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Preface

As teacher educators, we believe the central mission of second language teacher
education (SLTE) is to support and enhance the professional development of
language teachers. Teacher professional development, it is commonly argued, is
key to improving the quality of student learning, the ultimate goal of any
educational enterprise. While over three decades of educational research now
conceptualize teacher learning as a long-term, developmental process that emerges
out of participation in the social practices and contexts associated with teaching
and learning, much remains hidden about what teacher professional development
actually looks like as it is the process of formation, how to best support teacher
professional development, or the relationship between teacher professional
development on the one hand and the cultural, institutional, and historical
situations in which that development occurs on the other. We posit that a
Vygotskian sociocultural theoretical perspective! offers tremendous explanatory
power to both capture this elusive process and articulate sound ways to support
and enhance teacher professional development within SLTE programs.

As teacher educators, we recognize teacher professional development as a
complicated, prolonged, highly situated, and deeply personal process that has no
start or end point. A novice teacher entering the classroom for the very first time
is involved in professional development; a pre-service teacher taking academic
coursework in a teacher education program is involved in professional develop-
ment; an in-service teacher participating in a workshop is involved in professional
development; an experienced teacher attempting to understand and overcome a
persistent classroom dilemma is involved in professional development. For us,
understanding, supporting, and enhancing teacher professional development for
all teachers, at all points in their careers, constitutes the essence of our scholarly
and professional work.

In this edited collection, we present fourteen empirical research studies that
embrace a sociocultural theoretical perspective in order to systematically examine
teacher professional development within the context of diverse SLTE programs. Of
key importance in this research effort is the comprehensive examination of the
quality and character of the mediational means designed to support teacher
professional development and the subsequent tracing of that development both
over time and within the broader cultural, historical and institutional settings in
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which teachers live and work. Such research, we believe, has the potential to expose
the discursive practices that shape teachers” knowing, thinking, and doing and
provide us with a window into how the use of deliberate and strategic mediational
means can help to create opportunities for teachers to move toward more
theoretically and pedagogically sound instructional practices within the settings
and circumstances of their work.

The research studies in this collection are situated in diverse geographic regions
and represent the professional development of various categorizations of both
native and non-native English speaking L2 teachers, including pre-service, in-
service, ESL, EFL, K-12, and higher education. Additionally, they examine
significant challenges that are present in SLTE programs; namely top—down
implementation of educational policies and mandated curricular reforms, the
creation and impact of inquiry-based professional development programs,
fostering concept development in SLTE programs, the enactment of culturally
responsive pedagogy, the mentoring of novice teachers through their initial
teaching experiences, and the development of constructive teacher identities. The
contributing authors employ an array of methodological tools for data collection
and analysis and offer implications that are relevant to a range of stakeholders;
including, language teachers, teacher educators, program administrators,
researchers, and educational policy makers.

Note

1. See Cole, 1996; John-Steiner, 1997; Johnson, 2009; Kozulin, 1998; Lantolf, 2000; Lantolf
& Thorne, 2006; Rogoff, 2003; Vygotsky, 1934/1963, 1978; Wertsch, 1991.
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Chapter |

A Sociocultural Theoretical
Perspective on Teacher
Professional Development

Karen E. Johnson and Paula R. Golombek

The Pennsylvania State University
University of Florida

In this introductory chapter we argue that a sociocultural theoretical perspective, as
a psychological theory of mind, has the potential to explicate the origins, mechanisms,
nature, and consequences of teacher professional development at all phases of
teachers’ careers and in all contexts where they live, learn, and work. In explaining
the epistemological underpinnings of this perspective, most Vygotskian scholars
start at its core: human cognition originates in and emerges out of participation
in social activities. In stating “any higher mental function was external and social
before it was internal” Vygotsky (1960/1997, p. 67) argued for the inherent
interconnectedness of the cognitive and social, a more radical stance where behavior
and consciousness are a single integral system. Readers of Vygotsky sometimes fail
to recognize the significance of this stance. Without denying biological maturation
that unfolds with time, Vygotsky (1978) clearly distinguished biological from
sociocultural forms of development, suggesting instead that all higher-level
cognition is inherently social. Put bluntly, it “is not that social activity influences
cognition” as is argued by many social learning theorists “but that social activity is
the process through which human cognition is formed” (Lantolf & Johnson, 2007,
p- 878). This is significant because when human cognition is understood as
inherently social, the critical question becomes how do external forms of social
interaction become internalized psychological tools for thinking. Vygotsky (1978)
proposed that this transformation, from external (interpsychological) to internal
(intrapsychological), is not direct but mediated. Human cognition is mediated by
virtue of being situated in a cultural environment and it is from this cultural
environment that we acquire the representational systems, most notably language,
that ultimately become the medium, mediator, and tools of thought. Consequently,
cognitive development is understood as an interactive process, mediated by culture,
context, language, and social interaction.

If we consider this stance within second language teacher education (SLTE), we
know that teachers typically ground their understandings of teaching and learning
as well as their notions about how to teach in their own instructional histories as
learners (Lortie, 1975). They thus enter the profession with largely unarticulated,
yet deeply ingrained, notions about what language is, how it is learned, and how it
should be taught (Freeman, 2002). Such notions, or everyday concepts, are formed
during extended periods of concrete practical experiences as students and learners
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of language in which we are situated in the cultural environment of schooling and/or
language learning experiences in the everyday world. But these everyday concepts
are limiting in that they are based solely on observations and/or generalizations
gleaned from a surface-level understanding of what language learning and teaching
is all about. This kind of empirical learning, resulting in everyday concepts, often
leads to misconceptions about language learning and language teaching. Experiential
knowledge is insufficient, even detrimental, in the development of teachers’
expertise, and this then is why SLTE programs can and must play a key role in
supporting and enhancing teachers’ professional development.

When teachers enter SLTE programs, they are exposed to the scientific concepts
that represent the up-to-date research and theorizing generated in various academic
and professional disciplines. Such scientific concepts are based on systematic
observations and theoretical investigations, and function as explanatory of, albeit
abstract from, concrete everyday experiences. Vygotsky’s distinction between
everyday concepts and scientific concepts has direct implications for SLTE in that to
establish themselves as professionals, teachers must move beyond their everyday
experiences toward more theoretically and pedagogically sound instructional
practices. Formal schooling, from a sociocultural theoretical perspective, is an
exemplary context in which concept development emerges out of instruction that
links everyday experiences with scientific concepts and thus enables learners to
move beyond the limitations of their everyday experiences so that they can function
appropriately in a wide range of alternative circumstances and contexts. This kind
of theoretical learning is what we should promote in SLTE, but it should not be
confused with decontextualized lecturing about and rote memorization of abstract
concepts. The responsibility of SLTE then is to present relevant scientific concepts
to teachers but to do so in ways that bring these concepts to bear on concrete
practical activity, connecting them to their everyday knowledge and the goal-
directed activities of teaching.

