the new activity, but weôve presented a sweeping 

statement as being true for everyone when it may not beò (p. 17). Examples from the 

study text are provided in Table 2. 

Table 2 

Avoiding Overgeneralizations 

Common Overgeneralization: Statement avoiding overgeneralization: 

ñYouôre all going to really like this next 

activity.ò 

ñIôm really excited about this new unit. I hope 

you will be, too.ò 

 

ñWeôre about to start an inspiring book.ò ñSome readers have found this book inspiring. 

Iôll be interested to hear what you think.ò 

 

 

Note. Retrieved from Denton, 2015. 

Denton (2015) lists five general guidelines for teacher language that ñunderpin all 

the specific strategies offered in the rest of this bookò (p. 12). They are: 1) Be direct and 

genuine; 2) Convey faith in childrenôs abilities and intentions; 3) Focus on action; 4) 

Keep it brief; 5) Know when to be silent. Book club members were asked to share what 

guideline(s) was difficult for them at this point in their teacher talk journey: 

Wendy: ñYou'll never guess which one I thought would be difficult! <laughs>. I 

tend to over talk.ò 

Meredith:  ñKnowing when to be silent is hard. Specifically, I do the voiceovers a 

lot but I was just thinking like, oh I'm kind of like reaffirming, like yeah that was 

great and just like making sure everyone heard it and making them feel good.ò 
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Camilla:  ñNo, another teacher and I talked about that and we said the exact same 

thing that you were saying. I struggled with that too. Because I do want to affirm 

what they're saying. But I think also one way to go about doing that because I do 

agree with yes, you wanna make sure that the children's voices are heard and that 

you honor their voices. So trying like, óOh Sally, did you hear what Debbie said? 

Can you repeat what she said?ô So having another child repeat it is another way to 

go around that. So don't feel bad.ò 

As Meredith and Camilla discussed, Denton (2015) advises that teachers resist the 

temptation to use voice-overs, or the ñrepeating of a studentôs response right after it is 

utteredò (p. 30). She further explains,  

the unintended message, however, is that the childrenôs words are important only 

if I repeat them, and that the rest of the group needs only to listen to me, since Iôll 

always repeat anything I deem importanté By not repeating, I allow the studentôs 

voice to stand on its own, establishing for the whole class that it is important to 

listen to each other (p. 30). 

Ivy then continued sharing about the recommended guidelines for teacher talk: 

Ivy:  ñIn the section about conveying faith in children, it says to avoid baby talk. I 

really took notice to that because I think we have like, or I did, this notion of what 

a teacher voice sounds like, right? When you talk your voice gets lighter and you 

go up higher and like, especially with the young grades, I do it all the time, you 

know? And so I don't ever mean to make them think that I don't have faith in them 

and that they arenôt smart and that they canôt have adult conversations. It's not 

that, it's just, I've always thought that that's how a teacher sounds and so I've done 
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that. So, I tried today but I have a lot of trouble monitoring my speech because I 

just kind of talk a lot. So, um, it was definitely a challenge today. So I'm gonna 

continue to work on it, but the baby talk is gonna be hard for me to avoid.ò  

Maddy:  ñI know that being direct is so important. I think a lot of times we dance 

around it because we don't want to seem like we are being mean. But it reminds 

me of Brene Brown's quote, clear is kind, and unclear is unkind.ò 

Karli: ñAs a part of that, I also found the, like they use the statements rather than 

questions advice helpful. Instead of, óCan everyone go back to their seats?ô and 

someone saying like, óNope, I'm notô. So I tried that today, saying, óEveryone sit 

down at your seat.ô  

The introduction and first chapter of the study text outline many dos and dontôs of teacher 

talk according to the author. The conversation held in the campus library was vibrant and 

engaging. As the researcher and facilitator of this book study, I was nervous about how 

the text would be perceived. Much of the advice given in the text right away seems a bit 

overwhelming for educators that have never engaged in this work of considering their 

talk as a powerful teaching tool. The initial thirty-plus pages of say this, or donôt say this, 

can be off-putting and surprising. Knowing the worry that I had going into the first book 

club meeting, I was extremely pleased by the openness of dialogue and the openness of 

the participants to attempt some of these talk moves in their classroom after only our first 

discussion about the phenomenon. 

Meeting #2 

 The second book club meeting was held to discuss chapters two and three of the 

study text. Chapter Two is about using the talk move of envisioning language in our 
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classrooms. In this study, envisioning language is defined as words that help students 

have an exciting picture in their minds about themselves or their abilities. Denton (2015, 

p. 38) outlines three general steps for formulating effective vision statements: 1) Think 

about your values or studentsô values as they relate to the situation at hand; 2) Articulate 

to yourself a specific and concrete goal that reflects this value; 3) Talk about these 

aspirations with ideas and words that engage children. With the first step at the forefront 

of our minds, book club members were asked to share what they considered to be their 

studentsô values and deepest ideals: 

Olivia: ñI mean I think my kids would say like, having fun is the most important 

thing to them. So I liked how the book was saying like, óSo if we're all having 

fun, what does that look like?ô Like, what do we need to do to make that happen?ò 

Meredith:  ñIt's funny though because even as adults, the word fun doesn't mean 

the same thing to everybody. I had somebody yesterday, actually say óMeredith, 

have funô or something and I'm just like, óBut I am having funô. This is a different 

fun because they were talking about staying awake late at night, and I just get so 

tired and after Valentine's Day here. I was like, óFun to me means pajamas right 

now it doesn't mean anything elseô. But I was kind of like, huh. Even as an adult, 

that matters you know? The definition of the word and being sensitive to what it 

means to somebody else or being sensitive to what somebody else values.ò 

Denton (2015, p. 147) gives examples of envisioning language for the two purposes of 

setting a positive tone for future work or engaging children in problem-solving. Examples 

from the study text are provided in Table 3.  
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Table 3 

Examples of Envisioning Language 

Setting a Positive Tone for Future Work Engaging Children in Problem-Solving 

ñGood morning, scientists! Iôm looking 

forward this year to helping you discover 

answers to some of the mysteries about the 

way our world works.ò 

 

ñSo what can you do to figure out who will be 

flag guard in such a way that Capture the Flag 

can be fun for everybody and you can run fast, 

try to outsmart the other team, and help 

teammates?ò 

 

ñThis year I hope our classroom will be a safe 

and caring place to learn ans that everyone 

will be able to do their best work.ò 

 

ñYouôre tired of the word órespectfulô. Seems 

like the teachers use it a lot just to make you 

listen to them. What if órespectfulô really did 

mean something important to you? What 

would be happening for you at school if you 

genuinely felt respected by each other?ò   

 

ñWeôve been sharing with each other about 

animals we like, sports we play, and our other 

interests. I expect all of you will choose 

something youôre interested in and do such 

great research on it that you become the class 

expert on your topic or have a good idea of 

how to find the answer.ò 

 

ñWe can do our best learning when we are 

careful listeners. What do careful listeners 

do?ò 

 

Note. Retrieved from Denton, 2015. 

When considering the two goals of envisioning language, Karli spoke about how she is 

now considering teaching problem-solving skills differently after reading: 

Karli:  ñI feel like problem-solving is something in my classroom that I probably 

should readjust, because I can't stand when kids come up to me and they're like, óI 

cut my fingerô and I'm just like, óOK, problem solve it. Weôve got stuff in our 

room, you know where it is.ô And, I know could phrase it a little bit better. I'm 

always saying the words, óProblem solve itô or, óYou got this, see you laterô. Um, 
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so I feel like with envisioning language you can teach problem-solving. Just being 

like, óOK, what can you do to solve this problem?ô I know that sounds a little 

sarcastic, and I can phrase it better. But I am trying to teach them how to do it by 

themselves.ò 

I deeply connected to what Karli stated. She desired for her students to be autonomous 

problem solvers, but her current talk moves were not achieving that goal. Her language 

comes off as dismissive, rather than encouraging and instilling faith that students can in 

fact solve the problem they are facing. The talk move of envisioning language, or using 

vision statements, can assist educators in how they approach autonomous problem-

solving in their classrooms. I later asked book club members to share any effective 

envisioning language or vision statements that they currently used with students: 

Maddy: ñI donôt know if this is right or not, but I just try to tell them or call them 

like, óyou're amazingô and óyou're awesomeô and óyou're smartô.ò  

Wendy: ñ I try to call students ówritersô or óreadersô so they can see themselves as 

that. Like when you're doing writing saying, óEverybody's a writer. See yourself 

as a writer.ô When we're doing reading saying, óEverybody, see yourself as a 

readerô.ò  

Olivia:  ñI think that we, well our team at least, kind of makes fun sometimes of 

the óLucy Calkins wayô of addressing students. You know, because every lesson 

starts like ówriterséô or óeditorséô, you know? Like it uses all this kind of 

flowery language. But, that's almost like this, right? Like you're kind of setting the 

bar high saying, óYou are a writerô, óyou are an editorô, or óyou are a good readerô, 

you know, whatever it is. So I was thinking about that while I was reading this 
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chapter and I was like, okay, maybe I'll not give that so much crap and just try to 

genuinely use that language sometimes and not just be awkward.ò 

Sydney: ñIt's really awkward at first though. It is not natural for most teachers, 

and it was not natural for me my first time teaching using Lucy's curriculum. But 

now, after years of speaking this way, it is more natural and habitual.ò 

Wendy: ñI think we see that talk used in the lower grades more often where kids 

don't see themselves as readers yet. So, like, as they get older I think it's different. 

