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Abstract
Background: School districts and other educational systems have extensive options of
programs to chase to implement for various types of professional and student learning.
These welintentioned and often researshpported programs and learning systems aim
to improve education for students. A problem is that once a program is adopted, emphasis
is oftenplaced on its potential and routine classroom usage, rather than on how it is being
implemented and if it is effective for students. Instructiomowteachers 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 direct Pwypode:feauwpose df this gtudyveas c her s
to explore teachersé talk in their classro
of it after participating in professional
classroom talk. Teacher talk in this study édied 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 studeentered talk moves. The following research
guestion guided this study: What are the perceptairboth novice and experienced
teachers toward their use of talk used with students before and after professional
developmentMethods: This study employed a qualitative phenomenology approach to
collect and analyze data from eight participants. Fotieparticipants 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 esipnce in the school district. Data sources

includedsemi structuredneon-one interviews with participants designed by the



researcher and reviewed by an educational
talk and interactions with students, antmmporaneous researcher field journal used to
document the researchersd experience and o
recorded sermstructured group conversations with participants. Both thematic and

discourse analysis were used to makeesenshe data collected. Membehnecking was

also utilized to ensure accuracy in repres
Results: The findings from this study revealed four themes: Professional development on
teacher talk improved bothnave and experienced teachersoé
talk used with students; Both novice and experienced teachers recognized areas of growth

in their own teacher talk after professional development on the topiciiNdistrict and

novice teachers befiied from the campusdesigned induction program where

professional development was presented, and lastly:thtelistrict and novice teachers

shared the feeling that professional expectations, including teacher talk, were different for
them when compared their more established colleagu€snclusion: 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 increasesvaediness and

sparked a chamgin the way that teachewrdk with students.
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Chapter |

Introduction

Words involve nearly every interaction a teacher has with their students.
Teachersdo words are what bring educational
in classrooms. Teachtlk isdefined aghe words educators say to students and the tone
of voice in which they say them. Talk moves that are warm, respectful, and student
centerehavea si gni ficant influence on studentso
growth.
Personal Narrative

The awareness of respectful and studmmitered teachéalk radically changed
my experience as an educator and has shaped the educational philosophy | have today.

I humbly admit that at the beginning of my career as a novice elementary teacher,
| was inadequate for the role. Despite my college education, prionexpemorking
with children, and eagerness to teach, | lacked the resiliency necessary to persist past that
initial year. Importantly, | also lacked the knowledge of pedagogy and research
supporting (or against) the practices | was being told to implebyecempus
administrators and mentors. | contributed to thé@p@ercent of teachers withiyears
of experience that leave to enter a different career field (Ingersoll & Smith, 2003). |
resigned from teaching aftedletforivgsnaialé year
had hoped it would be. By milu gu s t |, I was moving back i ntc
just months ago. For two more years, | got by with Teacher Pay Teacher resources,
Pinterest activities, and whatever my admin team or mentonggbed to be done in my

classroom. | dedicated hours to planning and preparing for each week and | had what |



perceived as good resources, yet my teaching felRkegrettably, | never read a
teaching practice book, and | never engaged in professionalbgevent outside of what
was district orstate mandated was three years into the profession and none the more
knowledgeable in pedagogy or reseabased practices than when | began. | had no
educational philosophy of my own and | was deeply unfulfijeafessionally. | yearned
for change. So, | 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 sching environment was exactly what | needed. On this new
campusl gained confidence in myself and in my practice, | looked forward to working
each day, and | finally attained the feeling of professional fulfillment. | acknowledge that
many factors influeced 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 anoth&ere constant considerations and it created a campus culture that

mi rrored the school 6s mi smadtiomal grawth,ahdo st er i ng

critical thinking skills. The language was consistent among faculty, and it was always at
the forefront wien planning and implementing the curriculum. The more aware | became
of my owntalk movesused with students, the more | observed its positive impact on my
teaching and on student learning.

At this point, it became clear to me why | was never successfoy forior

teaching years. My intentions were good,

wanted my teaching to be studesintered, | wanted my Pinterdstind lessons to be fun

a



and engaging for students, and | wanted more than anything for nenttud be

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

my actions, my language, were severely misaligned. | presented the curriculum and
classroom procedures as if they were mine and students should blindly tadhera. |

gave students feedback starting with, Al
strategyéo fueling mere compliance. Some
than aiming for personal growth, and other students rebelled against my {ezatesed
approach as they had no voice in their learning. | knew what | wanted, but | had no
understanding dfiowto achieve the things | wanted to in my classroom.

Teachettalk, what | say to students and the tone in which | say it, is nowawy
It is howthe curriculum is presented to students. hasv| respond to student behaviors.

It is how| foster autonomy in my students. It is not another program to buy into, but it is
the connectiorbetween a powerful program or curriculum and its essful
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. | wgaresnd 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 hawextensive options of programs (e.g., behavior
initiatives, SEL approaches, curricula, etc.) at their fingertips. Thesentaitioned and

often researclsupported programs aim to improve education for a specific population of

S



students, an aspect of edtion, or the overall educational experience. The problem is
that once a program is adopted, emphasis i
routine classroom usage, rather tharmowit is being implemented and if that
implementation is effectivior students. Instruction dmowteachers speak and present
content is missing, leaving teachers, especially novices, unable to attain the full potential
of the adopted prograrkducators oftehave access to resources, but thenot
necessarilyprovided with the tools and talk moves to preseggourcecontent 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 evidencebased programs, some adopted and some crealtedige. Yet, the
disconnection between what is done in classroom#iawit is done prevails.

Furthermore, Alison Elementary does not have a systematic or responsive way to
support novice teacheasid newto-district teachers on campus. Alvernia ISD does
initiate a mentomentee system involving a veteran teacher supporting a novice teacher,
however, there is no consistent comradery or accountability associated with this
initiative. Alison Elementar 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, | have observed no professional development offered bydtietd
or study site that brings awareness of and/or supports educators in their use of language
with students. Successful implementation 86 s programs and curri

i mpacted by teachersd talk. 't i s evident



to support new teachers in a way that is both responsive to their needs as educators in the
district and to support them hrowthey teach the content they have been given.
Purpose of the Study

The purpose of this study is to explore
with students, and their perceptions of it after participating in professional development
onthetopc of teachersdé use of classroom | angu
professional devel opment wil |l bring awaren
sparking change in habitual talk. The participants in the study will be identified as new
teaclers 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 inclutded in
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 samastructivist 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 pioneeraainstructivism, 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



skills (Piaget, MWDh3&k).empPphastizlkeysdtsa (Rt hler 6
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-silécted (active) learning, reflexive
practices, and interactive learning which may manifest as a transformation of perspective.
Significance of the Study
At the end of the 2022022 school year, teachers at Alison Elementary wizh 0
years of experience voicéldat 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.



Figure 1
Novi ce Te-denkfiedNedds Sel f

Note. Thd ocus group identified AMorale & Rel at
two areas in which they needed the most support next school year. Morale &

Relationships included: positivity and encouragement from colleaguespigisding

activities, introducdtns t o ot her teachers on campus, a
Hel po included assistance in teaching the
conferences, Patterns of Power Grammar curriculum, number sense/mental math, and

scheduling and keeping ddiar small groups.



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 ofThe Power of Our Wordsy Paula Denton. As it did in my expence, | 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@mdadery
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. Aison 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 dstrict 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
thepotential to be influential on the campus. The study could play a role in shaping th
new identity and culture of Alison Elementary.

ALanguage permeates every aspect of tea
Therefore, there are no | imitations to whe
in teacher talk might impact a collasgor student during the school day. Considering the
vast number of interactions between people each day, it is likely that the reach of this

study wi | go beyond the walls of only the



Definition of Terms

Action Researchthe 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)

ClosedEnded Questiora question for which there is a predetermined correct answer

(Denton,2015, p. 56)

Envisioning Languagewnords that help students have an exciting picture in their minds

about themselves or their abilities

Epistemological Messaginp ow st udents take up a teacher ¢

their learning through studeengaged talk (Mercier et al., 2019)

OpenEnded Questiom question that has no single right or wrong answer

Redirecting Languageavor ds t hat change a studentodés beh

Reinforcing Languagespecific and descriptive words that identify positive efforts and
accomplishments of students

Reminding Languagevords that help students remember expectations

SEL- Social Emotional Learning
Student Talkthe words students say to their peers, or to the teacher, and the tone of
voice in which they say it
Teacher Talkthe words educators say to students and the tone of voice in which they say
them
Summary
| begarthis studyhopng thatit will fill a void for teachers and provide them with
the awareness of, in my opinion, their most influential teaching tool,tdaher talk.

Furthermore, oughtto understantl e ac her s 6 pheirtadkpeforethe ves of
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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 leardihg chaptealsoacknowledges the
importance ofeacher talk and culturally responsive teaching, supporting novice teachers,

school cul ture and c¢cl i mate, and teachersb
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Chapter Il
Literature Review

My initial awareness of teacher language, or teacher talk, was introduced through
Paul a De nThe Roer of @or 8Vhkrds: Teacher Language That Helps Children
Learn Denton (2015) defines teacher | anguage
phrases, toe, and pace to enable students to engage in active, interested learning; be
contributing members of a positive | earnin
(p. 3). Denton provides numerous examples and strategies of howteaciser tallkas
an intentional and purposeful tool in the classroom. Many implications are made for how
this talkinfluences 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 thtanguage defined by Denton (2015) is a key component of
Responsive Classrogran evidencédvased education approach that integrates social
emotional |l earning with academic content .
definition of teacher languags most frequently published Responsive Classrooon
is shoehorned in a review of the entResponsive Classrooapproach. Teachéalk can
be and is independent Besponsive Classroomhe two are not exclusively intertwined.