Within SLTE, achieving this goal remains a major challenge due to the persistent
theory/practice divide where the scientific concepts to which teachers are exposed
in their SLTE programs are often disconnected in any substantive way from the
practical goal-directed activities of actual teaching. The institutional separation of
subject matter knowledge (what to teach) from pedagogical knowledge (how to teach)
epitomizes a longstanding quandary in SLTE in which what teachers learn about
language, second language acquisition, and language use and users in academic
coursework remains separate from the pedagogical concepts, procedures, and
activities that constitute the activity of actual teaching. This results in teachers,
especially novice teachers, knowing the subject matter knowledge but not having
the essential procedural knowledge to confront the realities of the classroom. For
example, a teacher may know the form and rules for using the present perfect tense
in English but lack the ability to explain it in ways that students can make sense of
and use intentionally. Or when met by a student’s query as to why Americans
frequently leave out the have auxiliary in spoken language, the teacher may give an
uninformative response (“It’s just what we do.”) or an incorrect one (“We
sometimes speak ungrammatically.”). It is hardly surprising that teacher candidates
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are often left with empty verbalism, where they can name the scientific concepts
that are relevant to SLTE but have not internalized these concepts in such a
way that they become psychological tools for thinking. Vygotsky recognized this
fact, that “scientific concepts . . . just start their development, rather than finish it,
at a moment when the child learns the term or word-meaning denoting a new
concept” (1934/1963, p. 159).

Within general educational research, distinctions have been made between the
accepted subject matter knowledge of a particular field, the general pedagogical
knowledge of classroom processes, and the pedagogical content knowledge that
teachers use to make the content of their instruction relevant and accessible to
students (Ball, 2000; Shulman, 1987). However, from a sociocultural theoretical
perspective this separation of types of knowledge for teaching is not only counter-
productive, it is contrary to the fundamental principles of Vygotsky’s theory of
cognitive development. From a sociocultural perspective, human cognition is
understood as originating in and fundamentally shaped by engagement in social
activities and, therefore, it follows that what is taught, is fundamentally shaped by
how it is taught, and vice versa. Likewise, what is learned, is fundamentally shaped
by how it is learned, and vice versa. Cognition cannot be removed from activity since
it originates in and is framed by the very nature of that activity. From this stance,
knowledge for teaching must be understood holistically, and the interdependence
between what is taught and how it is taught becomes crucial to both the processes of
learning-to-teach as well as the development of teaching expertise.

If SLTE programs adopt the central premise that individual cognition emerges
through socioculturally mediated activity, this should cause teacher educators to
take stock of how we are expecting teachers to develop teaching expertise. We
should be asking ourselves: What is the nature of the activities embedded in our
teacher education programs? What are we collectively attempting to accomplish in
these activities? What sort of assistance are we providing for teachers as they engage
in these activities? And how does participation in these activities support and
enhance the development of teaching expertise? Asking such questions requires
that we look critically at the social practices and situated contexts from which
teachers have come, within which teachers are teaching, and through which
teachers are engaged in professional development as these practices and contexts
will shed light on the social interactions that Vygotsky viewed as central to the
development of new forms of thinking. Within SLTE, these new forms of thinking
will ultimately lay the foundation for the development of teaching expertise.

Mediation

Recognizing the inherent complexities in cognitive development, it is clear that
internalization, or the transformation from external to internal does not happen
independently or automatically. Instead, it takes prolonged and sustained
participation in social activities that have a clear purpose (goal-directed activities)
within specific social contexts. Yet, formal instruction does not lead directly to
conceptual development in a straightforward manner; rather, conceptual
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development emerges over time and depends on the agency of the learner and the
affordances and constraints of the learning environment. And this is why mediation
is paramount.

Mediation is a central albeit complicated construct within Vygotskian
sociocultural theory that underlies the transformative process of internalization
(from external-social to internal-psychological). Humans do not act directly with
their environments, but use, Vygotsky argued, various tools to mediate their
activities. Adults teach these tools to children through their joint activities, and
these tools serve simultaneously to regulate the child’s behavior and to make
available various means of self-regulation to the child. These tools, or mediational
means, represent cultural artifacts and activities, concepts, and our social relations
with others.

Cultural artifacts and activities have been described as “simultaneously material
and conceptual (or ideal) aspects of human goal-directed activity that are not only
incorporated into the activity, but are constitutive of it” (Lantolf & Thorne, 2006,
p- 62). For example, Poehner (Chapter 12) describes the experiences of a second
grade teacher who participated in an inquiry-based professional development
approach known as Critical Friends Groups (CFG). Within CFGs different
protocols (cultural artifact), or sets of procedures, questions, and time-frames, are
used to guide the activity of the participating teachers as they collectively engage
in critical examinations of pedagogical dilemmas that they have identified as present
in their work. While CFG protocols function as material tools that are used to direct
teachers’ thinking through social interaction in a systematic fashion, they also
function as conceptual tools in that the kinds of questions used to direct teachers’
thinking are initially in the CFG protocol facilitator’s mind. In this sense, CFG
protocols were not only used in the activities of the CFG, they made up that activity.
And while CFG protocols can also be viewed as symbolic (i.e., reflective teaching
represents good teaching) given their social, historical and cultural value of
supporting teacher professional development, they can also become psychological
tools, as was the case for Poehner’s focal teacher who adapted the reflective and
evaluative qualities of a particular CFG protocol for her own elementary students
as a way to engage them in peer reviews during writing workshops. Similarly, Verity
(Chapter 10) uses a variety of cultural artifacts in her MA Teaching English as a
Second Language (TESL) pedagogical grammar course to challenge Japanese
English language teachers’ normative characterizations of grammar as an abstract
formal system. Tools, such as crossword puzzles, cartoons, journals, and tree
diagramming, are transformed from products containing correct answers to
processes that mediate teachers’ understanding of grammatical concepts. So, while
the physicality of these tools matters, since they are material objects that exist in
her course, it is their sociality, or how they are used to organize the activities of
pedagogical grammar instruction, that matters more.

Concepts, both everyday and scientific, as discussed above, also mediate the
transformative process of internalization. In SLTE, scientific concepts are presented
to teachers in order to restructure and transform their everyday concepts so that
they are no longer constrained by their apprenticeship of observation (Lortie, 1975),
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but instead are able to use scientific concepts as psychological tools (thinking in
concepts) to further problem solve across instructional contexts and activities.
However, it is only through explicit and systematic instruction that the mastery of
scientific concepts will lead to a deeper understanding of and control over the object
of study. Formal instruction, for Vygotsky, “is the systematically organized
experience of ascending from the abstract to the concrete” (Lantolf & Poehner,
2008, p. 12). In Allen (Chapter 6) and Nauman (Chapter 7) the scientific concept of
“literacy” as defined by Kern (2000) was explicitly taught and collectively explored
through various professional development activities in an attempt to enable
teachers to reconceptualize literacy as more than a set of mental processes that go
on inside the head of the reader or writer, but as means of human communication
involving interconnected linguistic, cognitive, and sociocultural dimensions.
Throughout their respective professional development programs both Allen and
Nauman trace the uneven path of cognitive development as their teachers’ everyday
notions about literacy were exposed, challenged, and restructured as they begin to
internalize Kern’s conceptualization of literacy as dynamic, variable within and
across discourse communities and contexts, and involving “the use of socially-,
historically-, and culturally-situated practices of creating and interpreting meaning
through texts” (p. 16). In both studies, teachers’ conceptual development was not
the straightforward appropriation of Kern’s conceptualization of literacy from the
outside in, but a dialogic process of transformation of self and activity (Valsiner &
van der Veer, 2000). In fact, critical to the uneven and rather idiosyncratic nature
of their conceptual development was their own learning and teaching histories, the
institutional and cultural contexts in which they were situated, and the nature of
their engagement in the professional development experiences provided by their
respective professional development programs.