But for us, I think like that language comes a little bit more naturally because we 

want the students to see themselves as that, you know? By the time they get to 

you [in upper elementary], they hopefully see themselves as readers and writers 

already.ò 

Chapter Three of the study text is about using open-ended questions as a teaching tool. 

Open-ended questions can be defined as a question that has no single right or wrong 

answer. Denton (2015) states that ñteachers can also use language to stretch childrenôs 

curiosity, reasoning ability, creativity, and independence so that they can learn more 

broadly and deeply. One of the most effective ways to do this is to ask children open-

ended questionsò (p. 47). This chapter is well synchronized with a discussion about 

Chapter Two. There is some overlap when using envisioning talk moves to assist students 

in problem-solving because in those scenarios educators will often utilize the talk move 

of asking open-ended questions. Participants were asked to share when and how they 

currently use open-ended questioning as a positive talk move and teaching tool with 

students: 
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Camilla: ñWell, anytime like we're introducing a new author or reading unit or 

anything like that, I usually share some of it immediately. So it's kind of always 

like the ówhat did you notice about it?ô Like, óWhat did you find interesting?ô And 

I usually like to ask, óWhat did you find challenging about today?ô Or, óWhat's 

something that you can tweak for next time?ô at the end of my classes or 

workshops.ò 

Olivia: ñI feel like we use a lot of óWhat do you notice?ô Or, óWhat do you 

wonder?ô Especially in math, social studies, and in science a lot. It seems to come 

more naturally in some of those subjects.ò 

Olivia: ñThis is more of a behavioral one, but asking them instead of just saying 

like, óno you need to say sorryô, asking them like ówhat needs to happen here? 

What can we try? What do you feel like needs to happen next?ô Just thinking of 

how can like those more open-ended questions help them come to those 

conclusions by themselves. I feel like it always, you know, benefits the classroom 

community and their problem-solving skills so they can kind of work more things 

out on their own because they have more initiative to do so.ò 

Participants spoke openly about their struggles and experiences with asking open-ended 

questions after reading Chapter Three: 

Maddy:  ñThat is hard though. Because as I was reading about open-ended 

questions the book says like, don't ask open-ended questions if you're not 

genuinely curious and wanting to hear people's ideas. [ñFor open-ended questions 

to be effective, itôs critical that we ask them with genuine curiosityò (Denton, 

2015, p. 57).] And I feel like in a lot of our social studies lessons in particular, it's 
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so fast-paced and you're really wanting to move to the next thing for kids to 

notice. But if we had all the minutes in the world, like of course, I would want to 

hear all of their ideas. But, sometimes I'm so guilty of rushing them and just 

saying like óThis is what you're supposed to noticeô.ò 

Taylor: ñYeah, that happens for me, too.ò 

Camilla:  ñYeah. Open-ended questions make them, it forces them, to think. 

Sometimes kids just don't want to, they would rather not think and then they 

squirrel, or space out, and they start sharing random things.ò 

Karli:  ñIn a lot of grade levels, you ask them open-ended questions, and I guess 

they're so set on like, óI just wanna know, or I just wanna get the right answerô. 

And Iôm like, óno, I want you to create an answer or give your own responseô.ò 

Wendy: ñIt really is hard. I was blasted by my last principal for asking too many 

open-ended questions.ò 

Maddy: ñLike what? What can they even say?ò 

Wendy: ñYeah, it was so funny. I gave them too much freedom I guess. It's just 

funny how it changes like from person to person what they think is acceptable. 

Yeah. Now I feel like there does need to be an in-between of not like all open 

questions.ò 

Denton (2015) acknowledges that there are appropriate times and situations in the 

classroom where closed-ended questions ñfor which there is a predetermined correct 

answerò (p. 56) are more appropriate than an open-ended question. See Figure 4 from The 

Power of Our Words: Teacher Language That Helps Children Learn (Denton, 2015, p. 

56).  
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Figure 4 

Should Teachers Stop Asking Closed-Ended Questions? 

 

Note. Retrieved from Denton, 2015. 
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 The content discussed in the second book club meeting was much more abstract 

than the dos and donôts of effective teacher talk presented and discussed in meeting one. 

It was important for me, the researcher, to continually and heavily draw attention to the 

many examples Denton (2015) provides throughout Chapters Two and Three of the study 

text. The examples of effective envisioning language and its purposes, and the examples 

of open-ended questions and when to utilize this talk move, made these language 

concepts a little less abstract and unfamiliar. Providing space for dialogue about how 

participants are using these various talk tactics in their classrooms connected the text to 

our real-world applications of it, the struggles, and the successes. 

Meeting #3 

 The third book club meeting as a part of the Alison campus induction program 

covered Chapters Four and Five of The Power of Our Words: Teacher Language That 

Helps Children Learn by Paula Denton. Chapter Four is titled, ñListening: Understanding 

the Message in the Wordsò. The act of listening may seem contrary to the topic of teacher 

talk, however: 

careful listening is indispensable to teaching and is an integral part of effective 

teacher language. Far from simply receiving studentsô words passively, to listen 

means to search for the speakerôs intended meaning beneath the words. When 

teachers truly listen to students, students feel known, learn more about 

themselves, feel more like they belong to a community, and become better 

communicators. Listening also helps teachers ask better questions and inspires 

students to take their learning more seriously (Denton, 2015, p. 87).  
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Participants began the third book club meeting with an open dialogue about their 

thoughts regarding Chapter Four and listening: 

Meredith: ñThe story at the beginning [of the chapter] with the couple who 

couldn't speak the same language but they were married to each other I just 

thought it was crazy! <laughs> And so so cool.ò 

Denton (2015) opens Chapter Four with an anecdote about the importance of listening 

that Meredith references fondly: 

My friend spoke up to ask seriously how they [the married couple who did not 

speak the same language] did manage to understand each other in those early 

years. She expected the couple to say they used sign language, they drew pictures, 

they consulted dictionaries a lot. Instead, they paused, looked at each other for a 

moment, and said, óWe listened.ô óListened?ô the answer puzzled my friend. It 

was decades later before she finally began to grasp the wisdom in that answer. So 

powerful is good listening that it can allow us to hear through considerable 

language barriers and understand the intended meanings behind each otherôs 

native languages as the years passed, but it was listening that carried them through 

the early years and gave them enough understanding to set up a household, parent 

three young children, and tend to the myriad details of a shared life (p. 70). 

Participants shared Meredithôs interest in the opening anecdote, and then Ivy continued 

the dialogue about how difficult the act of listening is as a classroom teacher: 

Ivy: ñI think listening is just hard for me. Like, I'm one of those people that is 

constantly thinking of like 25 things that need to be done right now. And 

especially [in the classroom] because I always have 10 first-graders that need my 
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attention desperately or they're gonnaé I don't even know. But so it's hard to 

actually listen. Sometimes Iôm just like, óOkay, okayô. But then I have like no idea 

what I just said yes or okay to. And then a kid will come back from the bathroom 

two minutes later Iôm like, óWhere were you? At the bathroom?ô And theyôre like, 

óYou said, I could go.ô And you're taken aback like, óNo, I didn't say that.ô 

<laughs> So, I guess Iôm thinking more about like actually listening and making, 

or having the intent to do that. Because it sounds bad, but I feel like a lot of times 

I just want everyone to leave me alone. Like that would make listening easier. 

<laughs>ò 

Karli:  ñI'm gonna piggyback off that, Ivy. Because I start out strong listening, 

and then I get distracted. And one time this person told me that their dog died and 

I was like, óOh my gosh, that's so cool!ô And they were like, óUm I just told you 

my dog died.ô I was so embarrassed and like, óOh, I'm so sorry I misheard you.ô 

<laughs> Oops. So now I do try to listen a little bit better since that. But like you 

said, itôs hard and then once [the student stories or shares] goes past 30 seconds 

I'm like, óOkay, I need you to wrap this up, wrap it up.ô <laughs>ò  

Ivy:  ñOur jobs are so overstimulating, you know? And sometimes you just tune 

out. And I don't know. That's how I feel, especially when you have 21 different 

little people you are trying to manage and listen to.ò 

Camilla:  ñI think also like I've kind of realized after reading this chapter that I 

listen with the intent to respond instead of actually just truly listening.ò 

Wendy: ñThatôs a good point, yeah. Iôll be honest, I just have a hard time 

listening. <laughs> So, I really need to work on that. Like there's been times in 
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the middle of conversations with kids where I've walked off and theyôre like, 

óWhat are you doing?ô And I'm like, óNot listening.ô But, not on purpose 

necessarily. Sometimes I have to literally tell the kids that like, óI'm not listening 

to you right now.ô Or, óIôm not able to listen to you right now, so I don't have any 

clue what you're saying.ô I try to come back to them, but listening is just really 

hard.ò 

Denton (2015, p. 72) describes listening and responding to students as a three-step 

process: 1) take in studentsô words 2) figure out the true intention of studentsô words and 

3) think about how to respond. Participants discussed their strengths and struggles with 

this three-step process: 

Taylor:  ñI think the first step is the hardest for me. I think we get so used to just 

like giving an immediate response back because we are asked a million questions 

a day. So listening with like intent can be difficult when you just kind of want to 

appease [the students] in a way and move on.ò 

Wendy: ñI'm serious, this really genuinely sounds like therapy. You know how 

they're like, just listen to your spouse, just listen. You don't need to say anything. 