The power of languageanscends any one SEL program or behavioral initiative.

I n Or el | ana 6 sThaPdwedof Qur Woeds: iTeaasher banguage That
Helps Children Learnshe states that her online search of texts relating to the keywords
power of word$i y i e | d e ds thatgonbeyora todking at the power of traditional
| anguage skills, such as Sixteewkeansgftet ar ge voca

Orell anabs search, I experienced similar d



12

literature with those keywords. | wasone successful when the keywotdacher 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. | purposefully inde this anecdote to confirm two things. Firstly, in
this study, the termgacher languagandteacher talkmaybe used interchangeably.
Both will be defined as the words educators say to students and the tone of voice in
which they say them. Secondlygtliterature regarding teachatk that is referenced in
this chapter is synonymous with the stadgefinition. The review of literature will
include teacher talk and culturally respimesteaching, supporting new teachers, school
culture and climateyad t eacher s i mpact on student
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

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

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

class backgroundevel 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 stdents in particular, can harm them. The work of Seligman et al. (1972)

reveal ed that Ateachers evaluate pupil s

a l

mp

ac
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their physical appearance, even when they have available relevant academic work on

whichtof or m t heir judgmentso (Stubbs, 2002, p.
Gloria J. LadsosBillings (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 studenta c ade mi ¢ achi evement s,

success (LadseBi | | i ng s, 1995 & 2002). Yet, teache)

often for students of color are exceedingly low. LadBdlings (2002) shares an

anecdote of welintentioned teachers that gia primaryagedAfrican Americangirl the

Apermi ssion to failo. She reflected, writd.

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

language, and attitude deemedhherwor t hy of teaching +n her

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

i nduction progr amobs TherProvereosCuriWomsa Teacdee v el o p me

Language That Helps Children Leaoy Paila Denton (2015), does not address the

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

expectations that convey faith in students

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

faith in students, but teachersé genuine d

senti ment and wisely warns that fAstudents

and behavior and learn howtoésh s el ecti vely I f they do not

|l anguage. They often ignore the words and

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

student s6 a bdemmand Suceess fiom all studdngsr t
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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 Elemétiian?
years of experience requestedii@idnal 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 intiged as the most helpful to them

that year, as seen Figure 2.
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Figure 2

Novice Teachersd6 Most Beneficial Supports

Note Novice teachersselfdent i fi ed ALearning Wal ksod, whe
other classrooms on the Alisoamapus or on a different elementary campus and observe

teaching inreal-time, as what was most beneficial for them during that school year.
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Lastly, the 20222023 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 tdahe profession or new to the district, a thorough and evidsmgported
induction plan is necessary for both the t

Studies show that despite working in an often loud, busy, and bustling
environment, teachers often feel igethfrom 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 furtherduisolation. 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 environmefor teachers, especially new teachers. Novices in the
20212022 school year at Alison spofandly 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 benefitjractice for new educators. Jenson (2013) evaluated induction
programs of highly successful schools in E
observe a number of lessons of more senior teachers in addition to observing their
ment or 6 s | wehdlesleamisg,fronathelr expehige and becoming increasingly
familiar with effective t eac hhandpbseretioavi or s
in classrooms completed in raahe with real and unpredictable students includes a
human factor thas important for new teachers to witness. It shows what an ideal lesson
on paper or in the curriculum text will look like in rdéé with all uncontrollable

variables at play (i.e., fire drills, sick students, student behaviors, etc.).
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Observation pretice can be done with teachalk at the focus. It can also be
effective as a seffeflective practice that includes video or audio recording of oneself,
analyzing it, and reflecting on it, or having a colleague obsargersorand provide
their insigh.

Freedman and Applemandéds (2008) research
concluded that Aopportunities to reflect a
sources and points of view [are] highly va
reflection, practice, and feedback provided novice teachers with spaces for developing
common identities related to programmatic values and unique aspects of their own
identitieso (p. 123). Observation of <coll e
increased knowledge of best teaching practi
identities such as resilienceandselo nf i dence. AA person who de
is able to regulate his or her emotions and interact more effectively in social
environments. Resilience is nurtured, devel
2008, p. 72). In conclusion, professionally observing oneself or others in the stressful first
year of teaching can build personal identities andefétfacy that dbw teachers to
interact more positively with colleagues, stakeholders, and students.

When supporting novice teachers, it is important to bring awareness ttatkeir
usedwith students. Use of appropriate and respetdfidican, and shouldurther be
utilized when interacting with parents of students. Freedman and Appleman (2008)
observed that novice teachers fAidid not alw
hel p them navigate their school situations

families and other stakeholders. The learning continuum of awareness, followed by
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forming personal identities and selfficacy, can assist novices in the subject of talking
to students and stakeholders. Tait (2008) importantly concludes that novicedeache
Agiven the right kinds of social, emotiona
developing resilient responses and behaviors, such as finding and maintaining balance in
life, seeking and nurturing supportive relationships, persevering to adhiev goals
and work through difficult situations, [ an
A consistent, purposeful, and responsive induction progsamnat Alison
Elementary aimetb put in place for its copious number of new educators to the district
andor professiorwelcomedn the 20222023 school year. The proclamation by Henry et
al. (2011) encourages educational i nstitut
capacity for growth, improving their initial effectiveness as rapidly as possible seems to
us to offer the greatest promise for i mpro
Pouring into teachersé continued | earni
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 tak of students,
professional development on the topic is lacking (Rowe, 1998; Barnes, 1992).
Professional development and consistent reflection are essential to impooxireg 6 s
teacher talk
The educational organization Expeditionary Learning Schools Outward Bound
(ELS) program
Aprovided teachers with professional de
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 hadongoig supporto (Klein & Riordan,
Therefore, it can be concluded that higlnality professional development includes
diverse opportunities to be immersed in content learning, collaboration with colleagues,
support from peers, and arentional 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 canantribute to novice
teachersé success by providing professiona
postgraduation (Freedman & Appleman, 2008; Van Zandt Allen, 2013). Van Zandt
Al l en further states that ndtoceflestivelygupdoit ng mo
graduates during their first years of teaching bridges the preservice tesénwice gap
and provides continuity and coherence along the leatottge ach cont i nuumo (
88-89).

Video recording is another notable practised 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 classroomsdaimteractions with their specific students. A
reflection that includes naming onedbés own
to improve upon is what constitutes an effective vidased developmental activity
(Jenkins, 2019; Jensen, 2013; Stttar, 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 constructi vi s tsitugionainvohing e def i
the participants themselves as researchers, with a view to improving the quality of action
within ito (Day, 1995, p. 361). Action res
profession, or even new to a particular educationaiturisin, can collaborate with peers,
increasing a sense of community in the workplace. Day (1995) states that action research
can Apotentially offer teachers the opport
through systematic investigation of practwith the help of a 'mentor’ or critical friend
from inside or outside the school which ot
362).

The basic knowledge of a skill or simply knowing what should be done in the
classroom does not suffice in praeti This was true in my own experience, and it is true
in the included anecdote:

Smalklgroup settings provide a natural opportunity for children to interact

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

simply setting up smiegroups 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 studef®gmm-Kauffman & al., 2005, p. 391).
In this case, knowing students should work in small groups, and therefore placing them in
smal | groups i s not enough. Having awarene
teacher, and being aware of how we interact with therhaattis responsive, warm, and

kind is what enables small group work to be an efficient practice.
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The language people use in dayday interactions, as well as in professional
interactions, is habitual and often implicit. Emphasizing appropriate apelcatésd
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 imprcegtiege
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 liteesgupported activities such as
collaboration with colleagues and will be encouraged to utilize videsed development.
Improved teacher talk can benefit students, educators, and overall school culture.

School Culture andClimate

The way teachers andafttinteract 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 yaaAlison Elementary will have a new principal and eighteen other new
faculty members. Thechool is forming a new identity in the Alvernia comanity, and
the school culture it builds is of the utmost importance. Admittingly, creatsch@ol
and classroomenvironment that is emotionally safe for students to share and learn is a
Acompl exncendd nwas k (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 shaesmmbf communicating. It is not
the place that they wild/l come to know as

constructed yet (Aspinwall, 2008; Collins & Green, 1990). Beginning on day one, each



22

interaction is an opportunity to foster autonomssif-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. Adapaculture 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 retentiomnd better critical reflection and analysis (p. 53).

Potvin (2021) also communicates the benef]i
schooling experiences when studentsodé input
For teachers, the beneftsshr ni ng more about their studen
interests because of their input. The stud
teacher can then be more responsive to them.

There is a positive cor tiemdldimdateeamd bet ween
student conduct. When students receive instructional and emotional support from their
teacher, they consistently meet the challenges ofwlbtie-grouplearning and
independent workmes(Rimm-Kaufman et al., 2005). A warm, emotionadignsitive
classroom climate | eads to more positive s
teachers can create a warm and open classroom environment that supports the emotions
of students, students feel more connected, behave better, and ar@norsiaceed in

school and grow into successful adol escent
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34). Teachers can construct and achieve this warm and open classroom environment
through their interactions with their students and their teaclker ta

Literature confirms that teachers should use a warm tone of voice and a
responsive approach when working with stud
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.
Teachersoé | mpfamk&t on Student

ATeacher talk and student talk are esse
oflearninghn t he c¢cl assroomo ( Kohl hatt€abhérsaytp . 147)
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

TheFlow of Epistemological Messaging

Student 5 Teacher \ \ -
(a) - - G{ﬂ) =
0O

Response Sends a
Message

Students Take Up the Message to
Shape Their Learning

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

di scussions. For instance, when a stude
ACan | amneweérn otnhdtorgyou?0 it is evident
their peers6é thinking helps and contrib
al., 2019, p. 30).
Il n short, a teacher 6s | anr@studegtangtageand udent s
their scial development.
There are various kinds of talk moves a

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

language as types tdlk movedo use with students, each for diffeteituations 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. Redimfg 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 thabftygreguage and begin to
speak it too, they are amnstructing 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 hasverything to do with the way in which language is heard and

interpreted, with tone, presentation, attitude, implication, and an understanding of



25

how to convey complex meaning in a way that is understood by the sfmien
150-151).
Mc E| h o n e gy foll@w@dL.cBdsromn 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 texfTeachers 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 theiradening.