Social relations, or human mediation, are also central to understanding how the
network of our external social interactions mediates the transformative process of
internalization. The social here is the centuries old historical and sociocultural
legacy into which we are born. From birth, a child is involved in dialogic
interactions in which caregivers use language to regulate the child. For Vygotsky,
the child’s social speech, originally intended to regulate others, transforms
eventually into inner speech through which s/he regulates her/his own mental
functioning (Lantolf & Thorne, 2006). However, human mediation is not limited
to the realm of child cognitive development. Within SLTE, such forms of human
mediation represent key ways to move teachers from and between everyday and
scientific concepts so that the emergence of “true” concepts becomes the
psychological tools that enable teachers to instantiate not only locally appropriate
but also theoretically and pedagogically sound instructional practices for the
students they teach. Of course, the specific forms of human mediation used will
differ depending on the goal-directed activities teachers and teacher educators are
engaged in as well as the institutional settings in which that mediation is embedded.
For Smolcic (Chapter 2) involvement in a 7-month TESL certificate program that
included a short-term field teaching experience and cultural/language immersion
in Ecuador enabled her teachers to move towards greater interculturality, or
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intercultural competence. Critical to this shift was the coupling of direct personal
interaction in a carefully structured cultural and linguistic immersion program
with guided discussion, reflection, and guidance from inter-culturally experienced
mentors and peers. For Reis (Chapter 3) participation in dialogic blogs and an on-
line asynchronous discussion forum created a virtual space in which he and his
teachers collectively challenged the prevailing NS-NNS dichotomy and the “native
speaker myth” within SLTE. The strategic mediation that occurred within these
virtual spaces enabled his non-native English speaking teachers to challenge
disempowering discourses, to create a sense of individual and group agency, and
to take on more empowering identities with which to (re)position themselves as
legitimate English teaching professionals. From a sociocultural theoretical
perspective, attention to the quality and the character of the mediation that teachers
receive is absolutely critical to understanding, supporting, and enhancing the
development of teaching expertise in SLTE programs.

The Zone of Proximal Development

If mediation is “[t] he central fact about our psychology” as Vygotsky noted (1982,
p- 116, cited in Wertsch, 1985, p. 15), questions arise as to what mediation should
look like. In spite of Vygotsky’s limited exploration of the zone of proximal
development (ZPD), Chaiklin (2003) notes only eight references in total, the ZPD
has become the most adapted, investigated, and celebrated of Vygotskian concepts
in the general educational literature. The wealth of research using ZPD concepts
all begin with Vygotsky’s (1978) definition: “It is the distance between the actual
developmental level as determined by independent problem solving and the level
of potential development as determined through problem solving under adult
guidance or in collaboration with more capable peers” (p. 86).

Lantolf (2000b) describes the ZPD as “a metaphor for observing and under-
standing how mediational means are appropriated and internalized” (p. 17). In
one sense, the ZPD is the metaphoric space where individual cognition originates
in the social collective mind and emerges in and through engagement in social
activity. In another sense, it is an arena of potentiality, a space where we can see
what an individual might be able to do with assistance; one’s potential versus what
one has already internalized and thus can do on one’s own. In other words,
knowing what a novice teacher can do on her own tells us little about her potential
to learn something new. However, when we see/hear how this same teacher
interacts with someone who is more capable while accomplishing a task that is
beyond her abilities, this creates a window through which we can see her potential
for learning and her capabilities as they are emerging. Since the bulk of what we do
in SLTE is attempt to help teachers do things they are not yet able to do on their
own, mediation directed at this metaphoric space of potentiality is essential.

The challenge for teacher educators is to recognize the outer limits of this
metaphoric space and be strategic in the sort of assistance given. According to
Wertsch (1985) strategic mediation represents cognitive assistance that moves from
implicit to explicit, is responsive to immediate need, and is concerned more with
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cognitive transformation than behavioral performance. Assistance must be
graduated—too much (i.e., do this, do that) decreases learner agency, while too
little increases frustration (i.e., I can’t do this) and it must meet the learner’s needs
at a particular point in time. Johnson and Arshavskaya (Chapter 11) illustrate
various types of cognitive assistance given to a team of novice teachers enrolled in
a TESL methods course as they collectively planned, practiced, taught, and reflected
on a single lesson that they taught in an ESL composition course. The strategic
mediation provided by the teacher educator and fellow classmates throughout this
extended team-teaching project was found to shift from indirect, with a focus on
how the ESL students might experience the team’s instruction, to direct, where the
teacher educator attempts to reorient the team’s conceptualization of both what
they were expected to teach and how they were expected to teach it from an expert’s
point of view. By design, this sort of extended team-teaching project created
opportunities for authentic participation in the activities associated with teaching
and learning and created multiple and varied spaces for strategic mediation in these
novice teachers’ learning-to-teach experiences.

Critical to Vygotskian sociocultural theory is the notion that learners do need to
engage in some sort of cognitive struggle; according to Chaiklin (2003), “Vygotsky
never assumed that learning related to the zone of proximal development is always
enjoyable” (p. 43). On the contrary, because the ZPD itself is comprised of unstable
maturing cognitive functions, strategic mediation within learners’ ZPD will not
necessarily give rise to a smooth, even, or the inevitable process of conceptual
development. In Childs (Chapter 5) a novice teacher wrestling with what it means
to be an L2 teacher experienced emotional and cognitive dissonance, underwent
both progression and regression, and at times suffered from both personal and
professional instability throughout his year-long engagement in an in-service
professional development program. His emerging (re)conceptualization of L2
teaching was mediated by his own language learning history and the activity systems
that individually and collectively comprised his first-year teaching experience.
Similarly, Yoshida (Chapter 9) describes the initial negative reaction that Japanese
teachers of English in a graduate level curriculum design course experienced as they
were asked to write about their beliefs and experiences as learners and teachers of
English while simultaneously being introduced to the scientific concepts connected
with curriculum design. The activity of self-reflective interaction with these everyday
and scientific concepts, and with the teacher educator was a dramatic shift from the
norms typical of instructional interactions in this particular cultural and educational
setting. However, the teachers’ externalization of their beliefs and metaphors about
teaching and curriculum through the course management tool of Moodle revealed
several contradictions that were ripe for mediation by the teacher educator. By
asking probing questions, proposing alternative metaphors, and expecting further
elaboration, the teacher educator was able to provide strategic mediation that
enabled his teachers to work through their discomfort and eventually begin to
develop greater metacognitive awareness of their own learning. The findings from
these studies reinforce that both the quality and character of the mediation and the
socially situated contexts within which that mediation occurs matter.
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In several of the studies in this collection, we see teacher educators attempting
to recognize the outer limits of teachers’ ZPD. This process begins, typically, by
encouraging teachers to verbalize their current understandings of whatever
concept, skill, or disposition is the focus of study. The mediational means through
which such verbalization (Gal’perin, 1989) emerges may be reflective writings,
collaborative activities with colleagues, reading and responding to theoretical
readings, or sustained dialogic interactions with “expert others” (teacher educators,
colleagues, etc.). Dunn (Chapter 4) traces how teachers’ emerging understandings
of the scientific concepts associated with the notion of social inclusion (Kubota,
2004) are mediated as a result of reading and responding to various theoretical
articles on this topic. Interestingly, these teachers’ verbalizations (written and oral)
represent a hybrid discourse in which they fuse their paraphrasing of concepts
associated with social inclusion with their experiential understandings and
burgeoning teacherly rationale for the role that social inclusion can and should play
in L2 teaching. Such intentional and goal-directed paraphrasings, or what Vygotsky
(1987) called imitation, exemplify how teachers’ verbalizations can help to push
the boundaries of their current state of cognitive development.