Think about number three, maybe you donôt respond. That's what this chapter and 

these steps reminded me of.ò 

Maddy: ñSo that is why the chapter started with a marriage story! <laughs>ò 

Denton (2015, p. 72-77) writes in detail about why it is beneficial to be master listeners in 

the classroom. She includes reasoning and evidence for 1) listening lets us know the 

child; 2) when we listen, children learn about themselves; 3) listening builds a sense of 

community; 4) listening makes our questioning more effective; 5) when we listen, 



58 

 

 

students take their learning more seriously; and 6) our listening helps students become 

better communicators. Camilla initiated a conversation on the why behind listening as an 

important talk move to her: 

Camilla: ñI think in our classroom we always try to build a sense of community 

and if [the students] think we're listening to them, like they're expected to listen to 

us all the time that, you know, we'll build trust with them.ò 

Olivia:  ñThe last one gets me. óWhen we listen, students take their learning more 

seriously.ô It's just a different way to engage with students that I didnôt think of 

before is kind of what I was thinking when I read that.ò 

Wendy: ñWell it always feels good when you feel like someone's listening to 

you. I mean it really does.ò 

There are two main strategies for listening that Denton (2015, p. 77-84) identifies for 

educators, along with many helpful tips for using them effectively: 1) Pausing; waiting 

three to five seconds to respond and/or giving a simple acknowledgment such as a nod or 

smile; 2) Paraphrasing; using your own words, avoiding using ñIò, keeping it brief, using 

an approachable voice, and/or following your paraphrasing with an open-ended question. 

The study participants talked about these suggested strategies and tips: 

Ivy:  ñThe strategy I noticed in the book that really made me think was the 

paraphrasing. Because I have a student that's an EB [Emergent Bilingual] and I 

can understand what she says, but a lot of my other students don't understand 

what she says. So like talking in class, and like being able to take it and rephrase 

it so other students can piggyback or agree with her thinking has been really great 

for her to feel more included in our classroom, and like what she's saying makes a 
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difference. Because she used to not ever even share. So I've noticed that. That was 

something that was positive. Like I felt like I took a positive reflection on using 

that strategy.ò 

Karli: ñI paraphrase that a lot with parents and families of students. I say 

something like, óThis is what I hear you saying. Did I understand correctly?ô I do 

that a lot with parents, and itôs helpful.ò 

Camilla:  ñI think one strategy that I totally get is waiting the three to five seconds 

to respond but I also think it's like awkward. You kind of wonder like, are you 

listening? Like, it feels weird because it is a long five seconds. It's just awkward 

<laughs> but I get it. I get that it allows for a more thoughtful response, and it 

really does, but it's a very awkward five seconds for me.ò 

Wendy: ñThe strategy of keeping it brief, I remember my first year of teaching, 

that's one thing I got hacked on actually. I wouldn't give the students enough time 

to think and ponder on or reflect on anything. I would just immediately start 

trying to explain and dive deeper without them knowing the first step. You know 

what I mean? And so I wasn't very good at all about keeping things brief with my 

students. So, I'm working on that still. I find it hard.ò 

After wrapping up our conversation on listening strategies and tips, the book club 

transitioned into sharing their thoughts from Chapter Five, ñReinforcing Language: 

Seeing Children and Naming Their Strengthsò. Reinforcing language is defined as 

specific and descriptive words that identify positive efforts and accomplishments of 

students. Denton (2015) states that ñThis kind of language is enormously powerful 

because it helps children recognize exactly what theyôre doing well and when theyôre on 
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the right track. This allows them to grow furtherò (p. 89). Maddy opened the discussion 

with her understanding that effective reinforcing language is much deeper than simply 

telling a student ñgood jobò. It is naming concrete, specific behaviors: 

Maddy:  ñI think the specificity of the praise, or reinforcing language, is important 

because we raise what we praise. So, if [the students] can't recreate what we are 

praising them for, then what is the point of a ógood jobô when they don't really 

know what a good job is?ò 

Karli:  ñAgain, I think this isn't just based on teacher-to-student interactions, but I 

think this is useful for teacher-to-parent conversations. Because I know that the 

language I use with parents in, you know, behavioral meetings or any 

conferences, in general, go better if I always start with something positive about 

the student. Or, if I say something like, óI just want you to know this really 

awesome thing that so-and-so did in class today!ô That specific. positive language 

totally changes the entire aspect of where the meeting could potentially go.ò 

Olivia:  ñThe section on naming specific behaviors, and specifically the chart with 

examples on page 95, reminds me a lot of the whatever you wanna call it the 

ógentle parentingô, or like órespectful parentingô kind of language. This [naming 

specific behaviors] is a big part of that, and that's what we try to do at my house. I 

have a four-year-old daughter and this is how we talk to her, and I have seen it 

pay off. Because I see her, compared to her peers, when I pick her up at 

preschool, letôs say they're showing me art. Theyôre saying like, óDo you like it? 

You like it?ô And my daughter will walk up and say like, óMommy, I used so 

many different colors today!ô Or like, óMommy, I focused really hard on this 
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project today.ô You know? Stuff like that does come out of her mouth. So, I know 

that this is effective and I'm trying to remember that in the classroom setting, too. 

Trying to remember it and instead of saying like, óWow, you did so good today!ô 

Or whatever, you know? And actually just, just notice. And try to say like, ñYou 

got a lot of work done today.ô Or, óYou know, you really worked hard on x, y. z 

today.ô I just know it does pay off over time with my own kid at least.ò 

Figure 5 included below is the chart on p. 95 that Olivia references in her share to the 

book club. 

Figure 5 

Examples of Naming Concrete, Specific Behaviors 

 

Note. Retrieved from Denton, 2015. 
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Taylor: ñThis chapter makes me think of conferring with kids. Whenever you 

give them that compliment, you know, the compliment or research compliment 

and then teach into that. So, you want to be very specific so that they can replicate 

that again If you just give them a generic compliment, they don't know what to do 

and then conferring isnôt as important.ò 

Camilla: ñI think it also raises the level of how proud [students] are of themselves 

when you're specific when complimenting them.ò 

Wendy: ñWell they know it's more intentional. You were really paying attention 

to them.ò 

Camilla: ñYeah. It's genuine. You're pointing out specifically what you noticed 

they did.ò 

A key guideline to using reinforcing language appropriately is emphasizing description 

over personal approval. Olivia previously mentioned that her family puts tips into 

practice with her four-year-old daughter. Denton (2015) echoes what Olivia has noticed 

and writes, ñWeôre likely to encourage skill growth and autonomy in children when we 

de-emphasize our personal approval and focus instead on clearly naming specific 

positives in the childrenò (p. 96-97). Furthermore: 

When we focus on our feelings about childrenôs behavior, we send an implicit 

message that the purpose of good behavior is to please us, when what we want is 

for children to be motivated toward cooperative, careful behaviors for the sake of 

themselves and the group (Denton, 2015, p. 97).  

In conjunction with de-emphasizing our personal approval, Denton advises that educators 

avoid saying ñthank youò to students for expected tasks. For example, ñIf I say óThank 
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you for lining up so quickly,ô I can actually undermine studentsô sense of self-control 

because I am showing that I believe theyôre lining up quickly to please meò (Denton, 

2015, p. 98). The remainder of the book club conversation revolved around this 

somewhat unusual advice: 

Karli:  ñUm, I think I like have noticed myself since reading this book, just in 

general, and hearing it said in other classrooms because you hear it everywhere, 

but I try not to say óthank youô anymore. It's still a work in progress, but I try not 

to say things like, óThank you so much for sitting on the carpet.ô after I ask them 

to.ò 

Wendy: ñSo if you're sitting on the rug, that's what you're supposed to be doing. 

There's not a óthank youô that comes with that. Do what you're supposed to do. 

And I feel like now, you know, kids are so used to hearing things like, óthank youô 

for everything, for just like the simplest little things like the example, óThank you 

for getting in line.ô Right?ò 

Olivia:  ñI think it's just where like the, or reinforcing, language comes in too. 

Like maybe you say instead, óI noticed we all got in line quickly and now we're 

on our way.ô You know, like helping them see the connection between like, óthis 

happens when everyone sits on the carpet quickly and now we're done with our 

lesson earlierô, or whatever. Itôs just helping them to see the connection in their 

actions. So, like it's not a óthank youô. It's just straightforward like that's what 

happened, or this is what's happening.ò 

Wendy: ñBut donôt you feel like part of it is there are those kids that never get 

noticed, you know what I'm saying? And it's probably wrong, but I just want them 
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to know like, you are always doing the right thing. And so I feel like those kids 

get, um, you know, they just don't get noticed sometimes, and a simple óthank 

youô acknowledges them at times.ò 

Moreso than in previous meetings, the third book study meeting of the Alison induction 

program highlighted some of the challenges that educators face when contemplating and 

attempting Dentonôs suggested use of teacher talk. Study participants noted how difficult 

true listening can be in an overstimulating and busy environment. They acknowledged 

the benefits of incorporating reinforcing language into their teaching practice but touched 

on the habitual nature of emphasizing personal approval over description in the teaching 

profession. It is a challenge to change teacher talk that has become a habit, is heard 

routinely, and is accepted as the norm. 

Meeting #4 

 The fourth and final book study meeting covered the remaining two chapters of 

The Power of Our Words: Teacher Language That Helps Children Learn by Paula 

Denton, titled, ñReminding Language: Helping Students Remember Expectationsò and 

ñRedirecting Language: Giving Clear Instructions When Children Have Gone Off 

Trackò.  

Reminding Language is a talk move defined as words that help students 

remember expectations. Denton (2015) further explains: 

Reminding Language supports children in pausing and visualizing what to do 

before they take action. Used in this way, reminding language helps children 

develop the autonomy and competence that lead to self-control and intrinsic 

motivation. We communicate an assumption that students are competent learners 
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and have good intentions, even when their behavior is beginning to go off track 

(p. 108).  