Psychologist Lev Vygotsky (1978) stated that language shapes thoughts, feelings,
and experiences and it produces Afundament
el aborates on this theory, descrimbldsng t hat
our sense of who we are; helps us understand how we think, work, and play; and
influences the natur e o ftalkbasthe sangelinglicatans s hi p s
for students, their talk, and ibisimperhtoeo!| 6s ¢
that teachers are supported and have a sense of community to turn to in regj@hib
the overall teaching experience. Professional learning through induction programs,
observations, videos, and action research can further siggjuoatorsin their awareness

and understanding diieir teacher talk.
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Chapter IlI
Methodology

Chapter three outlines the methods utilized to respond to the research question.
This chapter focuses on the research design and context, participaeseaxdher 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 atle 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 informeg the cognitive learning theories of
constructivism and social constructivism. The researcher studied teacher talk, what
teachers say to students and how theyits®articipants in the study engaged in-self
direckd, 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 8kijlsg ot sK8 6 s (1
social constructivisre mphasi zes a | earner6s soci al envi
development of their cognitive ability. Similarly, Dewey (1938) believed that learning is
socially constructed and interactive. Qualitative phenomenology parallels the research as

the resercher 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, studar@ntered 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 DERltas\Worth, the Alvernia
Independent School District serves over 66,000 students in early childhood education
through twelfth grade. Alvernia ISD serves primarily ramonomically disadvantaged
students (87%) across its 75 campuses. The majoritySiD Atuderd (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, .46l 0
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 studentSPDAeachers 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 attritiet@numerous stated
factors such as family needs, relocation/movihgsatisfactiorwith the profession, and
unsatisfied with the school/district leadership. In the 20@23 school year, 19 teachers

were new to the campus, 16 were new to the distnctdawere new to the teaching
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profession. Also new to the Alison campus in the 22@23 school year was the
principal. The school year was one of rebuilding for Alison Elementary. Teacher
expectations, campus procedures, the campus mission and vistonesttst, and the
campus culture all shifted with the influx of new faces and new ideas.

Alvernia Independent School District requires and organizes a Mil@ntee
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
20222023 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
responsiveo 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 @hstiips 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 betweea firstyear 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 deslopment of the campus induction program.
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Just as the participants did, the researcher engaged in the professional
development and book study Diie Power of Our Words: Teacher Language that Helps
Children Learnby Paula Denton. The researcher was rafleon their reading,
classroom teaching, and study experience relating to teacher talk in a contemporaneous
field journal.

Sampling Design

Purposefusampling was selected to support the purpose of this study which is to
understand the perceptions of teachers regarding the phenomena of the awareness of
teachetalk. The chosen sampling method is purposive and utilizes a typical technique.
The only detemining criteria forselecting 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 262223 school year, there were four
teachers at Alison Elementary with less than one year of teaching experience and sixteen
teachers with experience elsewhere but newl 8DA All four novice teachers and four
expeienced 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@achers 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

guestions. 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 tedtrelnt 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 researrelxisted 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 followingasures: 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 off@rto participation; 4) all novice and néov
district teachers were included in the same professional development and mentorship
through the campudesigned induction program. In other words, there was no
penalization for choosing not to participate ie gtudy. 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 studydHlere 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 @&l ssiles 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 irsavpaiprotected digital file.
Audio recordings were also saved as passypootected digital files.

To lessen the magnitude of social risks in the study, the subjects and researcher
co-constructed norms for professional development book club meetingsueesafety
and respect for all present. As previously stated, the campus counselor was designated as
a safe person in whom subjectauld 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 includingreoee
interviews with participants, participants
interactions with students, a contemporaneous field journal, andeacdiced semi
structured grop conversations with participants. All sources of data were used to gain
insight into participantsdé perceptions of
thinking or understanding of teacher language/talk.

Upon the Uni ver stutiongl Review Boardi(BRB) app@wval, and s
after consent had been obtained, participants received a copy of tidheRower of
Our Words: Teacher Language that Helps Children LdgriPaula Denton. The texts
were purchased by Alison Elementary witeatetionary 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

postit notes stuck to the book pagéesa 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 periodjive 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 @nstandings from a particular chapter(s). The open
di alogue served as data from these meeting
contemporaneous field journal and audio recordings. The researcher also encouraged
participants to either video or audiacoed their teaching to setéflect on their talk and
tone used with students. These seffections and takeaways were optional to share in
the small group setting and were discussed more privately in thenemeesemi
structurednterview with the resarcher. 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-@meone interview between the
researcher and each study particigardonclude the collection process. In this interview,
the researcher asked standardized ageted questions to gain further insight into the
participantdés shift in thinking, if any, a
students.

Data Screening and Analysis

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

data coll ected. Qualitative data analysi s

followed, from the specific to the general, and involving multiple levelsca nal y si s 0
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(Creswell & Creswell, 2018). Firstly, the researcher organized the data by source: one

ontone interviews, dialogue from the group settings, and contemporaneous field journal

notes from throughout the study period. The intention of organizitaghyethe source

was to 1) identify similarities and/or dif
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 shesed-one with

the researcher; 2) see a timeline of growt
perceptions of teacher talk throughout the study period. The study period consisted

mostly of operended group dialogue as the book study text ead and then was

concluded with a onren-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 pass\ywooticted 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. T
analyzing and reporting patterns (themes)
utilized tointerpret the interviews, audio files, and field journal. Discourse analysis was
used to analyze the transcripts of audio r
teacher talk in their classrooms from both the group setting andreoee inteviews.

This method was purposefully selected to i

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 ciieategh
|l anguageo (Starks & Trinidad, 2007).
Data Representation

All data sources were evaluated by the researcher to determine and communicate
the perceptions of teachers on their talk
typically work inductie | y, bui |l ding patterns, categorie
(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 graph$ee next chapter regarding study findings.).
Trustworthiness

The researcher was thoughtful about mai
avoiding internal researcher bias. The awareness of teacher talk has been personally and
professionally impactfl for the researcher. Therefore, it is imperative that the researcher
came to the study with transparerarydopenness to gain new insight from participants.

Professional development/book club meeting norms wemmuostructed 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.
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Generalizability and Replicability

There are many limitations within the study and qualitative rese@pstifically,
in this study, the two primary limitations are time and sample size. The timeline to collect
robust andhoughtful 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
purposefusampling. Also, with a sample size this small (eight total participants),
findingscannot baegeneralizable 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 IllI
Findings and Results

In this study, | desiredtosicover teachersd perceptions
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 educati throughout the school year, or when implementing a new
program or curriculum initiativeSimilarly, in most educational institutions, the focus is
pl aced on teachers using the school/distri
rather tharhowthey 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 othe 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 td3D in the 20222023 school year, and
onehalf 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 @dhe Power of Our Words: Telaer Language That Helps
Children Learnby Paula Denton. However, the eight listed participants in Table 1
consented to the study and agreed to an additionabeoee semstructured interview
in order to provide deeper insight into their experiencesgpéions, and the

phenomenon of teacher talk. The listed participants are a small sample of the teachers,



37

coaches, and administrators on the Alison Elementary campus and in attendance at each
book study meeting; Eight teachers new to the district paatmipin the study while

thirty-one faculty members were in attendance at book club meetings, including myself.
These thirtyone faculty members consisted of campus administrators, campus coaches,
other teachers new to the school district, and teachervoWwteered 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
B7.5%)weredler nati vely certified. The participa
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
thestate 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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Participant Demographics
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Name: Years of Grade level Self-ldentified Method of
teaching taught in the Ethnicity: Teacher
experience: 20222023 Certification:

school year:
Taylor <1year Second White Traditionally
Certified
Olivia <1 year Third White Alternative
Certification
Program
vy <1 year First White Traditionally
Certified
Meredith < lyear 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 conclusiee-one
semistructurednterview with each participant. The professional development bobk c
meetings were structured as a recreational book club might meet. Chairs were arranged in
a large circle in the wholgroup area of the campus library. It was important to me that
there was room for all thirtpne faculty members who needed to, or wande attend,
and that there was a conversationahjudgmentatone and approach to each book club
meeting. Meeting norms were-constructed by all faculty members in attendance at the
first meeting about the study teXihe Power of Our Words: TeachHeanguage That
Helps Children Learby Paula Denton anaeviewed in the consecutive meetings. In the
informational meeting about the study, | shared the rationale for the upcoming meetings:
Researcher (Sydney)i You wer e al | invited here bec
teaching profession, or because you are new 8DAThere is substantial
research that supports induction and mentoring programs for both new teachers
and experienced teachers in a setting new to teerthat 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. o
Following the four book club meetings that served as the campus induction program
professional development sessiasemistructurednterviews were held with each

participant that consented to the study. These interviews were held in the camgoys lib
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at a small table. An overview of each book club meeting, insight gained from the
individual interviewsp a r t i @erqe@ions f 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 pa
phenomenon, the awareness of teacher talk, as defjrtbe study text. Denton (2015)
states that,
the term "teacher | anguageo refers to t
and pace to enable students to engage in active, interested learning; be
contributing members of a positive learning commuyratyd develop positive
behaviors. Using language this way is one of the key strategitsspbnsive
Classrooman evidencdased education approach associated with greater teacher
effectiveness, higher student achievement, and improved school climate. Thi
kind of language rests on a deep and abiding faith in the goodness of children, a
belief in their desire and ability to |
teach and bring out the best in children (p. 3).
When asked what in this tex¢fihition resonated, or stuck out to participants, they
stated:
Taylor: il f eel Il i ke tone. Tone | feel i ke
Oliva:AThe deep and abiding faith in the g