Once teachers’ current state of cognitive development becomes explicit, it
becomes open to dialogic mediation that can promote reorganization, refinement,
and reconceptualization. Golombek (Chapter 8) makes use of digital video
protocols, in which a teacher and teacher educator discuss the teacher’s video-
recorded instruction, to prompt a kind of dialogic cooperation, with the teacher
educator continually assessing the teacher’s understanding in order to determine
an appropriate mediational response. This sort of dynamic assessment (Poehner,
2008) within a teacher’s ZPD creates multiple opportunities for the teacher
educator to assess the teacher’s current capabilities in ways that she was not yet
capable of determining and to reorient her conceptual thinking by suggesting expert
instructional responses and making the reasoning behind these responses
transparent. Essential to strategic mediation within the ZPD is the notion of
intersubjectivity (Wertsch, 1985) (i.e., attunement to one’s attunement), in which
the learner’s understanding of the situation from the expert’s point of view is
necessary for their interactions on the external or social (interpsychological) plane
to move to the internal or individual (intrapsychological) plane. Golombek provides
evidence that the teacher educator’s use of different mediational strategies
was contingent on the teacher-learner’s need, thus enabling them to attain
intersubjectivity. These studies suggest that the quality and character of the strategic
mediation provided depends, in large part, on being able to assess teachers’ ZPD
and directing that mediation at teachers’ potentiality.

Activity Theory as an Analytical Framework

As noted in the preface, a major contribution that a sociocultural theoretical
perspective makes for SLTE is to explicate the relationship between teacher
professional development, on the one hand, and the cultural, institutional, and
historical situations in which that development occurs on the other. Activity theory,
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an extension of Vygotskian sociocultural theory first put forth by Leont’ev (1978,
1981) and more recently taken up by others (Engestrom, 1987, 1999a; Lantolf &
Thorne, 2006; Thorne, 2004), is an analytical framework (rather than a theory per
se) that maps the social influences and relationships involved in networks of human
activity. An activity theoretical perspective attempts to construct a holistic view of
human activities as well as human agency within these activities. As a way to depict
how different individuals’ activities are interwoven and thus how and where
individual thinking emerges in social contexts, Engestrom (1987) suggests the
model of a collective human activity system shown below in Figure 1.1.

Several of the studies included in this collection take up an activity theoretical
framework to examine teacher professional development within the broader social,
political, historical, cultural and institutional contexts within which teachers live
and work. In any activity system, the subject is the individual or group whose
agency is selected as the point of view in the analysis. In Kim (Chapter 14) and Ahn
(Chapter 15), for example, both researchers use an activity theoretical framework
to understand how Korean EFL teachers (novice in-service, novice pre-service)
understand, function, and engage in English language teaching under the nationally
mandated CLT-oriented curricular reforms. The object is the “problem space” at
which these activities are directed and that object is continuously molded and
transformed into an outcome that is shaped by a host of mediating artifacts (both
physical and symbolic). For example, while the object of these teachers’ instruction
was for students to develop greater overall L2 communicative proficiency, within
the Korean English language educational system students must pass a high-stakes
grammar and reading comprehension test (mediating artifact). As Kim and Ahn
report, the outcome within this activity system was found to morph into students

Mediating Artifact

A

Subject -1 5 Object ==> Outcome

B S EEE— < L
Rules Division of

Community Labor

Y

Figure . Human Activity System.

Source: Adapted from Engestrém, Y. (1987). Learning by expanding: An activity-theoretical
approach to developmental research. Helsinki: Orienta-Konsultit.
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attending to grammar and vocabulary rather than advancing their overall L2
communicative proficiency. The teachers in both studies recognized this contra-
diction, and even made some attempts through their instructional activities to
redirect the outcome, but given the power of high-stakes tests and student agency,
the students continued to attend to aspects of their teachers’ instruction that they
perceived would enable them to achieve their goal of passing the high-stakes test.

The community, within this activity system, consisted of teachers, students, and
in Ahn’s study, mentor teachers, who shared the same general object and who
position themselves as distinct from other communities. In any community there
exists a division of labor determining who does what, how activities get done, and
who holds power or status. Likewise, how things get done is shaped by rules: both
explicit and implicit norms and conventions that place certain limits as well as
possibilities on the nature of interaction within the activity system. More often than
not, the rules have been ritualized through a long sociocultural history. According
to Cole and Engestrom (1995), an activity system contains the results of all previous
activity systems that have influenced it. Thus, the concept of sociocultural history
is an important explanatory tool for understanding any activity system. In fact,
every dimension of the activity system—whether it be the subject’s personal history,
the community’s values, beliefs, and norms, or the physical and symbolic artifacts
that mediate the subject’s activities—has emerged from and become stabilized
through its sociocultural history. For example, the norms of schooling, sometimes
referred to as the hidden curriculum (Denscombe, 1982), represent the sociocultural
norms and values emphasized by schools that dictated what both the Korean
English teachers and their students accepted as usual or normal in English language
classrooms. And for both Kim and Ahn, these rules did not include the use of
English as the medium of instruction or instructional activities that require students
to engage in communicatively-oriented activities.

The power of activity theory as an analytical framework is that it allows us to
capture how each component in the activity system influences the other either
directly or indirectly, while simultaneously capturing the situated activity system as
a whole. And when we do this, invariably we uncover inner contradictions or the
“clash between individual actions and the total activity system” (Engestrom, 1987,
p- 31). As Kim and Ahn find, the high-stakes grammar and reading comprehension
test derailed their novice teachers’ efforts to enable students to develop greater
overall communicative proficiency. As Engestrom (1999a) argues, human activity
is both unstable and unpredictable, and the first stage in resolving any contradictions
that the activity system may be facing involves uncovering such contradictions.

Within SLTE, contradictions are endemic in teachers’ professional worlds and,
therefore, are also ever present as teachers engage in professional development
programs. Engestrom (1987) posits four levels of contradictions: primary,
secondary, tertiary, and quaternary. First, a primary inner contradiction is a conflict
which occurs within each component of an activity system. Engestrom argues that
this primary contradiction constantly exists in each component of the activity
system. Secondary contradictions can be found between the components of a
human activity system. Engestrom (1987, 1993, 1999a) notes that secondary
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contradictions are key for depicting an activity system and the force of change.
Secondary contradictions generally occur when “a strong novel factor” (Engestrom,
1993, p. 72) is infused into any component of an activity system. As an activity
system tries to resolve the secondary contradictions it confronts, the activity system
evolves into a new form. For example, Tasker (Chapter 13) traces in-service
teachers’ participation in Lesson Study (Lewis & Tsuchida, 1999) an inquiry-based
approach to professional development that encourages teacher investigation into
student learning, as they work to resolve a contradiction that existed between the
English language learning their students were prepared to do outside of class and
the lack of student responsibility for their own language learning. Critical to these
teachers’ engagement in Lesson Study was the articulation of this contradiction
and the subsequent creation and implementation of various instructional activities
designed specifically to support students’ attempts to take more responsibility for
their own language learning. Participation in Lesson Study enabled these teachers
to not only identify this contradiction within their existing activity system but also
to create an intervention to resolve it, which began to alter the activity system itself.