Book study participants opened the conversation about reminding language by sharing 

what times of the school day they notice themselves using reminding language and even 

some alternatives to speaking when it comes to reminding or cueing students: 

 Camilla:  ñFor sure two o'clock and beyond <laughs>.ò 

Meredith:  ñConstant reminders are given during transitions. Particularly the 

transitions coming back from recess and transitions coming back from specials. 

Like the rowdy times.ò 

Ivy: ñThinking of our first-grade schedule too, like we have science, social 

studies, and writing at the end of the day. And for us, we would like to just have 

like science Monday, Wednesday, and Friday, and social studies Tuesday, and 

Thursday. Because it's a lot of like, okay, come to the carpet now go back and 

come back to the carpet again. We're gonna go do this now, quick. It's just a lot of 

back and forth. So I feel like that's when I'm just like having to redo it. Like 

having the kids redo and remind them. You lose time.ò 

Karli:  ñI've heard some teachers that are like, I'm gonna get one of those 

recording things so I can just push a button that says like repeats the directions for 

you. <laughs> I know that people use a doorbell going into the classroom. I 

actually use it as a transition inside the classroom.ò 

Wendy: ñNo words required! <laughs>ò 

Karli:  ñYes, because I do get exhausted from having to say the same thing. And I 

know youôre just reminding them to meet expectations. It's either youôre doing it 
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or you're not. So yeah, I try to [use the doorbell] in forms of different sounds. I 

use two different ones. One sound is for óyou're talking too loudô. The other one is 

a transition sound. And so the transition sound was for them to come to the carpet, 

and they have done better with that. I guess it goes to show that a sound is better 

than my voice.ò 

Maddy:  ñI've seen some people, some teachers have music, like a certain song for 

different transitions. That would be ideal.ò 

Brainstorming other ways to signal reminders to students aligns with one of Dentonôs 

(2015) guidelines for effective classroom reminding language, keeping reminders brief. 

Other guidelines include establishing expectations clearly, phrasing reminders as 

questions or statements, using a direct tone and neutral body language, using reminders 

when both teacher and student(s) are calm, watching for students to follow through, and 

lastly, using reminders proactively or reactively (p. 109). Participants shared some insight 

on proactive reminders: 

Taylor:  ñIt's not like a verbal reminder, but I saw a really good thing on TikTok 

that I'm doing next year. Like you have all of the supplies that they possibly might 

need or where to go first on the table with the little push lights. Youôd have them 

lit up saying like, okay you're going to need clipboards, paper, pencil, and youôre 

gonna sit on the carpet and youôd just have those lit up to them when they walk in. 

I'm not constantly saying it over and over, and it's a visual for them to see like, so 

that's a proactive thing.ò 

Wendy: ñThat was kind of a part of one of my professional goals I think it was 

two years ago. So, in math, for example, I mean there are so many papers that we 
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go through in a day and they need so many different manipulatives. So, I would 

place it on their tables and they all have these baskets and it had every single 

supply that they needed plus their worksheet and an example of the first problem 

done. And so they knew coming in like this is my expectationé So it saves the 

time of not only transitioning but then I also think of the quote, the person who's 

doing more of the talking is doing more of the learning. And with doing all that 

prep, the students they get right to it and I donôt really need to say anything. So 

I'm pretty much saving this transition time and I'm also not having to say, óOkay, 

what do you need? I'm waiting for you.ô Like if they're not there ready, that's on 

them and they'll miss out. And it comes down to putting the behavior back on 

them. So it would save time, repeating instructions and it's proactive, too.ò 

Olivia: ñThat is proactive. But then I was thinking about this earlier and okay, is 

that more reactive? Like if we've had a bad dismissal or last trip to specials or 

whatever, like the next time we go, I'm going to be proactive with certain 

reminders. So, I think it seems reactive too. Like you start out and it's reactive 

because of that behavior earlier. So we're gonna be proactive the next day or 

transition if that makes sense. I donôt know which one it is more.ò 

To conclude the group conversation about reminding language talk moves, I drew 

attention to what Denton (2015) reiterates in the chapter summary, as it embodies the true 

reason we use reminders as part of our teacher talk: 

ñReminders are most effective when theyôre given before students embark on an 

undertaking that maybe challenging or just as their behavior is veering off course. 

In both situations, the teacher, rather than telling students what theyôre supposed 
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to do, prompts them to remember for themselves. This shows the teacherôs faith in 

the studentsô desire and ability to do the right thing and supports the children in 

developing a sense of autonomy and competenceò (p. 127).  

The final talk move discussed at the last book club meeting was redirecting language, 

defined as  words that change a studentôs behavior mentally and/or physically. Denton 

(2015) writes that ñIt takes knowledge and practice to redirect children in ways that get 

them to act differently while preserving their dignity and sense of belonging in the groupò 

(p. 130). She recommends five guidelines for redirecting teacher talk that study 

participants engaged in conversation about 1) be direct and specific; 2) name the desired 

behavior; 3) keep it brief; 4) phrase redirections as a statement, not a question; and 5) 

follow through after giving a redirection: 

Taylor:  ñTone has a lot to do with [redirecting] because depending on how I'm 

personally feeling, or the number of times I've made that redirection, then 

sometimes it comes out very angry. So I just have to be like, óI'm sorry I got 

angry, it was because I told you five timesô. So, I think I need to keep it brief and 

only give the redirection a single time versus like over and over.ò 

Camilla: ñI think sometimes they need a model, not just like a list of naming the 

direction or naming the desired behavior. Like today, when I was trying to answer 

questions on the carpet and they kept trying to answer the questions for me. So 

after about the fifth time in 45 seconds, I was very overwhelmed. And so I just 

said, óokay, we're gonna stop, Iôm going to model, and then we're, we're going to 

practice.ò 
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Karli:  ñBut you can definitely see what boundaries kids will push if [the 

expectation is] not specific enough or if it's not named or they don't know what 

you're talking about. <laughs>ò 

Wendy: ñLike my husband with our daughter will say like, ócan you go hang up 

your clothes?ô óNo.ô <laughs> So, these are my mom coaching moments. óOkay 

babe, tell her. Because you're giving her the opportunity to say no when you ask 

her.ô So same thing with my [students], Can you turn that into the basket, please?ô 

and then just look at you like, óI don't want to go turn it in the basketô <laughs>ò. 

The group conversation then shifted to a tip that Denton (2015) gives for using 

redirecting language, and that is to not name a consequence when giving a redirection. 

She writes that as long as: 

ñstudents are familiar with the limits and consequences, [teachers] donôt need to 

give an óor elseô or remind them of our use of logical consequences. The óteethô 

come from our action: the fact that we indeed follow through with logical 

consequences if students donôt change after our redirectionò (p. 138).  

Conversely, the topic of rewarding students for following expectations arose from this 

advice. The discussion of stating consequences and giving rewards rang similar to the 

groupôs previous conversation about avoiding saying, ñthank youò for expected actions:  

Meredith:  ñWhat about when you have one that will not, like won't do what you 

say, and so you say the consequence to remind them of like, is this what you 

choose?ò 

Olivia:  ñI feel like you have your extreme behaviors that maybe it does work for 

them. Stating the consequence upfront because that is really like that's what gets 
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through to them. Or, maybe they need the positive reinforcement rather than a 

consequence, you know? Like you always have the extremes that push it, but on 

the other hand I do struggle with all the behavior rewards and things especially for 

like following expectations.ò 

Wendy: ñYou shouldn't be rewarded for doing what you're supposed to be doing. 

Do we ever feel like we're giving too many incentives? Like if you respect me 

you'll get this, this, and this?ò 

Ivy:  ñWell I agree like even with the star cards [our campus-wide incentive 

program], kids are like, óWell I did what I was supposed to do today, do I get a 

star card?ô I'm like, óNo, you donôt.ò 

Meredith: ñRight? I had that conversation with my class actually. So, then for 

certain students, you have to state the consequence or else they don't realize 

what's at stake. I think that maybe it depends on the age level too. Like maybe just 

the younger kids need to hear the consequence or get a reward to learn right and 

wrong.ò 

Ivy: ñI know every case is different. But especially with the young kids, like you 

sometimes have to say, óOkay, like if you don't do this [work], like you're going 

to have to do it at brain break. Because you chose not to work now, you're gonna 

have to do it then.ô So, I think it's, it's a hard line to be like you can't ever state the 

consequence because that can be what honestly motivates some of my kids to 

work. Especially ones who are like, brain break is my time to shine. Um, so I 

think itôs hard and it probably differs between each case.ò 
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Camilla: ñAnd I know I've said consequences up front when I'm trying to avoid a 

big behavior later. So I'm not gonna surprise them at brain break like, ñGotcha, 

here's all the stuff you didn't do!ò Because that's gonna cause an explosion, but 

saying something like, óIf this is a choice you're going to make, this is the 

consequenceô.ò 

Wendy: ñRight. All sins are equal but consequences aren't. Itôs really tricky.ò 

The study text concludes with a short, model excerpt of teacher talk. Denton (2015) 

leaves readers with the inspiration that in this example, ñlanguage helped create a positive 

learning experience for the children. This is how a classroom can sound, how rigorous 

and joyful school can beò (p. 144). Study participants shared some final thoughts with the 

book club: 

Karli: ñThese chapters came at a good time. Because I think we're all kind of 

dealing with some similar things, and it's a good reminder about some ways we 

can tackle behaviors in our classroom in a more productive way.ò 

Olivia:  ñI feel the encouragement to be the adult in the room. Like if we really 

need a whole book to tell us how to speak kindly and respectfully and how to 

regulate our emotions, like how much harder must it be for the kids that we're 

working with, right? So, I almost wanna just keep this [book] on my desk just to 

be like, óRemember, Olivia, don't be a jerk today,ô you know? <laughs>ò 

Taylor: ñYeah. I think reading and reflecting on like if I say something wrong, 

now I'm like óOoh, I probably should have said that differently.ô Most of the time 

it's really not that bad, but now Iôm just sitting there thinking like, óOh I could 
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have said that in a way that probably was not gonna make them feel like thisò I 

don't know.ò 

Ivy:  ñTo piggyback off Taylor, Iôm like noticing when I say something that I 

probably shouldn't say, or thinking the same like, óOh, that came off bad.ô And 

then in the chapter that we read, it said itôs okay coming back and apologizing. 