Maddy: i Ye a h, I was gonna say that too. o
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After defining teacher talk, the introduction provides examples and evidence highlighting
the power of | anguage. Denton (2015) write
say to others can deeply affect their seiseovh o t hey are and who th
(p. 4). Participants were asked if this aligns with their experience as a student or as a
teacher. They were asked to share i f eithe
or if their talk has affected éir students:
Ca mi | Yeah.:| thifik every day, um, you can see language impacting a child's
motivation. And | 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 wil!/ begin to open up.
lvy: Al r emember s ognadetstiegnae teachey said, and t didn't like
her, and she waslng rude, and | didn't like science for a long time after that
because of the way that she talked. 0
Wendy:ilt ' s kind of scary to be honest wit
know, and the, just-hmamdoneandnthbdewavpyy g
with these children can really damage t
Taylor: iYeah, it 1is scary. o
Karli: " And we can confuse them because t he:
ones. They don't understand different tones. Sometimes they don't understand
certain phrased’hey haven't had enough life experience to understanthtbat
could mearthis. So being direct about what you want them to do, they can

understand that. o
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Wendy:iMakes you really think, well, words:s
Olivia: AiBut | al so t hihenlouhearkaurchildrepeatpar ent ,
something the teacher said, it's also |

And as an educator, | think that didn't happen, but it does make you think. Maybe
your intention was ni ce, elwastdiffereatylttse [t he
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 t here. o

Wendy:i Wor ds matter! Li ke, | sdlvethens o met hir
but oh my goodness, you know? | said to
what came out of my mouth was, um, hol d
listen?d And | |i ke, as soon as | said

disresgctful towards him. You know what | mean? | was like, oh that sounded

bad. And so | said, oO6lI"'"m sorry buddy. T

mean do you | isten, |l know you | isten,

tried to cover my track®8ut in that moment, man, | thought, Wendy, you need to

pay attention to your tone and your wor
Amongst the brave shares, there were empathetic laughs and head nods as other faculty
members in attendance related to and agreed with the anecdoteswhdaacher talk
and experiences with language. Having a highly experienced teacher such as Wendy
share honestly about a recent exchange 1in

di srespectful 6 was i mpact ful. Fortunitg fomy vi ew
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connection as all educators, | guarantee, have said something or said something in a tone

that they regret to a student. Next, | asked book club members:
Sydney:i Wer e there any quotes in that 1intrc
jumped outo you? Like, that would be a really effective sentence to use in my
classroom or | don't phrase it like that, but this would be helpful. Or maybe even
something you say that works when you u
Camilla:il n bot h the i ntr ocuitddkedaoutd dudnoi n t h
that it called it feedback, but it was basically feedback, and rather than just saying

6great jobdé, you're specific so that ki
the table but also what they can replicate. That just ismime of what we call

value potential statementghere 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
Wendy: i | how they use nejudgmental language. Um, instead of saying

6You haven't turned in your homewor ko,

turned in your homeworko. And then ask

was good. Not ki ckidgowhhemowhkhewt wawpd

lvy: Al f eel |l i ke avoiding overgeneralizat
hype them up and I "'"m |ike 60h that's go
two that will say, 6Thissiwoblodi hgof omd .
Which that is my personality, but sayin

6you' | | |l ove thisd might be better. o
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To provide further cont ekeéPowamofDMWorgdgs s har e,
Denton (2015) advises educatorstoiaeb over gener ali zations. Shi
may be to stimulate interest in the new ac
statement as being true for everyone when
study text are provided in Table 2.

Table 2

Avoiding Overgeneralizations

Common Overgeneralization: Statement avoiding overgeneralization:
AYoubre all going t(Aldm really excited
activity.o you wi || be, too. o

AWedbre abounspiorismg|iSome readers have
|l 61l be interested
Note. Retrieved from Denton, 2015.
Denton (2015) 1lists five general guidel
thespecificst r at egi es offered in the rest of thi:
genuine; 2) Convey faith in childrenés abi

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:
We n d you'll iiever guess which one | thought would be difficult! <laughs>. |
tend to over talk.o
Meredith: A Knowi ng when to be silent isa hard.
lot but | was just thinking like, oh I'm kind of like reaffirming, like yeah that was

great and just | i ke making sure everyon
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Camilla:i No, another teacher and | talked a
thing that you were saying. | struggled with that too. Because | do want to affirm

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

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

you honortheiv oi ces. So trying |like, 60Oh Sally
Can you repeat what she said?6 So havin
go around that. So don't feel bad. o

As Meredith and Camilla discussed, Denton (2015) advises that teeesistghe

temptationtousevoieever s, or the fArepeating of a st
utteredo (p. 30). She further expl ains,
the unintended message, however, is tha

if | repeat them, andthatthest of t he group needs only
al ways repeat anything | deem i mportant
voice to stand on its own, establishing for the whole class that it is important to
listen to each other (p. 30).

lvy then continued sharing about the recommended guidelines for teacher talk:
lvy:Ail n the section about conveying faith
really took notice to that because | think we have like, or | did, this notion of what
a teachevoice sounds like, right? When you talk your voice gets lighter and you
go up higher and like, especially with the young grades, | do it all the time, you
know? And so | don't ever mean to make them think that | don't have faith in them
and t hatt tshmeayr taraenndd t hat t hey canét have

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, | tried today but | have a lot of trouble monitoring my speech because |
just kind of talk a latSo, um, it was definitely a challenge today. So I'm gonna
continue to work on it, but the baby ta
Maddy: Al know that being direct is so0o i mpc
around it because we don't want e like we are being mean. But it reminds
me of Brene Brown's quotelear is kind, and unclear is unkindo
Karli: "As a part of that, |l also found the.
guestions advice hel pful .o Itnhsetiera ds eoaft,s ?60
someone saying |ike, ONope, l " m notd. S
down at your seat. 0
The introduction and first chapter of the study text outline numsandd o n daf @acher
talk according to the author. The corsagion held in the campus library was vibrant and
engaging. As the researcher and facilitator of this book study, | was nervous about how
the text would be perceived. Much of the advice given in the text right away seems a bit
overwhelming for educatorsahhave never engaged in this work of considering their
talk as a powerful teaching tool. The initial thigilus pages aday thisord on 6t ,say t h
can beoff-puttingand surprising. Knowing the worry that | had going into the first book
club meeting] 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 & 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 studentsé6 VAditulates as
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 theiged to be their

studentsé values and deepest ideal s:
Olivia:il mean | think my kids would say |
thing to them. So I | iked how the book
fun, what does what doowke In&ked® ot didke,t o
Meredith: Al t ' s funny though because even as
the same thing to everybody. I had some

have fund or somet hingviamngd flu nnd .j uTshti sl iiks

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

tired and after Valentine's Day here.

now it doesn't mean anyt bh Evegnagdnadeld . But

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

means to somebodylseob ei ng sensitive to what some

Denton (2015, p. 147) gives examples of envisioning language for the two pugbose
setting a positive tone for future work or engaging children in proisiginng. Examples

from the study text are provided in Table 3.
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Examples of Envisioning Language
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Setting a Positive Tone for Future Work

Engaging Children in Problem-Solving

AGood morning, scie
forward this year to helping you discover

answers to some of the mysteries about thg¢

ASo what can you do
flag guard in such a way that Capture the H
can be fun for everybody and you can run f

way our worl d wor ks |trytooutsmart the other team, and help

t eammat es?0
AThis year | hope o|lAYoudbre tidedr eodpddt
and caring place to learn ans that everyong like the teachers use it a lot just to make yo
wi || be able to do |l isten to them. Wha

mean something important to you? What
would be happening for you at school if you
genuinely felt resp

i We 0 v eshabirgy evith each other about
animals we like, sports we play, and our otl
interests. | expect all of you will choose
somet hing youdre in
great research on it that you become the cl
expert on your topic or have a good idea of
how to find the answ

ifWe can do our best
careful listeners. What do careful listeners
do?0

Note. Retrieved from Denton, 2015.