In addition to primary and secondary contradictions, Engestrom (1987) posits
that tertiary contradictions arise when another activity system which is “culturally
more advanced”, such as the government, prescribes a new objective—"“a novel
factor”—for another activity system. Engestrom (1987) concludes that a new object
can “still be subordinated to and resisted by the old general form of the activity”
as a result of the contradiction. Finally, quaternary contradictions occur between
a central activity system and its neighbor activities. For Kim (Chapter 14) and Ahn
(Chapter 15) the Korean Ministry of Education’s mandated CLT-oriented
curriculum and Teach English through English (TETE) policy functioned as tertiary
and quaternary contradictions in the activity systems in which their English
language teachers were both teaching and learning-to-teach. Exposing such tertiary
and quaternary contradictions helped to explain why the importation of Western
methods (i.e., CLT-oriented curriculum) failed to permeate the daily instructional
practices of English language teachers in Korea.

Conclusion

We reiterate that taken as a theoretical stance, a sociocultural perspective allows us
to not only see teacher professional development but also to articulate the various
ways in which teacher educators can intervene in, support, and enhance teacher
professional development. By looking at the professional development activities
we expect teachers to engage in, identifying the quality and character of the
mediational means that are made available in those activities, articulating what we
are collectively trying to accomplish in these activities, examining the pedagogical
resources L2 learners are using, attempting to use, or need to be aware of in order
to successfully or even partially participate in these activities, and tracing individual
cognitive development over time, we can see the “twisting path” (Vygotsky, 1987,
p- 156) of cognitive development. In other words, we can see how complicated that
path is, where and when strategic mediation is necessary, how individualistic and
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idiosyncratic cognitive development is, and the extent to which (or not) “true”
concepts begin to take form, become internalized, and begin to function as
psychological tools (thinking in concepts) that enable teachers to instantiate locally
appropriate and theoretically and pedagogically sound instructional practices for
the students they teach.

In this introductory chapter we have attempted to explicate the central concepts
of a sociocultural theoretical perspective and its implications for SLTE using
concrete examples gleaned from the fourteen empirical research studies presented
in this edited collection. However, we have chosen to organize the entire collection
around five research areas that we believe are central to the overall mission of SLTE
programs. These include Part I: Promoting Cultural Diversity and Legitimating
Teacher Identities; Part II: Concept Development in L2 Teacher Education;
Part IIT: Strategic Mediation in L2 Teacher Education; Part IV: Teacher Learning
in Inquiry-Based Professional Development; and Part V: Navigating Educational
Policies and Curricular Mandates. This edited collection, we believe, illuminates
the extraordinary explanatory powers that a sociocultural theoretical perspective
offers SLTE as we trace, understand, intervene, support, and enhance L2 teacher
professional development.
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Chapter 2

Becoming a Culturally
Responsive Teacher

Personal Transformation and Shifting
Identities During an Immersion
Experience Abroad

Elizabeth Smolcic
The Pennsylvania State University

Introduction

The cultural gap in the United States between school children and their teachers is
wide and growing. Students in public schools are more culturally and linguistically
diverse, and demographics forecast such diversity to continue for the foreseeable
future (Assaf & Dooley, 2006; Darling-Hammond & Bransford, 2005; Sleeter, 2001;
U.S. Department of Education, 2006). Meanwhile, as a demographic group, public
school teachers are typically White, monolingual, of middle-class background, and
from suburban or rural home contexts (Taylor & Sobel, 2001, p. 488). The
demographics point to a growing disparity in life experience and values between
schools and students. Many teachers bring a monolingual and dominant culture
perspective to the task of teaching and cite their lack of experience with diversity
as one area for which they feel unprepared as they move into classrooms (Sleeter,
2001). How, then, does a teacher move from a life history defined by the majority
culture and dominant language to understand and interact with a classroom reality
of cultural hybridity, multilingualism, and diverse home life experience? One
proposal is that teachers should engage in reflective and personally transformative
activity to embrace “otherness” and recognize the diversity inherent to all cultural
frames including their own (Merryfield, 2000; Scahill, 1993; Suarez, 2002).

As classrooms become more diverse, the need for teachers to interact successfully
with difference becomes more urgent. A “culturally responsive” teaching practice
includes a teacher’s developing awareness of her own cultural identity, of her
students’ cultures as well as the cultures of the schools, of cultural variation in ways
of learning, and of instructional practices rooted in non-dominant cultural ways
of being (Gay, 2000; Huber, Kline, Bakken, & Clark, 1997; Villegas & Lucas, 2002).
Thus, teacher education programs, and specifically, programs that prepare teachers
to instruct English language learners, need to be concerned with helping teachers
to examine their own cultural assumptions and inquire into the backgrounds of
their students. Teachers should develop an understanding of different cultural
systems, know how to interpret cultural symbols, and establish links between
cultures in their teaching (Darling-Hammond & Bransford, 2005).
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This chapter focuses on the learning experience of one teacher-learner (referred
to by the pseudonym Nora) as she completes a 7-month long Teaching English as
a Second Language (TESL) certificate program that included a field teaching and
cultural/language immersion experience in Ecuador. The analysis describes Nora’s
first steps in a journey towards interculturality, uncovering her developing
understanding of culture and her own identities. My claim is that acknowledgement
of personal histories, values and cultural identities may lead to shifts in identity,
and aid in the process of a teacher becoming culturally responsive to other cultural
and linguistic backgrounds. Moreover, while a journey towards intercultural
competence is a life-long learning process (Alred & Byram, 2002; Kinginger, 2008;
Merryfield, 2000), given particular conditions, this process can begin to take place
in a very brief amount of time in a carefully structured cultural and linguistic
immersion experience.

Taking Steps Towards “Political Clarity”

Some teacher educators, particularly those with a commitment to social
justice education, emphasize that teacher education should require a critical
analysis of one’s own culture and a consciousness of how human differences are
used by people in power to rationalize inequities and maintain their position of
dominance in society (Cochran-Smith, 2004a, 2004b; Merryfield, 2000; Sleeter,
1996, 2001, 2005). Thus, there is a link between awareness of one’s own cultural
identity and the development of a critical consciousness that allows one to move
away from a “deficit” perspective about the education of minority students
(Cochran-Smith, 2004b; Giroux, 1988, 1992; May, 1999; Nieto, 1999; Sleeter, 1996).
“Political clarity” is a learning process described as “coming to understand better
the possible linkages between macro-level political, economic and social variables,
and subordinated groups’ academic performance at the micro-level classroom”
(Bartolomé & Balderrama, 2001, p. 57). This notion was useful to explain Nora’s
internal deliberations and dissonance as she interacted in the second language
and cultural environment in Ecuador, uncovering her first steps towards “political
clarity.”