Like just admitting it. The other day I was like, óI know I raised my voice and I'm 

so sorry. I don't ever do that, but y'all raise your voice sometimes and sometimes I 

do too.ô Saying like, we're all people and people make mistakes I guess. I'm not 

perfect as much as they think I am sometimes. <laughs>ò 

Individual Interviews 

 Following the completion of the book study, one-on-one semi-structured 

interviews with each of the eight study participants were organized. Individual interviews 

were conducted in the school library after contract hours at an agreed-upon date and time. 

Analyzed data from the interviews contributed to the emergence of four major themes 

from the study findings: 1) Professional development on teacher talk improved both 

novice and experienced teachersô awareness of their teacher talk used with students; 2) 

Both novice and experienced teachers recognized areas of growth in their own teacher 

talk after professional development on the topic; 3) New-to-district and novice teachers 

benefited from the campus-designed induction program where professional development 

was presented; 4) New-to-district and novice teachers shared the feeling that professional 

expectations, including teacher talk, were different for them when compared to their more 

established colleagues. 
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Theme 1: Increased Awareness 

 Professional development on teacher talk improved both novice and experienced 

teachersô awareness of their teacher talk used with students. 

Taylor:  ñI feel like [the book study] just helped me be more self-aware overall. 

Yeah. Especially as a first-year teacher too, because that's not something they 

teach us in school, like how to talk to children. Youôre just expected to know. So 

just being more aware of it all, I would say is my biggest takeaway away from 

reading.ò 

Ivy: ñI can actually hear what I say and how I sound and like I didnôt think about 

it before.ò 

Maddy: ñSo now, [after reading] I feel like I actually think about what I'm saying 

before I say it. Like, I've always known that I can talk to kids and I can relate to 

kids, but now I have something to like gauge it against and I've liked trying out 

the [talk moves]. I just need them to stick, you know?ò 

Karli:  ñI didn't realize that like, sometimes I was like way more sarcastic than I 

should be with first-graders. <laughs> Um, so [the book study] just kind of made 

me more aware of everything I was saying, like oops I should rephrase that in a 

literal way for them.ò 

Camilla: ñThe more you read about [teacher talk], it's like mind-blowing. Now 

that I think about it, I see what can make a huge difference in your room just 

based on how you talk to students.ò 
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Theme 1 Discussion 

Awareness of oneôs own teacher talk is the first step in a habitual change of how 

we speak. A change cannot be made if someone does not recognize that a change needs 

to be made. As the researcher, awareness was my personal hope for participants to leave 

the study with. It was evident throughout the study that participants did not always agree 

with the suggestions and advice that Denton (2015) writes in the study text. It was never 

my intention or goal that teacher participants mimicked the text exactly, but instead as 

stated, gained awareness through the phenomenon of reading the study text and 

collaborating with peers about teacher talk.  

One method that participants utilized to gain self-awareness of how they sounded 

in their classrooms was the use of video and/or audio recordings. I, the researcher, did not 

request access to these recordings but asked participants to share their reflections on that 

experience in their individual interviews. Half of the study participants (4/8) revealed that 

they used video and/or audio recording to analyze their teacher talk in conjunction with 

the book study, and seven out of eight participants have used video and/or audio 

recording to analyze other teaching practices in the past. All seven participants stated that 

recording their teaching was a helpful tool in their teaching practice. To conclude this 

discussion on awareness of our talk, Kohl (2002) summarizes: 

Teaching requires listening, not merely to your students but to yourself being 

listened toé Teachers have to develop their listening skills and their talking skills 

more now than at any time I have personally known in education. How one 

speaks and how one hears are essential factors in how well one teaches (p. 159-

160). 
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Theme 2: Teacher Talk Improved 

 Both novice and experienced teachers recognized areas of growth in their own 

teacher talk after professional development on the topic. 

Taylor:  ñI would say I noticed, or I feel like before like a lot of the language I 

used, wasn't necessarily holding the kids accountable for their own actions, or 

their own behavior. And so I feel like now I'm like, you are responsible for your 

actions. Like, I'm not gonna be waiting for you to get to it together. Like that is on 

the students because I was clear. And so I feel like just holding them more 

accountable and making them be responsible for how parts of our day go along is 

probably how my language has changed the most.ò 

Olivia:  ñI think I have been able to access that side of myself more often since 

reading. I think like, okay, this is not just a personality trait or the way that I am, 

but this is actually research-based and is good for kids. So, it's just kind of the 

frequency and consistency with which I'm able to use that kind of language and 

these talk moves. It's definitely increased since reading.ò 

Ivy:  ñIôm more patient, not always <laughs> but I know Iôm more patient most of 

the time and like thoughtful with what I say to kids. I try to like pause more 

before responding to them.ò 

Meredith:  ñI think using the envisioning language maybe and just speaking kind 

words over the students has been the most significant change for me. Like when 

they come into the room or just during morning meeting, like I would make sure 

to use it to start the day or transition strong.ò 
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Maddy: ñI think [reading the book] was really good for me to like reflect on what 

I'm doing in the classroom and to grow and be open-minded about the talk moves 

and tools that I'm using or not using.ò 

Camilla:  ñOne thing that has stuck with me big time was not repeating what [the 

students] say, like, giving power to what they say. Because I did have a huge habit 

of doing that. I would think like, oh, maybe someone didn't hear them, so let me 

repeat it. But I stopped doing it. So I feel like in terms of them listening to each 

other, it has improved because I'm not, I don't have to repeat. And, instead of 

giving long directions I just get to the point and am more direct you know?ò 

Karli:  ñIt taught me different things I didnôt do before like phrasing different 

things. Like now I try to tell the students things versus not asking them in 

questions, like all of that.ò 

Wendy: ñThe big takeaway for me was, um, I feel like I have a really strong class 

culture, but I also realized that I do a lot of interrupting. A lot of, um, not letting 

kids finish their thoughts and letting them do the talking, so it has provided me to 

empower the children more. So let them take their own learning into their own 

hands. Yeah. That's what I learned the most from the book. And I definitely have 

tried, like I said, to allow them to do more of the learning and teaching 

themselves, and a lot more small group discussion with me just kind of sitting 

back and, um, using, you know, the phrases and talk moves like we talked about, 

not using the phrases that we talked about, like, óthank you for sitting on your 

bottomsô. Just saying it as an expectation, not a thank you. Yeah. So I've kind of 

changed that in my classroom.ò 
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Theme 2 Discussion 

Teacher participants were asked in their individual interviews: Have you noticed 

any changes in your teacher talk after the book study and professional development? If 

participants answered yes, I followed up with the request for them to describe the most 

significant change. All eight participants answered yes and that they had noticed changes 

in their teacher talk, and all eight participants were then able to self-identify and describe 

how their teacher talk had changed since engaging in PD and completing the book study 

of The Power of Our Words: Teacher Talk That Helps Children Learn. In analyzing their 

descriptions, it was determined that all eight participants, both novice and experienced 

teachers improved their teacher talk after the book study and professional development.  

Although this conclusion can be made based on the research question and 

descriptions from participants, it is necessary for me to note as the researcher that my 

perception of participantsô growth varies. Each participant identified a way in which their 

teacher talk has improved. However, I did not personally observe these changes in each 

participant. The study sought to explore teachersô perceptions of their talk, not my 

perceptions of their talk.  

As previously stated, it was never my research aim for participants to adopt the 

same philosophy of Paula Denton (2015) or the Responsive Classroom educational 

approach, but for participants to gain awareness of how they spoke to students. Theme 

two concludes that each participant, through their own self-reflection and action research, 

extracted what felt most genuine, authentic, and meaningful to them from the PD and 

applied it to their practice. This application thus improved their teacher talk in some 

capacity by the standards and suggestions of the study text.  
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Theme 3: Positive Induction Program 

 New-to-district and novice teachers benefited from the campus-designed 

induction program where professional development was presented. 

Taylor: ñI liked how it kind of gave us an opportunity, or honestly like forced us, 

to have an opportunity to gather and collaborate together. Because I feel like, you 

know, everything is crazy so like having that scheduled time to stop and 

collaborate and kind of just have like a little check-in with each other is what I 

liked most.ò 

Meredith:  ñIt was good to have like a lot of mentors in the room I feel like. Just 

to talk about things and ask questions. And then if I needed to go to someone 

other than my team, that was helpful. Um, and just if I had any questions in 

general, I would always like email someone and they would get back to me really 

quick.ò 

Ivy:  ñI liked the meetings and learning from the like the more experienced 

teachers that were asked to be there. I just feel like I learned from them more than 

the PD sometimes which was really nice.ò 

Olivia:  ñOverall I really enjoyed being part of it. I think the frequency that we 

met was great. I think the topics that we covered were great and meaningful also.ò 

Maddy: ñI liked that it was designed to be like a collaboration between all of 

these people that were new to Alvernia. I liked that. I liked that there was an 

opportunity for collaboration with teachers that I donôt really work [on a team or 

closely] with.ò 
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Camilla:  ñI think overall, I mean, it was really good information to have, 

especially in terms of like data tracking small group instruction. And with this 

book in particular, um, you know, as a 12th-year teacher, I still found it very 

informative. So, I liked the program and what I was able to get from it.ò 

Karli:  ñI thought the meetings were pretty good. I liked how we met together as a 

staff. I just feel like the regularity of it was very helpful.ò 

Theme 3 Discussion 

The majority of participants expressed positive feelings about the campus-

designed induction program for novice teachers and new-to-district teachers. Many 

teacher participants mentioned how they benefitted from the collaboration with others, 

and specifically those more experienced in the field than they were. This aligns with what 

novice teachers at Alison Elementary in the 2021-2022 school year identified as ñneeds 

for the 2022-2023 school year (See Figure 1). Novices at Alison were seeking comradery 

and higher morale amongst colleagues. The book study as part of the campus induction 

program was intended to provide this in addition to responsive and meaningful learning 

opportunities.  