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

now considering teaching problesolving skills differently after reading:

Karli: il f eel

should readjust,
cut my fil mgpuétah
room, you know wh

al ways saying the

isalvingeis spmething irenmy classroom that | probably

because | can't stand
dke, OOK, problem
ere it is.06 And, I
words, OProbl em

sol v

sol ve
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so | feel like with envisioninganguage you careachproblemsolving. Just being
|l i ke, 060K, what can you do to solve thi
sarcastic, and | can phrase it better. But | am trying to teach them how to do it by
themsel ves. O
| deeply connected to whiarli 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 priolem they are facing. The talk move of envisioning language, or using
vision statements, can assist educatotwinthey approach autonomous problem
solving in their classrooms. | later asked book club members to share any effective
envisioning languagerwision statements that they currently used with students:

Maddy: Al dondét know i f this is right or nc

|l i ke, O6you're amazingd and O6you're awes
Wendy:i | try to calkl 6seadensd® Swriheygsaoac
t hat . Like when you're doing writing sa

as a writer.d When we're doing reading

reader d. 0

Olivia: Al t hi nk t hat &g, kindwfanlakes funsametimesaoin at |
the O6Lucy Calkins way6 of addressing st
starts | ike oO6writerséd or Obeditorséd, vy
flowery language. But, that's almost like this, right? Like sokind of setting the

bar high saying, 6You are a writerdo, o6y

you know, whatever it is. So | was thinking about that while | was reading this
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chapter and | was like, okay, maybe I'll not give that so muchasrdgust try to
genuinely wuse that | anguage someti mes a

Sydney:ilt ' s really awkward at first thougt
and it was not natural for me my first time teaching using Lucy's curriculum. But
now, aftey ear s of speaking this way, 1t is m
We n d ythink ive 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 | think it's different.
But for us, | thinkiike 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. o
Chapter Three of thewdy text is about using opeamnded questions as a teaching tool.
Openended questions can be defined as a question that has no single right or wrong
answer . Denton (2015) states that fteacher
curiosity, reasonig 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 questionso (p. 47). This chapter 1is
Chapter Two. Theries some overlap when using envisioning talk moves to assist students
in problemsolving because in those scenarios educators will often utilize the talk move
of asking operended questions. Participants were asked to share when and how they

currently usepenended questioning as a positive talk move and teaching tool with

students:
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Camilla:AaWel | , anytime | i ke we're introduci
anything like that, | usually share some of it immediately. So it's kind of always

| i ke tdied oywhwatnoti ce about it?6 Like, 06)
|l wusually |l i ke to ask, O6What did you fi
somet hing that you can tweak for next t

wor kshops. o

Ol i vlifeallikewie use a | ot of &édWhat do you not
wonder ?6 Especially in math, social stu
more natwurally in some of those subject
Ol i vThia is mdie of a behavioral one, but asking them instead afgysig

|l i ke, 6éno you need to say sorryod, askin
What can we try? What do you feel l i ke

how can like those more opemded questions help them come to those
conclusions by thembees. | feel like it always, you know, benefits the classroom
community and their problersolving skills so they can kind of work more things
out on their own because they have more
Participants spoke openly about their strugglesexpeériences with asking opemded
guestions after reading Chapter Three:
Maddy: A That is hard though. Beendedse as | v
guestions the book says like, don't ask epeded questions if you're not
genuinely curious and wantingtohea pe o p | e' s iewndedagsestionsii F o r
to be effective, i1tdés critical that we

2015, p. 57).] And | feel like in a lot of our social studies lessons in particular, it's
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so fastpaced and you're really wantitgmove to the next thing for kids to
notice. But if we had all the minutes in the world, like of course, | would want to
hear all of their ideas. But, sometimes I'm so guilty of rushing them and just

saying |like O0This is what you're suppos
Taylor: iYeah, that happens for me, too. o
Camilla: A Y e a h .-endeggeeastions 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

Karli: Al n a | ot of gr ad eentled questioss, anglguessa s k t |
they're so set on |ike, 0l just wanna Kk
And |1 dm | i ke, Ono, | want you to create

Wendy: ii |1 glly is leard. | was blasted by my last principal for asking too many
openended questions. 0
Maddyi ki@ what? What can they even say?0o0
Wendy:i Yeah, it was so funny. | gave them
funny how it changes like from persongerson what they think is acceptable.
Yeah. Now | feel like there does need to be abatween of not like all open
guestions. 0
Denton (2015) acknowledges that there are appropriate times and situations in the
classroomwherecloseein ded questions Afor which there
answero (p. 56) ar e npeadecquestpmp Hee piguie 4 rdeee t h a n
Power of Our Words: Teacher Language That Helps Children Léaemton, 2015, p.

56).



Figure 4

Should Teachers Stop Asking Clogeuled Questions?

Should Teachers Stop Asking Closed-Ended Questions?

Absolutely not. Closed-ended questions, sometimes called “recitation
questions,” are questions for which there is a predetermined correct answer,
These have a role in teaching. While teachers can enhance children’s leary.
ing by asking open-ended questions in many classroom situations, there
are also times when closed-ended questions are appropriate. Here are
some examples:

> To discover students’ knowledge and comprehension of facts
“In what year was the Declaration of Independence signed?”
“What are the stages in the water cycle?”

> To get specific needed information
“Who brought the snack today?”
“Which of you will do your presentation first?”

» To remind children of established procedures
“What are you supposed to be doing right now?”
“How do you score a point?”
(See Chapter Six for more about reminding language.)

What's important is to distinguish between the purposes of closed-ended
questions and those of open-ended questions, and then use the type most
beneficial to the situation at hand. For example, if we want to generate
students’ interest in studying snakes, an open-ended question such as
“What do you know so far about snakes?” is more likely to achieve our
goal than a closed-ended question such as “What class of animal does
the snake belong to?” On the other hand, if our goal is to see if students
can apply their knowledge of snakes to what they learned about classify-
ing animals, then the closed-ended “What class of animal does the snake
belong to?” would be very appropriate.

Note. Retrieved from Denton, 2015.
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The content discussed in the second book club meeting was much moaetabst

than thedosandd o n df éffective 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 andof tineestudy

text. The examples of effective envisioning language and its purposes, and the examples

of openended questions and when to utilize this talk move, made these language

concepts a little less abstract and unfamiliar. Providing space for deaddguhow

participants are using these various talk tactics in their classrooms connected the text to

our reatlworld applications of it, the struggles, and the successes.

Meeting #3
The third book club meeting as a part of the Alison campus inductigngm

covered Chapters Four and Fiveltfe Power of Our Words: Teacher Language That

Helps ChildrenLearry Paul a Denton. Chapter Four 1is

the Message in the Wordso. The acteachef | i st

talk, however:
careful listening is indispensable to teaching and is an integral part of effective
teacher | anguage. Far from simply recei
means to search for the speakWheds i nten
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 theiedrning 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: A The story at the beginning [of the
couldn't speak the same language but they were married to each other | just
t hought it was crazy! <laughs> And so s
Denton (2015) opens Chapter Four with an anecdote about the importance of listening
that Meredith references fondly:
My friend spokeup 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 Idtstead, they paused, looked at each other for a
moment, and said, OWe |istened. 6 OListe
was decades later before she finally began to grasp the wisdom in that answer. So
powerful is good listening that it can allow tashear through considerable
| anguage barriers and understand the in
native languages as the years passed, but it was listening that carried them through
the early years and gave them enough understanding to set upeadiduparent
three young children, and tend to the myriad details of a shared life (p. 70).
Participants shared Meredithdéds interest in
the dialogue about how difficult the act of listening is as a classraachede
vy: Al think | istening is just hard for m
constantly thinking of like 25 things that need to be done right now. And

especially [in the classroom] because | always have 16gfiasters that need my
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attention desperatetyr t hey' re gonnaé | don't even
actually |listen. Sometimes I 6m just | ik
what | just said yes or okay to. And then a kid will come back from the bathroom

two minutes | at ewerled ny olui?k eAt & Wheerbat hr oo

6You said, |l could go.6 And you're take
<l aughs> So, | g uess attdlylisterting ané makigg, mo r e
or having the intent to do that. Because it seumald, but | feel like a lot of times

| just want everyone to leave me alone. Like that would make listening easier.

<l aughs>0

Karli: Al " m gonna piggyback off that, l vy.
and then | get distracted. And one time thispartold me that their dog died and

| was | i ke, 60Oh my gosh, that's so cool

my dog died.d | was so embarrassed and

<laughs> Oops. So now | do try to listen a little bit &estince that. But like you

said, ités hard and then once [the stud
Il " m |I'i ke, 6éOkay, | need you to wrap thi
lvy: AOQur jobs are so overstimulating, you

out. And | don't know. That's how | feel, especially when you have 21 different

little people you are trying to manage

Camilla:ail t hink also |Ii ke I'"ve kind of rea
listen with the intenttorespondsnt ead of actwually jJust tr
Wendy:i That 6s a good point, yeah. I 61 | be

listening. <laughs> So, | 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 walkddofand t hey o6r e | i

0What are you doing?6 And I '"m | i ke, ONoO
necessarily. Sometimes | have to |itera
to you right now. 6 Or, 01 6dm nbaveaaypbl e t o

clue what you're saying.o6 | try to come
hard. o
Denton (2015, p. 72) describes listening and responding to students assagpree
process: 1) take in studentsbHbuwendsd2Wworfdsg
3) think about how to respond. Participants discussed their strengths and struggles with
this threestep process:
Taylor: il t hink the first step is the harde
like giving an immediate response kdmcause 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 mov
Wendy:il ' m serious, this really genuinely
they're like, just listen to your spouse, just listen. You don't need to say anything.
Think about number three, maybe you don
these steps reminded me of . 0
Maddy: A So t hat i s why the chapgtaugésant ed
Denton (2015, p. #Z7) 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; 3himgidbuilds a sense of

community; 4) listening makes our questioning more effective; 5) when we listen,
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students take their learning more seriously; and 6) our listening helps students become
better communicators. Camilla initiated a conversation owhydehind listening as an
important talk move to her:

Ca mi |lthiakin ofir 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'l bui I d trust with them. o
Olivia:nThe | ast one gets me. OWhen we | i st
seriously.o6 It's just a different way t
before is kind of what | was thinking w