The TESL certificate program took up these challenges. First, teacher-learners
completed various tasks to describe their own cultural identities as well as utilize
ethnographic techniques to investigate local Ecuadorian cultures and make cross-
cultural comparisons (Roberts et al., 2001). Secondly, sociopolitical aspects of
English language teaching such as white privilege, racism, language attitudes and
ideologies, were topics for discussion and investigation. Simultaneously, by using
Ecuador as a living case study, it was possible to uncover many of the global
geopolitical factors that are the backdrop to immigration to the United States.
Weekly talks by local Ecuadorians on the country’s economics, history, politics and
cultural and social development complemented the actual lived experience with host
families, who often had family members living abroad to work and send money
back to Ecuador. This is an important issue since a significant proportion of
the Ecuadorian GDP comes from repatriated wages earned abroad. Thus, the
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TESL program set into motion a process of analyzing assumptions that are
subsumed in our views towards immigration and immigrant students within the
educational system.

Learning about Diversity: Community-based Field
Experience for Teachers

In the research literature on teacher education for diversity and multicultural
education, empirical data has demonstrated that classroom exposure to
multicultural education and issues of diversity, and racism in teacher education
are often without the intended effect (E. L. Brown, 2004; Gomez, 1996; Merryfield,
20005 Sleeter, 1996, 2001; Zeichner & Melnick, 1996). It appears that intellectual
analysis alone is inadequate to bring about changes in beliefs and attitudes as well
as the critical social perspectives that are crucial to change in educational contexts.
In fact, several studies have found that stand-alone cultural diversity courses can
reinforce stereotypical perceptions of self and others, and teacher-learners exit such
courses unchanged or affirmed in their dominant culture worldview and less open
to consider the world from a different perspective (E. L. Brown, 2004; Byrnes, Kiger,
& Manning, 1997; Goodwin, 1994; Zeichner & Melnick, 1996).

On the other hand, studies that have explored the impact of community-based
immersion experiences for teachers speak to the power of learning from direct
experience with cultural “others” (Cooper, Beare, & Thorman, 1990; Mahan &
Stachowski, 1990; Suarez, 2002; Zeichner & Melnick, 1996). Gomez (1996) found
that the most promising practice for challenging teacher-learners’ perspectives on
diversity was their placement in situations in which they became the “other” and
were simultaneously engaged in seminars or ongoing reflection to guide their self-
inquiry about diversity. Additionally, compelling evidence comes from Merryfield’s
(2000) work in which White teacher educators cited living in another culture as
the critical step towards their understanding of what being “different” from the
majority of people in a society entails in daily life. Becoming an expatriate brought
up contradictions concerning expectations of how people behave, their cultural
values and worldview. In order to resolve these contradictions, the teacher
educators had to deconstruct previously held assumptions or knowledge about how
the world works and consider new perspectives and explanations. Implicit in
Merryfield’s findings, but not fully explained, is the notion that these “globally
competent” teacher educators faced dissonance in their international experience
and through confronting that dissonance were somehow transformed.

Cultural Historical Activity Theory:
A Sociocultural Perspective on Agency and ldentity

In this research, I relied on cultural historical activity theory (hereafter, activity
theory) because it brings into focus the interplay of a complex range of contextual
factors allowing a robust understanding of concrete human activity as it unfolds
in an immersion learning situation. The premise of this research project is that
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student learning during immersion is crucially dependent on an individual’s past
history, dispositions toward learning and the mediational means that are present
in the learning situation. The work of May (2001) and Lave & Wenger (1991)
demonstrates that while identity is delimited by social structures and human
interactions within those structures, we still have some free choice in the matter of
how we express and portray our “selves.” In particular, many second language
researchers view identity from a poststructuralist perspective; not as something
fixed for life, but as changing, fragmented, and contested in its nature (Block, 2007).

A strength of the theoretical perspective of activity theory is its inherent
dialectical sensitivity to human agency and the structural aspects of human
interaction. It makes clear that agency, referring to the human capacity to act and
make choices, is constrained to some degree by the social constructs inherent to
any given time and place. In activity theoretical terms, agency is not seen as a
characteristic or property of an individual, but it is a relationship that is constantly
co-constructed and negotiated within the social system. (Lantolf & Pavlenko, 2001;
Roth & Tobin, 2004). Likewise, identity is not simply a matter of individual agency,
but exists as part of a dialectical system which links the individual and the social
structure. In relation to human learning and development, the subjects in an activity
not only produce tangible outcomes that are subsequently reintegrated into
the activity system, but rather in the process of realizing the object/motive of the
activity, they also produce and reproduce their own identities as subjects in the
system. (Engestrom, 1987).

In relation to “border-crossing” experiences, like the embedded immersion
segment of the TESL program examined here, Block (2007) has asserted,

when individuals move across geographical and psychological borders,
immersing themselves in new sociocultural environments, they find that their
sense of identity is destabilised and that they enter a period of struggle to reach
balance . . . the ensuing and ongoing struggle is not, however, a question of
adding the new to the old. Nor is it a half-and-half proposition whereby the
individual becomes half of what he or she was and half of what he or she has
been exposed to (p. 864).

Byram (1994, 1997) claims that learners need to “decentre” in order to achieve the
complex psychological change involved in intercultural learning. To “decentre”
requires that learners problematize their culture’s representation of the world,
taking an outsider’s view of their own culture which they had before known only
as an insider. Therefore, their cognitive schemata are modified to take into account
new representations which either extend their understanding or challenge their
established views of the world. According to Byram (1994, p. 70), “decentreing”
implies a challenge to one’s identity and change in affective dimensions of
personality. This means that attitude shifts during intercultural learning are not
simply adopting positive attitudes towards the target culture because even positive
prejudices can hinder effective intercultural interaction. However, it is clear that
not all learners who participate in an international or “other” cultural experience
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are transformed by it. This conceptual notion of decentreing has accumulated
many names in the literature investigating intercultural learning, for example,
“third space” (Gutierrez & Rymes, 1995; Kramsch, 1993); “rich points” (Agar,
1994); and “constructive marginality” (Bennett, 1993). The data to follow describes
the experience of Nora as she moves into and out of this “third space.”

The ESL Teacher Preparation Program

The ESL certificate program (12 credits) was offered by a liberal arts college, Woods
College, in the northeastern United States. A four-week immersion experience,
sandwiched between courses on the college campus, is located in a small city,
Otavalo, in the Andean highlands of Ecuador. The immersion situation provided
a rich context to enact L2 learning, teach English, and interact with cultural
“others.”

Specifically, the experience abroad takes up three primary learning objectives for
teacher-learners: 1) to build cultural sensitivity and develop interculturality; 2) to
apply English language teaching strategies that are responsive to culturally and
linguistically diverse students; and, 3) to reflect on and enrich individual teaching
practices. The program design includes the following activities:

1. amentored teaching practicum with Ecuadorian English language learners

2. classroom instruction on ESL teaching pedagogy and second language learning
theory

3. daily life with a local host family

4. ethnographic investigation into local cultures

5. informal talks by community members on Ecuadorian history, economics, the
indigenous political movement, music, and ecology/sustainability

6. second language (Spanish or Quichua) classroom learning

visits to local Ecuadorian schools

8. weekend excursions to distinct cultural and ecological regions of Ecuador for
a broader perspective on the country and its peoples

N

During the immersion experience in Ecuador, two courses, each linked with
a practicum, are offered in an intensive format of daily class sessions: 1)
“Understanding L2 Learning and Cognition” and 2) “Developing an ESL Teaching
Practice.” The first course includes Spanish or Quichua instruction and the
participants’ analysis of their language learning experiences inside and outside of
the classroom. In the second practical experience, participants teach English and
are observed and given feedback by mentor ESL teachers in a summer program for
Ecuadorian children at the local university.