Experienced teachers new to the district also spoke highly and positively about 

the campus induction program. This theme aligns with the literature that supporting new 

teachers is imperative to their success and fulfillment within the profession.  

My perception of Alison Elementaryôs induction program was not as positive as 

the participants shared. I wrote in my contemporaneous field journal about my 

experiences in an induction program as a first-year teacher, as an experienced teacher on 

a new campus, and as a researcher experiencing the Alison Elementary induction 
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program during the 2022-2023 school year. I know that the desire of the campus 

administration was for the program to be intentionally planned, but in my opinion, there 

were times when professional development fell flat and felt out of tune with what 

teachers needed at that time. I wrote about the PD being geared more towards novice 

teachers, coming off as an idealistic checklist of to-dos for teachers rather than responsive 

and supportive, and explicitly unintentional. Induction program meetings were held 

monthly and despite being on the calendar in advance, they were planned hastily. This 

was evident to teachers and degraded the potential of the PD and program. Although 

Meredith had some positive remarks about the campus induction program, she also 

shared that she did not enjoy ñgoing to the meetings after school every month. It was just 

hard because I felt like I was always at meetings after school.ò My perception of Alisonôs 

induction program varied from the stated comments of the majority of the participants.  

Theme 4: Different Expectations for New Teachers 

 New-to-district and novice teachers shared the feeling that professional 

expectations, including teacher talk, were different for them when compared to their more 

established colleagues. 

Taylor:  ñI would say maybe like the inconsistency in expectations [is what I 

would change about the induction program]. Like how some stuff was not 

necessarily viewed as a mandatory thing to some teachers. And so I feel like in 

the future, holding people accountable and more admin support would be helpful 

too. I think, kind of like I said in the beginning, just making it more of a 

mandatory thing to rally and unify everybody. Or just like consistent expectations 
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on who's expected to be [at induction program meetings] and what is expected for 

everyone to do would be a lot better.ò 

Ivy: ñThere was just a lot of stuff, like presented to us [in the induction meetings] 

and expected of us [new teachers] to do that no one really does. <laughs> Like, I 

was always working later and like trying to keep up with everything that the rest 

of my team would just kind of ignore and it was fine.ò 

Olivia:  ñThe only thing that, uh, was a little tricky sometimes is that I feel like 

there were things communicated to that little cohort [the new teachers], like 

expectations or ideals or values or whatever that were communicated to us, but 

then haven't necessarily reached the entire campus. You know what I mean? So it 

put me in a tricky spot a few times to be like, okay, well this is what the admin 

and coaches are saying. But then teachers are saying no, that's not really how it is, 

you know? So then I mean, I was fine, but it did put some of us [in the induction 

program] in like an awkward position sometimesé I also think just like a dose of, 

I don't wanna say reality because I know we're all striving towards those ideals, 

but really a dose of reality and like more prioritization of what is actually 

expected would be good. Because everything's not gonna happen perfectly every 

single day. But that is how it's presented. So if [teachers] are not able to like, take 

that information for themselves and realize what's a priority then [all the 

expectations] are really overwhelming.ò 

Maddy: ñI'd make [the induction program] more of like a safe space so that 

teachers could really like unburden themselves with how it's actually going and 

what they're seeing in their classrooms without the worry that things will be taken 
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out of context or things will be brought up later by admin like you arenôt doing 

XYZ, ya know?ò 

Camilla:  ñI wish that all Alison teachers could experience [the book study] 

because it, you know, it's beneficial for all teachers to be aware of not just new 

teachers. And even thinking like going through college or an education program, I 

wish they had something like this for all teachers.ò 

Theme 4 Discussion 

In contrast to Theme 3, the positive aspects of the campus-designed induction 

program, in their individual interviews, participants were given the opportunity to express 

what they would change about the program, book study included. Only one study 

participant stated that they would not make any changes to the new teacher program, as 

they were pleased with it all. The term ñexpectationò was heavily coded throughout the 

data when this question was asked in the individual interviews.  

Interestingly, at the beginning of the 2022-2023 school year, one of the first 

entries in my contemporaneous field journal was my reflection on what was being 

communicated as ñexpectationsò of new teachers at Alison. In the first induction meeting 

of the year, campus leadership presented a slideshow titled, A Day in the Life of an Alison 

Teacher detailing all of the tasks and jobs that teachers were expected to fulfill each day. 

The presentation was over an hour and a half long and detailed the components of each 

academic subjectôs workshop, student and teacher rules of unstructured times like recess 

and brain breaks, and even included information regarding routine tasks such as taking 

attendance, and more. I journaled specifically about the tone and non-negotiable nature of 

how the expectations of an Alison teacher were presented. I wondered: Is campus 
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leadership presenting these professional tasks and ideals, and the amount of them, as non-

negotiable because of new teachersô naivety? There wasnôt a single established teacher at 

Alison, myself included, that modeled this Day in the Life as they had presented it. In my 

opinion, it was phony and wrong to begin the school year with this tone and to present 

this idealistic image of new teachers as the campus norm. Therefore, it was revealing to 

me that participants shared the same sentiments at the conclusion of the study months 

later. New teachers at Alison Elementary, both novices and experienced, noted how 

expectations for them were communicated by campus leadership in a way that was 

inconsistent with what was communicated to their established colleagues and/or 

unrealistic throughout the year-long induction program. 

Limitations to Study Findings 

There are limitations to the findings of this study. As previously noted, the sample 

size of eight total participants is small. Therefore, the experiences and perceptions of the 

eight participants cannot be generalizable or representative of all teachers new to the 

profession or experienced teachers working in a new school district.  

Another limiting characteristic of the study is the participantôs ethnicities related 

to the ethnicities of students and teachers across the district. While the majority of AISD 

teachers (79.2%) and students (70.1%) are white, the teacher participants in this study 

overwhelmingly identified as white (87.5%). There is a cultural component to language 

that this study does not and cannot attest to due in part to the lack of diversity in the 

sample size, and in part to the lack of cultural relevancy or responsiveness in the selected 

study text, The Power of Our Words. 
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Time also limits the study findings to the data that was obtained and analyzed 

during the study timeline of only one academic semester.  
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Chapter V 

Conclusion 

This phenomenological study aimed to answer the research question: What are the 

perceptions of both novice and experienced teachers toward their use of talk used with 

students before and after professional development? This study was crafted with the 

intention of being responsive to the self-identified needs of the study site and teachers 

who had never experienced the phenomenon of exploring their teacher talk through 

professional development. The review of the literature included scholarly insight on 

teacher talk and culturally responsive teaching, supporting new teachers, school culture 

and climate, and teachersô impact on student talk. The methods of the study were 

transparent. The data was coded, analyzed, and revealed four major themes: 1) 

Professional development on teacher talk improved both novice and experienced 

teachersô awareness of their teacher talk used with students; 2) Both novice and 

experienced teachers recognized areas of growth in their own teacher talk after 

professional development on the topic; 3) New-to-district and novice teachers benefited 

from the campus-designed induction program where professional development was 

presented; 4) New-to-district and novice teachers shared the feeling that professional 

expectations, including teacher talk, were different for them when compared to their more 

established colleagues. This chapter will conclude the study by summarizing the findings, 

making recommendations for classroom teachers and educational leaders, and detailing 

suggestions for future research.  
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Summary of Findings  

The themes that emerged from the study findings led to the conclusion that the 

perceptions of both novice and experienced teachers in this study have shown that 

professional development on the topic of teacher talk can increase teachersô self-

awareness and initiate a change in the way that teachers talk with students. As stated, 

when reviewing the literature, there is prominent evidence of the impact of a teacher's use 

of talk on students (Denton 2015; Kohl, 2002; Ladson-Bil lings, 1994 & 1995; Seligman 

et al., 1972; Stubbs, 2002), but professional development on the topic is lacking (Rowe, 

1998; Barnes, 1992).  

The professional development in this study was presented through the study site, 

Alison Elementaryôs induction program. The majority of study participants, both novice 

and experienced teachers, shared positive sentiments about their experience in the new 

teacher program. The conclusion of Theme 3 (new-to-district and novice teachers 

benefited from the campus-designed induction program where professional development 

was presented) aligns with the literature supporting the implementation of induction 

programs for new teachers (Henry et al., 2011; Ingersoll & Strong, 2011; Kraft & Papay, 

2014; Smith & Ingersoll, 2004).  