Wendy: iiWell it always feels good when you feel like someone's listening to
you. |l mean it really does. 0
There are two main strategies for listening that Denton (2015;®4)/identifies for
educators, along with many helpful tips for using them effectivéglizalising; waiting
three to five seconds to respond and/or giving a simple acknowledgment such as a nod or
smile; 2) Paraphrasing,; using your owh wor
an approachable voice, and/or following your paraphrasitigam operended question.
The study participants talked about these suggested strategies and tips:
vy AiThe strategy | noticed in the book t
paraphrasing. Because | have a student that's an EB [Emergent Bilingual] and |
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 tofeel 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 | felt like | took a positive reflection on using

that strategy. o

K a r |l paraphfase that a lot with parents and families of students. | say

something |ike, 6This is what | hear vyo

that a | ot with parents, and ités helpf

Camilla: Al t hi nk one st rsavaitegthe thtedta five decotde t al |

to respond but | 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 | get it. | get that it allows for a méneughtful response, and it

really does, but it's a very awkward fi

Wendy:i The strategy of keeping it brief,

that's one thing | got hacked on actually. | wouldn't give the students enough time

to think and ponder on or reflect on anything. | would just immediately start

trying to explain and dive deeper without them knowing the first step. You know

what | mean? And so | wasn't very good at all about keeping things brief with my

students. So, 'mworkng on t hat stil | . I find it h
After wrapping up our conversation on listening strategies and tips, the book club
transitioned into sharing their thoughts f
Seeing Children and Na mnghagguabdiedefmedds r engt hs
specific and descriptive words that identify positive efforts and accomplishments of
student s. Denton (2015) states that AThi s

because it helps childrenwreédo@amidzehexadthle
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the right track. This allows them to grow

with her understanding that effective reinforcing language is much deeper than simply

telling a student Agoodichelmabiayss: It i s naming
Maddy: Al t hink the specificity of the prai

because we raise what we praise. So, if [the students] can't recreate what we are

praising them for, then what vreallyt he poi
know what a good job is?0
Karlii: i Agai n, Il t hi nk t hitestudestintetactigng) Butl b as e

think this is useful for teachd¢o-parent conversations. Because | know that the
language | use with parents in, you know, behavimedtings or any

conferences, in general, go better if | always start with something positive about

the student. Or, if | say something |ik
awesome thingthatssmds o0 di d i n c¢cl ass todawageb That
totally changes the entire aspect of wh

Olivia: " The section on naming specific beha
examples on page 95, reminds me a lot of the whatever you wanna call it the

6gent liengpbar eonrt | i ke Orespectful parentin
specific behaviors] is a big part of that, and that's what we try to do at my house. |

have a fowyearold daughter and this is how we talk to her, and | have seen it

pay off. Because lez her, compared to her peers, when | pick her up at
preschool , |l et 6s say they're showing me

You |i ke it?6 And my daughter will wal Kk

many di fferent col orldocused cealyhardonGiis | i k e,
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project today. 6 You know? Stuff || ike th

that this is effective and I'm trying to remember that in the classroom setting, too.

Trying to remember it armd idngdt esaod gmwfo ds &
Or whatever, you know? And actually jus
got a | ot of work done today. 6 Or, OYou
today. 6 | just know it does pay off ove

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

Examples of Naming Concrete, Specific Behaviors

Instead of: Try:
“Your spelling shows progress.” “You remembered to change the
y'to i’ when adding ‘ed."”
“Terrific meeting today!” “I noticed lots of careful listening
and pausing to think before
talking.”
“Nice job with your note taking." “| see you wrote the main ideas

in your own words and carefully
noted where you got the infor-
mation.”

“I noticed how hard you worked." “You kept working on this a long
time. And when you didn’t know

the answer right away, you tried a
different strategy or asked some-
one for help.”

Note. Retrieved from Denton, 2015.
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Taylor: iThi s chapter makes kuds Whemeverkouof conf
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 knowto/dat

and then conferring isndét as i mportant.
Camila:Aal think it also raises the | evel o
when you're specific when complimenting
Wendy:iWel | they know it's more inthenti one

to them. o

Camilla: A Ye a h . l't'"s genuine. You're pointin
they did. o

A key guideline to using reinforcing language appropriately is emphasizing description

over personal approval. Olivia previously mentioned that her ygunils tips into

practice with her fouyearold daughter. Denton (2015) echoes what Olivia has noticed

and writes, fAWebre |ikely to encourage ski

de-emphasize our personal approval and focus instead on clearilygsypecific

positives i n -97h EBurttetmoré:dr enodo (p. 96
When we focus on our feelings about <chi
message that the purpose of good behavior is to please us, when what we want is
for children to be motivated towdcooperative, careful behaviors for the sake of
themselves and the group (Denton, 2015, p. 97).

In conjunction with deemphasizing our personal approval, Denton advises that educators

avoid saying Athank youodo to dittdddntsayf @rm ha
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for Iining up so quickly, & +{contohn act ua

ause | am showing that | believe theyor

2015, p. 98). The remainder of the book club conversation revaheethd this

somewhat unusual advice:

Karli: A Um, Il think I |like have noticed mys:

general, and hearing it said in other classrooms because you hear it everywhere,

but | try not to say Orkih@agress,\out Utrf noee Ny mo r
to say things |Ii ke, é6Thank you so much
to. o

Wendy:i So i f you're sitting on the rug, ¢ttt

There's not a Ot hank vy oyoude stpposdd todm me s Wwi

And | feel |l i ke now, you know, kids are
for everything, for just I|ike the simpl
for getting in Iine.® Right??50

Olivia: i1t hi nk like thes or jeinferting, Wahgeiage comes in too.
Like maybe you say instead, o6l noticed
on our way. o6 You know, |l i ke helping the

happens when everyone sits on the carpet tuatd now we're done with our

A A

|l esson earlierdéd, or whatever. Il tds just

actions. So, |l i ke 1t'"s not a o6thank you

happened, or this is what's happening. 0
Wendy: fi B u t tydudfaeldike part of it is there are those kids that never get

noticed, you know what I'm saying? And it's probably wrong, but | just want them
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to know like, you are always doing the right thing. And so | feel like those kids

get, um, you know, theyjus don't get noticed somet i me

youbdb acknowledges them at times. 0
Moreso than in previous meetings, the third book study meeting of the Alison induction
program highlighted some of the challenges that educators face when contemptiting an
attempting Dentonbés suggested use of teach
true listening can be in an overstimulating and busy environment. They acknowledged
the benefits of incorporating reinforcing language into their teaching practi¢euched
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 lbgaiPaula
Denton, titled, fAReminding Language: Hel pi
ARedi r ect i:@igng Claanlgstruatigres When Children Have Gone Off
Tracko.

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 visualiziagtevlilo

before they take action. Used in this way, reminding language helps children

develop the autonomy and competence that lead tocaeifol and intrinsic

motivation. We communicate an assumption that students are competent learners
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and have good tentions, 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 alteratives to speaking when it comes to reminding or cueing students:

Camila:AFor sure two o'clock and beyond <I
Meredith: AConst ant reminders are given durir
transitions coming back from recess and transitions cobank from specials.

Like the rowdy times. 0

lvy: A Thi nki n g-gradé scleedute tob, like wethave 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 Issttidies 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 | feel like that's when I'm just like having do it Like

having the kids redo and remind them. Y
Karli: il ' ve heard some teachers that are ||

recording things so | can just push a button that says like repeats the directions for

you. <laughs> | know that pgle use a doorbell going into the classroom. |

actually wuse it as a transition inside
WendWo #vords required! <l aughs>0
Karli: A Yes, because | do get exhausted fr ol

know youbdre | usme atemxigda mmtga ttihems .t ol t ' s ¢
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or you're not. So yeah, | try to [use the doorbell] in forms of different sounds. |

use two different ones. One sound is fo
a transition sound. And so the trangitsound was for them to come to the carpet,

and they have done better with that. | guess it goes to show that a sound is better

than my voice. o

Maddy: il " ve seen some people, some teacher
different transitions. Thatwéud be i deal . 0
Brainstorming other ways to signal remi nde

(2015) guidelines for effective classroom reminding language, keeping reminders brief.
Other guidelines include establishing expectations clearly, phrasimgaers as

guestions 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). Paditgpshared some insight

on proactive reminders:

Taylor: ilt ' s not | i ke a verbal reminder, bu
that I'm doing next year. Like you have all of the supplies that they possibly might
need or whereto go firstonthetablew h t he | i ttl e push 1 i gt

l' it up saying |ike, okay you're going t
gonna sit on the carpet and youdd just
I'm not constantly saying it over and ovand it's a visual for them to see like, so
that's a proactive thing. o

Wendy:i That was kind of a part of one of r

two years ago. So, in math, for example, | 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, | would

place it on their tabkeand 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 |ike t
time of not only transitioning but theralso think of the quotehe person who's

doing more of the talking is doing more of the learnitigd with doing all that

prep, the students they get right to it

I'm pretty much saving this transitiontimedan | ' m al so not having

what do you need? |I'm waiting for you.©d
them and they'll miss out. And it comes down to putting the behavior back on
them. So it would save time, repeating instructions asditpr oact i ve, t oo
Ol i vThat is préactive. But then | 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 witlioert
reminders. So, | 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 i f that makes sense. I donodt
To conclude the grouppaversation about reminding language talk moves, | 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:
ARemi nders are most ef f stodentswembakwbneam t hey

undertaking that maybe challenging or just as their behavior is veering off course.