Data Collection

In my analysis of Nora’s experience in the TESL program, I noted specific incidents
that seem to be contradictory or hint at discontinuity within the overall perspective
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of the participant. The longitudinal nature of this study made it possible to view
the development of themes over the course of a year’s time. Data sources were: 1)
semi-structured interviews with Nora, program staff and her host family; 2)
journals and other written narratives; and, 3) researcher field notes of the teaching
practicum and the research process. (The researcher acted as one of the teacher
mentors and program coordinator). I interviewed Nora before the program began,
once a week during the immersion experience, soon after returning to the United
States, and five months after the program’s conclusion when she had begun her
student teaching experience for her undergraduate teacher certification program.

In our pre-departure interview, a few themes arose as threads that then became
interwoven throughout the activity of the program and surfaced again in written
narratives and interviews throughout the three phases of data analysis (pre-
program, immersion-program and post-program). Some themes were resolved for
Nora during the year, while others are long-term processes of growing awareness
and change that may take place over a lifetime.

Data Analysis

The constant comparative method was used to conduct a grounded content analysis
(Glaser & Strauss, 1967) in order to gain access to Nora’s conceptual world as she
learns about ESL teaching in a cultural and linguistically different setting. This
process, called axial coding (Flick, 2002), allowed the construction of a coding
system with specific dimensions of the category emerging from passages of the data.
Initial key word codes were primarily descriptive. As described by Miles and
Huberman (1984), “they entail no interpretation, but simply the attribution of a
class of phenomena to a segment of text” (p. 56). Another pass through the data
revealed patterns and relationships between key words and clustering of these ideas
into major themes. I made efforts to keep the labels of the major categories near to
the language used by the participant, using in vivo codes (Flick, 2002), in order to
keep the analysis as close to the data as possible.

An activity system framework was used to further categorize the codes, allowing
the researcher to view the program as an interactive system and identify
relationships between elements of the system. In activity theoretical terms, it is
fruitful to move from the analysis of individual actions to the analysis of their
broader activity context and back again (Engestrom, 1999a). In this way, activity
theory provided both theoretical concepts to understand human development as
mediated activity, but also a tool to uncover and organize an analysis of interactions
among different elements of the subject’s activity systems.

Some researchers (Lantolf & Thorne, 2006; Lektorsky, 1999) are critical of activity
theory’s tendency to focus only on the structural aspects of human activity. Because
of the way the activity theoretical framework cuts up reality from a third-person
perspective, the analyst’s attention is centered primarily on the structural aspects of
experience. As pointed out by Roth & Tobin (2004), “human beings act not because
of structural aspects in an abstract world (revealed by third-person analysis); rather,
they act because of structures as they experience them in their lifeworlds.” (p. 170).
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In this study, the first phase of data analysis took a subject-centered perspective on
agency to understand the experiences of the focal participant from their individual
perspectives (Roth & Tobin, 2004). In other words, the data analysis brought Nora’s
personal motives, life history, individual capabilities and particular human
interactions to the surface. A second data analysis investigated the TESL program
as a collective experience and synthesized the fine-grained analysis of each case study
to discern overall patterns. This perspective offered important insights into the
activity system itself and offered ways to bring about potential program innovation.

Findings

The following data analysis presents the reader with a detailed exploration of Nora’s
changing views of immigrant learners and teaching to diversity, her self-perceptions
and identity shifts during the course of the program. While we cannot use a single
participant’s personal experience to make generalizations about learning that takes
place during immersion/study abroad generally, a detailed analysis of individual
experience can offer important insights into the conditions that facilitate (or
alternatively, impede) learning in the immersion context.

Negotiating Uncertain Spaces: Spanish Language
Heritage and Identity

Keeping Spanish in her life is one of Nora’s motives for participating in the TESL
certificate program. In her words, “I feel it will fulfill one of my own dreams that
I’ve had since I was younger, since I started learning Spanish, was to always have
Spanish in my life . . . it was kind of the answer to what I wanted—to have this
Spanish in my life still ...” (interview, during immersion). Nora’s father is
Mexican-American and Spanish is his first language, however, he was restricted to
English in school under threat of corporal punishment. Nora reports, “My father
is fluent in Spanish and I wish that he had taught us Spanish at an earlier age, but
he was determined to overcome his poverty-stricken childhood.” (autobiography).
“He sparked my interest when I was little. I obviously had that culture, I wanted to
learn Spanish” (pre-interview). As a class assignment, Nora writes a “linguistic
autobiography” in which she charts her history and experiences with language(s).

“T've always wanted Spanish to be there. I think in our family it’s a big thing
... we talked about our linguistic autobiographies [in class] and I think that
one thing, [ don—, it’s not necessarily disturbing, but it’s like, kind of like a
jolt is that, my dad speaks Spanish, but, when it comes to me, my sister, my
brother, we didn’t learn as children, we learned in a formal setting in a
classroom. . . it’s kind of one of the things that I think I’ve gotten out of this.
I hadn’t thought about, you know, continuing the Spanish and everything and
T hadn’t really thought about how, you know, with my father Spanish almost
ended if my sister and I hadn’t taken Spanish in high school . .. it’s justa
big thing . . . and I don’t want it to end here.” (during immersion).
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The act of externalizing her family history in the writing of a linguistic autobiography
and then talking about it with others in class are mediational means that trigger for
Nora an awareness of the importance of this heritage in her life. However, the
contradiction around Spanish for Nora’s father (in school contexts where he was
punished for L1 use) seems to continue to live in Nora’s own experience with
Spanish. She asserts, “I felt confident in Spanish in high school, but after attending
college I feel that I have partially lost the language somewhere” (autobiography).
She talks in superlative terms about her high school study abroad experience as “the
most wonderful experience of her life” and asserts an intention to make Spanish a
minor in college. Then paradoxically, she stops studying it after her second year in
college. “I love Spanish to death, but I ended up dropping it because I didn’t enjoy
my Spanish classes here” (pre-interview). When she took the Spanish placement test
upon entering college, she was placed in Spanish II and says she felt discouraged—
“having taken Spanish since I was in 7th grade and then coming into college and
only skipping one [level] was like, well, maybe I really didn’t learn all that much in
high school. But then again, I had been to Spain.”

Nora entered college believing she had a good background in Spanish and then
found it difficult to meet the expectations of a Spanish course which she initially
viewed as below her capabilities. What worked to support her language learning in
high school, a familiar community of learners and a supportive teacher, were not
available to her in college. She points out, “I've thought about why I did not enjoy
Spanish here [at college] . . . partially, it was because I was spoiled in high school
having the same teacher . . . by my senior year, the students I was with in class were
also the ones who’d been taking it since 7th grade.” (pre-interview). Thus, there is
the contradiction of “loving Spanish,” but giving it up, or in Nora’s words, “I kinda
just dropped Spanish off,” as if she opened the door of her car and let Spanish walk
away (pre-interview).

Nora’s contradiction around Spanish might be seen as a mirroring or continued
embodiment of her father’s contradiction. The Spanish language was his home
language, but he was prevented from using it in school. While her father is bilingual,
his wife is not and they move away from Texas to the Northeast where the language
practice of his own family became monolingual. We cannot know if the father
continues to identify with the Spanish language, but his daughter seems to both
desire this identification, and at the same time, experience obstacles to enacting it
in her own life.