The tasks and roles that a teacher is expected to fulfill are immeasurable. Many 

are not explicitly stated in the job description, and this undoubtedly adds to the stress of 

the profession. Theme 4 communicates that the study participants and me, the researcher, 

found that throughout the induction year, it was evident that the expectations 

communicated to new teachers versus established teachers (those that had taught at 

Alison before) were different. They were inconsistent in a few ways: how they were 
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communicated and how many tasks were expected of new teachers. Expectations were 

communicated as non-negotiables and as if all teachers adhered to these demands. That 

was far from the truth. Educational leaders should not expect less of new teachers but 

should be realistic about the demands weighing on those that are still learning the ropes 

of the role itself. Study participant, Camilla shared that she wished all Alison teachers 

would have read the study text, The Power of Our Words. Just like the other learning 

provided throughout the induction program, the reading and book study was perceived as 

beneficial, but because only new teachers read the book it was yet another example of an 

expectation for only the new teachers. New teachers were expected to read and use the 

talk moves advised in the text, while established teachers were not. Unintendedly, it 

created a divide between some new teachers and their established peers. The tasks of 

teachers may not always be explicit, which cannot be expected when working in an 

unpredictable environment filled with children of varying needs, but clear 

communication on the campusôs mission, vision, and ideals for teachers to maintain is 

necessary to foster a positive school culture and climate.  

Recommendations for Classroom Teachers 

 The eight participants that consented to the study were classroom teachers. 

Therefore, the conclusions of this study can benefit other classroom teachers. Based on 

both literature and study findings, it is recommended that teachers participate in an 

induction program in the first year(s) in the profession or when transitioning to a new 

campus or district to work. The organization of professional learning for new teachers by 

the educational institution is not up to the discretion of the new teacher, I know. 

Therefore, I recommend that new and transitioning teachers ask campus leadership in the 
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interview process how their campus and district support new teachers. Ensure that 

campus leadership has a support plan in place for learning and mentorship, but that also 

allows for responsiveness to the needs of campus staff and comradery between 

colleagues.  

 I recommend that teachers established in a school or district volunteer to mentor 

new teachers in either an official or unofficial capacity. Study participant, Meredith 

specifically spoke about the impact of a mentor in her induction year, and Alison's new 

teachers stated that a ñreliable mentorò was something that they needed in the 2022-2023 

school year. Mentors can play an integral role in the reflexive practices and growth of 

new teachers (Day, 1995; Jenson, 2013). I encourage and recommend that novices utilize 

their mentor for guidance, learn alongside them, and routinely observe their teaching 

practices. 

 The study concluded that professional development about teacher talk increased 

teachersô awareness of how they speak to students and also improved their talk. It is 

recommended that classroom teachers continually reflect on their teacher talk and seek 

learning opportunities to further grow in this area. Teachers cannot rely on their campus 

to provide professional learning on the topic as it is inadequate (Rowe, 1998; Barnes, 

1992). Classroom teachers must view their talk as an essential instructional tool, the how 

connecting pedagogy and research-based curriculum into practice and commit to self-

improvement. Teachers can seek improvement in their talk by using video and audio 

recordings (Jenkins, 2019; Jensen, 2013; Schachter, 2019; Tait, 2008), analyzing their 

talk with a mentor or colleague (Day, 1995), or reading published literature about teacher 

talk. I can personally recommend the study text, The Power of Our Words: Teacher 
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Language That Helps Children Learn by Paula Denton (2015),  The Skin That We Speak: 

Thoughts on Language and Culture in the Classroom edited by Lisa Delpit and Joanne 

Kilgour Dowdy (2002), What We Say and How We Say It Matter: Teacher Talk That 

Improves Student Learning and Behavior by Mike Anderson (2019), and Choice Words: 

How Our Language Affects Childrenôs Learning by Peter H. Johnston (2004) for 

applicable books on the topic.  

Recommendations for Educational Leaders 

Educational Leaders can support new teachers in the profession and in their 

teacher talk. As stated, it is encouraged that teachers participate in an induction program 

based on literature and study conclusions (Henry et al., 2011; Ingersoll & Strong, 2011; 

Kraft & Papay, 2014; Smith & Ingersoll, 2004). Educational Leaders such as school 

principals, assistant principals, and district administrators have the authority to provide 

this. Successful induction programs impart professional learning for their staff that is 

responsive to their needs as new teachers, builds the self-efficacy and confidence of new 

staff, and establishes an atmosphere of community. It is recommended that educational 

leaders at the school and district levels ensure that there is research-backed support for 

new teachers. This support could include a mentor-mentee initiative organized by campus 

leadership. The mentor, an established and experienced educator, would be a go-to 

person for the mentee, a novice or new teacher to the district, to gain insight regarding 

campus functions or best teaching practices through observation and discourse (Day, 

1995; Jenson, 2013). 

Based on the research conclusion that revealed that professional development on 

the topic of teacher talk can increase teachersô self-awareness and initiate a change in the 
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way that teachers talk with students, it is also recommended that educational leaders 

provide professional learning opportunities for all teachers to gain awareness and 

improve upon their teacher talk. Leaders are not limited in how these opportunities are 

offered. Suggestions include PD through an induction program, a book study of a 

suggested text (Anderson, 2019; Delpit & Dowdy, 2002; Denton, 2015; Johnston, 2004) 

or other published literature, PD offered as continuing education, or mentoring cycles of 

observation (recorded or in person) and feedback.  

It is important that as a leader, educators in authoritative positions model what is 

expected of their staff. For example, if classroom teachers are expected to talk to their 

students in a way that is warm, respectful, student-centered, and aligns with Dentonôs 

(2015) philosophy, then they should speak that way as well. Furthermore, rooted in the 

study findings of Theme 4 (New-to-district and novice teachers shared the feeling that 

professional expectations, including teacher talk, were different for them when compared 

to their more established colleagues.) it is recommended that the expectations of all 

teachers and staff should be clearly communicated by school and district leadership and 

should closely align with the mission and values of the institution.  

Suggestions for Future Research 

The limitations and findings of this study press for future research on the topic of 

teacher talk. The amount of time to conduct the study limited the scope of it. To provide 

further context to the studyôs findings, I would suggest that researchers conduct another 

cycle of professional development and data collection. Gaining the perspectives of more 

participants, either through another research cycle or through a larger sample size would 

increase the scope of the study.  



91 

 

 

A major limitation of the study was the lack of diversity among participants and 

the absence of talk moves in the study text that explicitly address the cultural components 

of teacher talk. I suggest that future research on teacher talk scouts a diverse sample of 

participants, educators that are diverse in ethnicity, race, culture, educational background, 

thought, etc. in order to get a greater representation of teachers' perceptions of their talk 

used with students.  

It would be interesting to see a teacher talk explored with different aged students 

such as middle school, high school, or even college students.  

Another recommendation for future research would be to utilize quantitative 

methods for the study of teacher talk. For example, perhaps researchers could quantify 

what talk moves teachers use or do not use most frequently and when during the school 

day that would benefit the way that teachers interact with students.  

The current literature shows that teachersô talk impacts studentsô talk, but this 

study did not conduct research on students. Either quantitative or qualitative 

methodologies could be used to investigate studentsô perspectives on teacher talk rather 

than teachersô perceptions in this qualitative study.  

Conclusion 

Teacher talk, what educators say to students and the tone in which they say it, has 

become my most valuable teaching tool. It has given me the power to teach with 

confidence and to demand success from the students in my classroom. My personal 

experience with the phenomenon of gaining consciousness of how I communicated to 

students radically changed my teaching experience and philosophy. The study findings 

align with my personal experience of increased awareness and improvement of teacher 
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talk as the result of responsive professional development. The study has also fulfilled its 

intended purpose of supporting new teachers at Alison Elementary. As study participants 

have already made changes to their talk, I am hopeful that this research may have a far 

greater impact outside the scope of the study. ñLanguage permeates every aspect of 

teaching and learningò (Denton, 2015, p.1). Therefore, it is impossible to quantify the 

impact of a teacherôs words, but they are undoubtedly significant. My desire is that 

educators are intentional with how they speak to students and that they are aware of the 

power their words yield.   



93 

 

 

References 

Agee, J. (2009). Developing qualitative research questions: A reflective process. 

International journal of qualitative studies in education, 22(4), 431-447. 

Anderson, M. (2019). What we say and how we say it matter: Teacher talk that improves 

student learning and behavior. ASCD. 

Aspinwall, L. (2008). Metaphors frame classroom cultures that can empower students. 

Middle School Journal, 40(2), 26ï32. http://www.jstor.org/stable/23047365  

Barnes, D.R. (1992). From Communication to Curriculum (2nd ed.) Heinemann. 

Brackett, M. A., Reyes, M. R., Rivers, S. E., Elbertson, N. A., & Salovey, P. (2011). 

Classroom Emotional Climate, Teacher Affiliation, and Student Conduct. The 

Journal of Classroom Interaction, 46(1), 27ï36. 

http://www.jstor.org/stable/23870549  

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. 

Qualitative Research in Psychology, 3, 77ï101. 

Carroll, K. L. (1997). Action research and preservice teachers. Art Education, 50(5), 6ï

13. https://doi.org/10.2307/3193657  

Collins, E. C., & Green, J. L. (1990). Metaphors: The construction of a perspective. 

Theory Into Practice, 29(2), 71ï77. http://www.jstor.org/stable/1476903 

Creswell, J.W., & Creswell, J.D. (2018). Research design: Qualitative, 

quantitative, and mixed methods approaches (5th ed.). SAGE Publications, Inc. 