Il n both situations, the teacher, rat her
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to do, prompts them to remember for themselves. This shows théatear 6 s f ai t h
the studentsdé6 desire and ability to do
devel oping a sense of autonomy and comp
The final talk move discussed at the last book club meeting was redirecting language,
definedaswor ds t hat change a studentds behavior
(2015) writes that #Alt takes knowledge and
them to act differently while preserving t
(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 questioh; an
follow through after giving a redirection:
TayloriTone has a | ot to do with [redirect
personally feeling, or the number of times I've made that redirection, then
sometimes it comes out very angry. So | just haveetoh i ke, 61 ' m sorr\
angry, it was because | told you five t
only give the redirection a single time
Ca mi |Ithiak sonietimes they need a model, not just like a list of nathimg
direction or naming the desired behavior. Like today, when | was trying to answer
guestions on the carpet and they kept trying to answer the questions for me. So
after about the fifth time in 45 seconds, | was very overwhelmed. And so | just
saiday,bonke' re gonna stop, | 6m going to n

practice. 0
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Karli: i But you can definitely see what boul
expectation is] not specific enough or if it's not named or they don't know what

you're talking about. <l aughs>0
Wendyi ki@ my husband with our daumhter w
your clothes?6 ONo. 6 <l aughs> So, these
babe tell her. Because you're giving her the opportunity to say no when you ask
her. 6 So same thiangowithr myt hat udeno si h
andthenjusk ook at you | i ke, o601 don't want to

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 thatsalong as:
Astudents are familiar with the | imits
give an 6or elsebdé6 or remind them of our
come from our action: the fact that we indeed follow through with logical
consequeces I f students dondt change after

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

groupbs pvewvwsatusoonoabout avoiding saying,
Meredith: A What about when you have one that
say, and so you say the consequence to remind them of like, is this what you
choose?0

Olivia: i 1 f e eulhavk yolr extrgme 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 alwdnave the extremes that push it, but on

the other hand I do struggle with all the behavior rewards and things especially for
|l i ke following expectations. 0

We n d you shiouldn't be rewarded for doing what you're supposed to be doing.

Do we ever feel like @'re giving too many incentives? Like if you respect me

you'll get this, this, and this?0
lvy: i We | | I agree | i ke evervidevincentivet he st ar
program], kids are |ike, o&6Well | di d wh
starcar@ 6 | '"'m | i ke, ONo, you donodt . o

Me r e d Right?: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. | think that maybe it depends on the age leveikeanaybe just

the younger kids need to hear the consequence or get a reward to learn right and
wrong. O

lvy: il know every case is different. But
someti mes have to say, 0OKkayaurelginge i f vy
to have to do it at brain break. Because you chose not to work now, you're gonna
have to do it then. 6 So, Il think it's,
consequence because that can be what honestly motivates someid$ toy k

work. Especially ones who are like, brain break is my time to shine. Um, so |

think ités hard and it probably differs
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Ca mi | Andl knovii I've said consequences up front when I'm trying to avoid a
big behavior later. SoI'mngtonna surprise them at br ai
here's all the stuff you didn't do! o Be
saying something |Iike, o0lf this is a c¢h
consequenced. 0
Wendy:Ai Ri ght . Alall shiunts caornes eeqquue nces aren't
The study text concludes with a short, model excerpt of teacher talk. Denton (2015)
|l eaves readers with the inspiration that i
learning experience for theitdren. This is how a classroom can sound, how rigorous
and joyful school can beo (p. 144). Study
book club:
K a r |IThese cliapters came at a good time. Because | think we're all kind of
dealing with some niilar things, and it's a good reminder about some ways we
can tackle behaviors in our classroom i
Olivia:il f eel the encouragement to be the
need a whole book to tell us how to speak kindly msgectfully and how to
regulate our emotions, like how much harder must it be for the kids that we're
working with, right? So, | almost wanna just keep this [book] on my desk just to
be | i ke, 6Remember, Olivia, don't be a
T ay | ¥eah. I think reading and reflecting on like if | say something wrong,
now | '"'m |Iike 60o0h, I probably should ha

it's really not that bad, but now | 6m |
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havesal t hat i n a way that probably was
don't know. O

vy A To piggyback off Tayl or, I 6m | i ke
probably shouldn't say, or thinking t
theninthecapt er t hat we read, i1t said ité
Like just admitting it. The other day
so sorry. | don't ever do that, but y'all raise your voice sometimes and sometimes |

do t oo. 6,ws'ewlipeogle dnd peaple make mistakes | guess. I'm not

perfect as much as they think | am some

Individual Interviews

Following the completion of the book study, em@one semistructured
interviews with each of the eight stupagrticipants were organized. Individual interviews
were conducted in the school library after contract hours at an agpeediate and time.
Analyzed data from the interviews contributed to the emergence of four major themes

from the study findings: 1) Bfessional development on teacher talk improved both

novice and experienced teachersd awareness

Both novice and experienced teachers recognized areas of growth in their own teacher
talk after professional devgdment on the topic; 3) Neto-district and novice teachers
benefited from the camputkesigned induction program where professional development
was presented; 4) Nete-district and novice teachers shared the feeling that professional
expectations, includmteacher 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
teacherso6 awareness osfudentheir teacher talk
Taylor: il f eel |l i ke [the book -avareaverdl. j ust h
Yeah. Especially as a firgear teacher too, because that's not something they
teach us in school, likeowt o t al k to chil dren. Youdre
just being more aware of it all, | would say is my biggest takeaway away from
reading. o0
lvy: Al can actually hear what | say and h
it before.o
Ma d d Y50 nowi, [after reading] | feel like | actually think about whatdaying
before | say it. Like, I've always known that | can talk to kids and | can relate to
kids, but now | have something to like gauge it against and I've liked trying out
the [talk moves]. |l just need them to s
Karli: Al di d ntHatlikersenzeliniesz|&as like way more sarcastic than |
should be with firsgraders. <laughs> Um, so [the book study] just kind of made
me more aware of everything | was saying, like oops | should rephrase that in a
l'iteral way for them. oo
Camilla: A T hmere you read about [teacher talk], it's like milidwing. Now
that | think about it, | see what can make a huge difference in your room just

based on how you talk to students. 0
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Theme 1 Discussion

Awareness of oned6s own teacher talk is
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 exactlydveidd 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-se¥areness of how they sounded
in their classrooms was the use of widand/or audio recordings. |, 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 videand/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
recordng 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

|l i stened t oé T doathdirdstesingkkidls/aad theiotalldng skids

more now than at any time | 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 anexperienced teachers recognized areas of growth in their own

teacher talk after professional development on the topic.
Taylor: il woul d say | noticed, or | feel [
used, wasn't necessarily holding the kids accountabtbeir own actions, or
their own behavior. And so | 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 | was clear. And so | feel like judingathem more
accountable and making them be responsible for how parts of our day go along is
probably how my | anguage has changed th
Olivia:iAl think | have been able to access
reading. | think like, okay, 1k is not just a personality trait or the way that | am,
but this is actually researdfased 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 definitelygor eased since reading. o
lvy: il 6 m more patient, not al ways <l aughs
the time and like thoughtful with what | say to kids. | try to like pause more
before responding to them. o
Meredith: A1l t hi nk usi nguagehmaybeamd justsspeaking kind | a n ¢
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 | would make sure

to use It to start the day or transitio
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Maddy: A |  kt[rbadimg the book] was really good for me to like reflect on what

I'm doing in the classroom and to grow and be epéerded about the talk moves

and tools that | 'm using or not using.?o
Camila:AiOne thing that has st uckwhatitteh me b
students] say, like, giving power to what they say. Because | did have a huge habit

of doing that. | would think like, oh, maybe someone didn't hear them, so let me

repeat it. But | stopped doing it. So | feel like in terms of them listeniegc¢h

other, it has improved because I'm not, | don't have to repeat. And, instead of
giving long directions | just get to th
Karli: Ailt taught me different things | didi
things. Likenow | try to tell the students things versus not asking them in
guestions, I|like all of that. o

Wendy:i The big takeaway for me was, um,
culture, but | also realized that | do a lot of interrupting. A lot of, um|ettihg

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 | learned the most from the book. And | definitely have

tried, like | 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 phrasesthate t al ked about, i ke, 6t hank
bottomsé. Just saying it as an expectat

changed that in my classroom. 0
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Theme 2 Discussion

Teacher participants were asked in their individual interviélase you noticed
any changes in your teacher talk after the book study and professional develoffment?
participants answered yes, | followed up with the request for them to describe the most
significant change. All eight participardasweredesandthat they had noticed changes
in their teacher talk, and all eight participants were then able talselify 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 Thigips Children Learnin analyzing their
descriptionsit 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 mda&sed on theesearch question and
descriptions fronparticipantsit is necessary for me to note as the researcher that my
perceptioro f p ar t i c ivariasnBachartigipaot wiéntifiedway in which their
teacher talk has improved. However, | did petsonallyobserve these changes in each
participant.The study sought texplore teache sérceptions of their talk, not my
perceptions of their talk.

As previously stated, it was nevay research aim for participants to adopt the
same philosophy of Paula Denton (2015) orRlesponsive Classrooeducational
approach, but for participants to gain awarenesmwofthey spoke to students. Theme
two concludes that each participant, throtlggir own seHreflection 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 teachantatkne

capacityby the standards and suggess of the study text.
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Theme 3: Positive Induction Program
New-to-district and novice teachers benefited from the cardgsgyned

induction program where professional development was presented.
Taylor: il | i ked how idppokunity, dr honéstlydike oeeduss a n
to have an opportunity to gather and collaborate together. Because | 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 ch@ckvith each other is what |
' i ked most. o
Meredith: Al t was good to have |ike a | ot of
to talk about things and ask questions. And then if | needed to go to someone
other than my team, that was helpful. Um, and just #d Any questions in
general, | would always like email someone and they would get back to me really
guick. o
lvy:Al | i ked the meetings and | earning fr

teachers that were asked to be there. | just feel like | learned frommtloee than

the PD someti mes which was really nice.
Olivia: A Over al | Il really enjoyed being part
met was great. Il think the topics that
Maddy: Al | i ked t h adbeliké acollaboratidrebstivegmadl of t

these people that were new to Alvernia. | liked that. | liked that there was an
opportunity for collaboration with teac

closely] with.©o
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Camilla: Al t hi nk o Yveas radllyl gpood informagien mo,have,
especially in terms of like data tracking small group instruction. And with this
book in particular, um, you know, as a 1-3tar teacher, | still found it very
informative. So, | liked the program and what I[wasable get from it . o
Karli: Al t hought the meetings were pretty
staff. Il just feel |l i ke the regularity
Theme 3 Discussion
The majorityof participants expressed positive feelings about the campus
designed induction program for novice teachers andtoalistrict 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 alignghaith
novice teachers at Alison Elementary inthe 202022 school year ident
for the 20222023 school year (See Figure 1). Novices at Alison were seeking comradery
and higher morale amongst colleagues. The book study as part of the cagstiernin
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 literétat supporting new
teachers is imperative to their success and fulfillment within the profession.
My perceptionoAl i son El ementaryés induction pr
the participantsharedl wrote in my contemporaneous field jouraabut my
experiences in an induction program as a-fiesdr teachems an experienced teacher on

anew campus, anas a researchexperiencinghe Alison Elementary induction
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program during the0222023 schol year. | know that thdesireof thecampus
administration was for the program to be intentionally planhatin my opinion,there
were times wheprofessionatlevelopmentell flat and felt out of tunevith what
teachers needed at that tirherrote about the PD being geared mmwards novice
teachersgcoming off as an idealistic checklisttwfdosfor teachers rather thaasponsive
and supportive, and explicitly unintentionldduction program meetingsere held
monthlyanddespite being on the calendar in advance, wee planned hastil This
was evident to teacheasid degraded the potential of the PD and progAdthough
Meredith ha some positive remarks about the campus induction program, she also
sharedhat shedid not enjoyfigoing to the meetings after school every motittuas just
hard because | felt like | was always at meetings afterschidgl. per cepti on of
induction program varied from the stated commenti®majority of the participants
Theme 4: Different Expectations for New Teachers
New-to-district and novice teachers shared the feeling that professional
expectations, inclling teacher talk, were different for them when compared to their more
established colleagues.
Taylor: il woul d say maybe |ike the inconsis
would change about the indumti program]. Like how some stuff was not
necessarily ewed as a mandatory thing to some teachers. And so | feel like in
the future, holding people accountable and more admin support would be helpful
too. I think, kind of like | said in the beginning, just making it more of a

mandatory thing to rally and ugitverybody. Or just like consistent expectations



81

on who's expected to be [at induction program meetings] and what is expected for
everyone to do would be a | ot better. o
vy A There was just a | ot of stmdetings] | i ke
and expected of us [new teachers] to do that no one really does. <laughs> Like, |

was always working later and like trying to keep up with everything that the rest

of my team would just kind of ignore an
Olivia: A T h e o n | tyuhtwhsiatitde trickly sometimes is that | 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 em@mpus. You know what | 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 | mean, | was fine, but it did gome of us [in the induction
program] in |ike an awkward position so
| don't wanna say reality because | know we're all striving towards those ideals,

but really a dose of reality and like more prioritizatiowbfat 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 thethfall
expectations] are really overwhel ming. o
Maddy:fil "' d make [the induction progr am]j m C
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 thinga/i | | be brought wup | ater by ac
XYZ, ya know?bo
Camilla:ail wi sh that all Alison teachers <co
because it, you know, it's beneficial for all teachers to be aware of not just new
teachers. And even thinig like going through college or an education program, |
wish they had something like thisfaltt e ac her s . 0
Theme 4 Discussion
In contrast to Theme 3, the positive aspects of the caagmigned induction
program, in their individuahterviews,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 wittlniot wall hedkheéel yecmd@ e
data when this question was asked in the individual interviews.
Interestingly, at the beginning of the 262@23 school year, one of the first
entries in my contemporaneous field journal was my reflection on whateiag
communi cated as fAexpectationso of new teac
of the year, campus leadership presented a slideshow Aitl@dy in the Life of an Alison
Teacherdetailing all of the tasks and jobs that teachers were tegbex fulfill each day.
The presentation was over an hour and a half long and detailed the components of each
academic subjectbdés wor kshop, student and t
and brain breaks, and even included information regaudintine tasks such as taking
attendance, and more. | journaled specifically about the tone andegotiable nature of

howthe expectations of an Alison teacher were presented. | wondered: Is campus
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leadership presenting these professional tasks aat$j@nd the amount of them, as fion
negotiable because of new teachersd naivet
Alison, myself included, that modeled tiiday in the Lifeas they had presented it. In my
opinion, it was phony and wrong to beghe 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 Blentary, 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 yelong induction pogram.

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 generalizad representative of all teachers new to the
profession or experienced teachers working in a new school district.

Anot her | imiting characteristic of the
to the ethnicities of students and teachers acresdistrict. While the majority of KsD
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 ati@stue 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
intertion of being responsive to the salentified 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
teacler talk and culturally responsive teaching, supporting new teachers, school culture
and climate, and teachersdé i mpact on stude
transparent. The data was coded, analyzed, and revealed four major themes: 1)
Professionatlevelopment on teacher talk improved both novice and experienced
teachersd awareness of their teacher talk
experienced teachers recognized areas of growth in their own teacher talk after
professional development oretkopic; 3) Newto-district and novice teachers benefited
from the campuslesigned induction program where professional development was
presented; 4) Newo-district and novice teachers shared the feeling that professional
expectations, including teacheitkt, 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 futureesearch.
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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 teachertalk caaiacs e t eacher sd6 sel
awareness and initiate a change in the way that teachers talk with studestéded\s
when reviewing the literature, there is prominent evidence of the impact of a teacher's use
of talk on students (Denton 2015; Kohl, 2002; LadBdtings, 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,
Al i son EI e me nt aamyThemajonitydofistudyiparticipapts, lsoth novice
and experienced teachers, shared positive sentiments about their experience in the new
teacher program. The conclusion of Theme 3 (tedistrict and novice teachers
benefited from the camputkesigned iduction 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).

Thetasks 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, theggsearch
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 waysthey were
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communcated andhow manytasks were expected of new teachers. Expectations were
communicated as nemegotiables 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 beealistic 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 teXthe Power of Our Wordgust 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 reagl dned us
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 workimg in a
unpredictable environment filled with children of varying needs, but clear
communication on the campusés mission, Vi s
necessary to foster a positive school culture and climate.
Recommendations for Classroom Tezhers

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 teadtrexwl

Therefore, | 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 mentorsthpt bigo
allows for responsiveness to the needs of campus staff and comradery between
colleagues.

| recommend that teachers established in a school or district volunteer to mentor
new teachers in either an official or unofficial capacity. Study paaintjgMeredith
specifically spoke about the impact of a mentor in her induction year, and Alison's new
teachers stated that a fAreliabl e rmm®28t oro w
school year. Mentors can play an integral role in the reflexiaetipes and growth of
new teachers (Day, 1995; Jenson, 2013). | encourage and recommend that novices utilize
their mentor for guidance, learn alongside them, and routinely observe their teaching
practices.

The study concluded that professional develograbout teacher talk increased
teachersé awareness of how they speak to s
recommended that classroom teachers continually reflect on their teacher talk and seek
learning opportunities to further grow in this ar€aachers 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 tbolythe
connecting pedagogy and reseabesed arriculum 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, 1998) reading published literature about teacher

talk. | can personally recommend the study t€ke Power of Our Words: Teacher
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Language That Helps Children Leaoy Paula Denton (2015)[he Skin That We Speak:
Thoughts on Language and Culture in the Gtasmedited by Lisa Delpit and Joanne
Kilgour Dowdy (2002) What We Say and How We Say It Matter: Teacher Talk That

Improves Student Learning and BehawgrMike Anderson (2019), andhoice Words:

How Our Language Af flyPdtesHJ@hhstoh (@MW fords Lear ni

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 participateduation 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 tinvauthority to provide
this. Successful induction programs impart professional learning for their staff that is
responsive to their needs as new teachers, builds theffsedfcy and confidence of new
staff, and establishes an atmosphere of communit/récommended that educational
leaders at the school and district levels ensure that there is rebaakeldl support for
new teachers. This support could include a mem@ntee initiative organized by campus
leadership. The mentor, an establishedexpkrienced educator, would be atgo
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 researchnclusion that revealed that professional development on

the topic of teacher -awardndss andiimtiate anchange anshe

t

e a
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way that teachers talk with students, it is also recommended that educational leaders
provide professiordearning 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 (Andersp?019; 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 autktoré 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, studeatnt er ed, and al i gns w
(2015) philosophy, then they should speak that asawell. Furthermore, rooted in the
study findings of Theme 4 (Neto-district and novice teachers shared the feeling that
professional expectations, including teacher talk, were different for them when compared
to their more established colleaguesiy tecommended 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 fidings 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 studydés findings, I
cycle of proéssional 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.
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A major limitation of the study was the lack of diversiyong participants and
the absence of talk moves in the study text that explicitly address the cultural components
of teacher talk. | suggest that future research on teacher talk scouts a diverse sample of
participants, educators that are diverse in ettypirace, 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 teeeateacher talk explored with different aged students
such as mideé 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 notrasst frequently and when during the school
day that would benefit the way that teachers interact with students.

The current | iterature shows that teach
study did not conduct research on students. Either quantitative or qualitative
methodologies could be used to investigate udent sd perspectives on
thaneachersdé perceptions in this qualitative
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 wth the phenomenon of gaining consciousne$®afl 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 resutif 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, | am hopeful that this research may have a far
greatei mpact outside the scope of the study.
teaching and | earningo (Denton, 2015, p. 1)
i mpact of a teacherdés words, but they are
educates are intentional with how they speak to students and that they are aware of the

power their words yield.
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