Day, C. W. (1995). Qualitative Research, Professional Development and the Role of 

Teacher Educators: Fitness for Purpose. British Educational Research Journal, 

21(3), 357ï369. http://www.jstor.org/stable/1501652  

http://www.jstor.org/stable/23047365
http://www.jstor.org/stable/23870549
https://doi.org/10.2307/3193657
http://www.jstor.org/stable/1476903
http://www.jstor.org/stable/1501652


94 

 

 

Delpit, L., & Dowdy, J. K. (Eds.). (2002). The skin that we speak: Thoughts on language 

and culture in the classroom. The New Press.  

Denton, P. (2015). The Power of Our Words: Teacher language that helps children learn 

(2nd ed.). Center for Responsive Schools, Inc.  

Dewey, J. (1938). Experience and Education. Collier MacMillan Publishing. 

Freedman, S. W., & Appleman, D. (2008). ñWhat Else Would I Be Doing?ò: Teacher 

Identity and Teacher Retention in Urban Schools. Teacher Education Quarterly, 

35(3), 109ï126. http://www.jstor.org/stable/23478984  

Henry, G. T., Bastian, K. C., & Fortner, C. K. (2011). Stayers and Leavers: Early-Career 

Teacher Effectiveness and Attrition. Educational Researcher, 40(6), 271ï280. 

http://www.jstor.org/stable/41238952 

Ingersoll, R., & Smith, T. (2003). The wrong solution to the teacher shortage. 

Educational Leadership, 60(8), 30ï33.  

Ingersoll, R. M., & Strong, M. (2011). The impact of induction and mentoring programs 

for beginning teachers: A critical review of the research. Review of Educational 

Research, 81(2), 201ï233. http://www.jstor.org/stable/23014368  

Jenkins, T. (2019). Using video analysis in urban teacher preparation programs: A 

quantitative correlational study of teacher preparedness (Publication No. 

13808083) [Doctoral dissertation, Northcentral University]. ProQuest 

Dissertations and Theses Global. 

Jensen, B. (2013). A new way to help new teachers. The Phi Delta Kappan, 94(7), 76ï77. 

http://www.jstor.org/stable/23611710  

http://www.jstor.org/stable/23478984
http://www.jstor.org/stable/41238952
http://www.jstor.org/stable/23014368
http://www.jstor.org/stable/23611710


95 

 

 

Johnson, S. M., & Birkeland, S. E. (2003). Pursuing a ñsense of successò: New teachers 

explain their career decisions. American Educational Research Journal, 40(3), 

581ï617. http://www.jstor.org/stable/3699446  

Johnston, P. H. (2004). Choice words: How our language affects childrenôs learning. 

Stenhouse Publishers. 

Klein, E. J., & Riordan, M. (2009). Putting Professional Development into Practice: A 

Framework for How Teachers in Expeditionary Learning Schools Implement 

Professional Development. Teacher Education Quarterly, 36(4), 61ï80.  

Kohl, H. (2002). Topsy-Turvies: Teacher talk and student talk. In L. Delpit & J. K. 

Dowdy (Eds.), The skin that we speak: Thoughts on language and culture in the 

classroom (pp. 145-161). The New Press. 

Kraft, M. A., & Papay, J. P. (2014). Can professional environments in schools promote 

teacher development? Explaining heterogeneity in returns to teaching experience. 

Educational Evaluation and Policy Analysis, 36(4), 476ï500. 

http://www.jstor.org/stable/43773479 

Ladson-Billings, G. J. (1994). The dreamkeepers: successful teachers of African 

American children. San Francisco: Jossey Bass. 

Ladson-Billings, G. J. (1995). Toward a theory of culturally relevant pedagogy. 

American Educational Research Journal, 32(3), 465ï491. 

https://doi.org/10.2307/1163320  

Ladson-Billings, G.J. (2002). I ainôt writinô nuttinô: Permissions to fail and 

demands to succeed in urban classrooms. In L. Delpit & J. K. Dowdy (Eds.), The 

http://www.jstor.org/stable/3699446
http://www.jstor.org/stable/43773479
https://doi.org/10.2307/1163320


96 

 

 

skin that we speak: Thoughts on language and culture in the classroom (pp. 108-

120). The New Press. 

Mercier, A., Metzger, S., Blankmann, D., & Carlone, H. (2019). Can I Build on That?: 

Student-engaged talk stems from teachersô epistemological messages. Science and 

Children, 57(4), 26ï31. https://www.jstor.org/stable/26901560  

McElhone, D. (2013). Pressing for Elaboration in Student Talk about Texts. The Journal 

of Classroom Interaction, 48(1), 4ï15. http://www.jstor.org/stable/43858883  

Morrison, K. A. (2008). Democratic classrooms: Promises and challenges of student 

voice and choice, part one. Educational Horizons, 87(1), 50ï60. 

http://www.jstor.org/stable/42923743 

Moustakas, C. E. (1994). Phenomenological research methods. Sage Publications, Inc. 

Orellana, M. F. (2007). Professional Book Reviews: The Socially Transformative Power 

of Words [Review of The Power of Our Words: Teacher Language That Helps 

Children Learn; Teaching for Tolerance: ñThe Power of Wordsò Curriculum 

Website; ñThe Words Came Down!ò English Language Learners Read, Write, 

and Talk across the Curriculum; Comprehension through Conversation: The 

Power of Purposeful Talk in the Reading Workshop; A Secret between You and 

the Pencil: The Best of Poetry Inside Out, by P. Denton, Southern Poverty Law 

Center, E. Parker, T. Pardini, M. Nichols, & Center for the Art of Translation]. 

Language Arts, 85(2), 160ï163. http://www.jstor.org/stable/41962259  

Piaget, J. (1936). Origins of intelligence in the child. London: Routledge & Kagan Paul. 

Piaget, J. (1959). Language and thought of the child. The Humanities Press, Inc. 

(Original work published 1923)  

https://www.jstor.org/stable/26901560
http://www.jstor.org/stable/43858883
http://www.jstor.org/stable/42923743
http://www.jstor.org/stable/41962259


97 

 

 

Piaget, J. (1966). The psychology of intelligence and education. Childhood Education, 

42(9), 528. 

Potvin, A.S. (2021). ñStudents speaking to youò: Teachers listen to student surveys to 

improve classroom environment. Learning Environments Research 24(2), 239ï

252. https://doi-org.ezproxy.lib.uh.edu/10.1007/s10984-020-09330-1 

Rimm Kaufman, S. E., La Paro, K. M., Downer, J. T., & Pianta, R. C. (2005). The 

Contribution of Classroom Setting and Quality of Instruction to Childrenôs 

Behavior in Kindergarten Classrooms. The Elementary School Journal, 105(4), 

377ï394. https://doi.org/10.1086/429948  

Rowe, D. W. (1998). Examining Teacher Talk: Revealing Hidden Boundaries for 

Curricular Change. Language Arts, 75(2), 103ï107. 

http://www.jstor.org/stable/41962036  

Starks, H., & Trinidad, S. B. (2007). Choose your method: A comparison of 

phenomenology, discourse analysis, and grounded theory. Qualitative Health 

Research, 17(10), 1372-1380. 

Seligman, C. R., et al. (1972). The effects of speech style and other attributes on teachersô 

attitudes toward children. Language in Society I.  

Smith, T. M., & Ingersoll, R. M. (2004). What are the effects of induction and mentoring 

on beginning teacher turnover? American Educational Research Journal, 41(3), 

681ï714. https://doi.org/10.3102/00028312041003681    

Stubbs, M. (2002). Some basic sociolinguistic concepts. In L. Delpit & J. K. Dowdy 

(Eds.), The skin that we speak: Thoughts on language and culture in the 

classroom (pp. 64-79). The New Press.  

https://doi-org.ezproxy.lib.uh.edu/10.1007/s10984-020-09330-1
https://doi.org/10.1086/429948
http://www.jstor.org/stable/41962036
https://doi.org/10.3102/00028312041003681


98 

 

 

Sulzer, M. A. (2015). Exploring dialogic teaching with middle and secondary English 

language arts teachers: A reflexive phenomenology (Publication No. 3726835). 

[Doctoral dissertation, University of Iowa]. ProQuest Dissertations & Theses 

Global. 

Tait, M. (2008). Resilience as a Contributor to Novice Teacher Success, Commitment, 

and Retention. Teacher Education Quarterly, 35(4), 57ï75. 

http://www.jstor.org/stable/23479174  

The American Institute of Stress. (2019, July 22). Using key communication skills to 

manage stress. Daily Life Blog. https://www.stress.org/using-key-communication-

skills-to-

managestress#:~:text=When%20a%20person%20is%20feeling,in%20front%20of

%20a%20crowd 

Vagle, M. D. (2014). Crafting phenomenological research. Left Coast Press. 

Van Zandt Allen, L. (2013). The Impact of Induction Support on Teacher Development, 

Teacher Retention, and the Teacher Quality Issue. Teacher Education Quarterly, 

40(3), 75ï92. http://www.jstor.org/stable/43684703  

Vygotsky, L. (1978). Mind in Society. Harvard University Press. 

  

http://www.jstor.org/stable/23479174
https://www.stress.org/using-key-communication-skills-to-managestress#:~:text=When%20a%20person%20is%20feeling,in%20front%20of%20a%20crowd
https://www.stress.org/using-key-communication-skills-to-managestress#:~:text=When%20a%20person%20is%20feeling,in%20front%20of%20a%20crowd
https://www.stress.org/using-key-communication-skills-to-managestress#:~:text=When%20a%20person%20is%20feeling,in%20front%20of%20a%20crowd
https://www.stress.org/using-key-communication-skills-to-managestress#:~:text=When%20a%20person%20is%20feeling,in%20front%20of%20a%20crowd
http://www.jstor.org/stable/43684703


99 

 

 

Appendix A 

IRB Approval Letter  

  



100 

 

 

 