Cultural Learning: Building Awareness of Cultural Identities

Kinginger (2008) reminds us that the quality of a study abroad experience is crucially
dependent on both the way students position themselves and how the students are
positioned by others in interaction. Naturally, the interpersonal relationships in a
host family situation are not always positive, however, in a short-term program such
as this one, it seems important that some type of “authentic” communicative and
interpersonal space be constructed in which participants are interacting, using the
L2, exploring C2 cultural practices and being emotionally cared for. The host family
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gives Nora an insider perspective and allows her to begin to move within a “third
space.” She says, “The stay with the host family gave me first-hand insight to typical
life, family structure, beliefs and values, and in turn their culture . . . It was another
experience that made a very big impact on me.”(reflection paper).

Nora considers the host family experience of other participants as well as
comparing what she knows of her own cultural norms and that of the family she
lives with. In-class discussion on the ethnographic investigations the teacher-
learners are conducting helps Nora to recognize that her particular experience with
the host family is not generalizable to all Ecuadorian families. She remarks,

“Firstly, I have realized that even though I stayed with a very nice family
it was also very different for other people in our group. In other words,
generalizations cannot be drawn from only one family, but discussion
about each different experience for us helped to gain more information to
observe . . . I have read and observed that in Latin American family structure,
it is the responsibility of some child (mostly the eldest) to take care of the
mother after she is old and senile. This makes the families close . . . My host
mother said that in their culture it is very important that you be near your
family. This is very different from my family here in the U.S. because my
immediate family is very separated from my extended family. However, when
looking at any one family it is very important to remember they do not
represent the entire culture.” (reflection paper).

A comparative perspective on national cultures is critical to Nora’s developing
cultural understanding.

“Learning about the culture and the history in terms of U.S. history and
culture, really made an impact on me. Never before had I thought to compare
our U.S. history to the history of another country ... I gained a better
understanding of why things are the way they are in Ecuador. I also realized
that by comparing the histories and cultures of both countries, I found that
there are issues that I was never aware of before.” (reflection paper).

Opverall, the analysis illustrates several types of cultural learning that Nora is able
to explore through her interaction with the mediating artifacts that are present in
the learning situation: 1) recognizing that national cultures are not homogenous,
nor static; 2) acknowledging that historical circumstances of cultural groups
can lead to enhanced understanding of cultural values and practices; and, 3)
understanding one’s own cultural background helps one to be able to analyze other
cultural frameworks. We can see Nora engaging with mediational means of several
forms: writing about her past language/cultural history, listening to other
participants’ stories about their host families, interacting with her host family and
reflecting on the comparisons made by Ecuadorians of the colonial histories of
North and South Americas. These mediational means support shifts in how Nora
understands her own cultural identity. She comments,
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“Through writing a paper about my linguistic past, I realized even more how
much Spanish and culture is a part of my life . . . before I went to Ecuador
for this program, I felt that I was very culturally aware. After this experience,
I feel that I was both right and wrong. I was right because I knew all about my
family’s experience and our own cultural differences, but I was wrong because
I had assumed that they [Latin American cultures] were all the same. After
writing the linguistic autobiography, I was very aware of my own cultural
background and this helped to facilitate even more intercultural learning
for me.” (post-immersion reflection).

Further, as we will see later, the mediational means that are implicated in the activity
system begin to open up a “third space” for Nora in which she transforms her
understanding of what it means to be a teacher and how she intends to position
herself in relation to her future English language learners.

Opening to the World: Class-based Ideologies of Home and
University Communities

We can watch Nora exploring her personal autonomy through the frequently
heard voices of her family back in the United States, who are not present physically
during the TESL program, but clearly affect her interactions. The analysis illustrates
how an individual is mediated not only by symbolic and material tools, but
also by social formations like the immediate community of practice and
even distant and “imagined” communities. (Anderson, 1983; Thorne, 2005;
Wenger, 1998).

In both interviews and journal entries, Nora draws frequent contrasts between
her individual views and experiences, and her family context and life history—the
provincialism of her hometown, lack of diversity in her secondary school, the
conservative political views of her parents, her Texan cousins and her boyfriend.
We might view these contrasts as objectifications of contradictory aspects of her
life that she is working to resolve as she takes on new identity positions. In the
following excerpt she contrasts her attitude of openness to the attitudes of her
parents. She claims,

... by the time I was a senior [high school], I feel that I was more open to
things by the time we—I was in Spain. And I feel like I had already started
to try to look at things more with open eyes than just being like, I don’t want
to see it. Which is basically what my parents, when I was younger had taught
us to do.

Interviewer: They taught you to do what? What do you mean by that?

“Just turn your shoulder and not look and not even try to help in some other
way than giving them money and they run away. But the thing my dad told us
when we were young was that, if you give them money, they’re just gonna go
to tell their friends and then they’re all gonna ask for money. Which might,
like I mean, I’ve seen it happen. I know it’s true, but at the same time I was
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like, ‘Oh my gosh, I can’t believe that!” You know, it was just like my parents
thought it—it was like the most wrong thing to do. So it was really a lot of
[my] parents’ influence too.” (pre-program interview).

In this excerpt, she is explaining how her parents had advised her to respond to
people asking for money on the streets in Mexico. In her final utterance, Nora
acknowledges the impact her parents had on her thinking. And, in the bolded
quote, Nora is remembering what she thought in response to her parents’
recommendations. Through that remembering, she asserts her desire to adopt a
different response to the “other” than the attitudes modeled by her parents. At the
same time that she is agreeing with her parents’ view (“I've seen it happen. I know
it’s true.”), she also objectifies and names the impact of her parents’ beliefs and
positions herself in opposition to them. In the process, she is recognizing the
influence of her parents’ attitudes, but begins to assert a new subject position for
herself which contradicts the views of her parents.

In another example, during a post-program interview, Nora takes a stance on
the “English Only” movement that is clearly distinct from the views of her family
and boyfriend. Referring to her boyfriend, Nora says, “he believes that we should
have an official language and this is where we differ because I still think we
shouldn’t and I had the debate with my brother over Christmas about having an
official language and . . . he wants one, but he doesn’t understand how far people
will go with it.” (post-program interview). A structured debate in one of her classes
on the sociopolitics of “English Only” helps Nora to externalize and then internalize
her understanding of the topic. She remarks,

“. .. because we had that debate in [SLA] class and you know I didn’t know all
that much about [the issue] beforehand. When we got there and had that
debate I had to be on the opposite side of what I really felt, and it really is an
eye-opening experience, because then you can be sitting there being the
extremist, but what happens to people in between like my brother or my
boyfriend? . ..” (post-immersion).

On the other hand, this process of becoming “open-minded” is a source of conflict
as it represents some distancing from her family roots. Nora relates a conversation
with her Texan cousin in which s/he voice disapproval of Nora going to college,

«c

Great, you're spending your parents’ money.” And, but I mean in the end, we
[she and her siblings] are going to get good jobs and they won’t, but part of it
was that, I mean, they were my cousins. So, it was just unconditional love
because they’re your cousins, you're supposed to love them. And it’s really
upsetting, just the fact that I want to help make the world a better place, but
they’re more ‘gimme this, gimme that. . . I want, want, want . . . gimme, gimme,
gimme.” So, I mean I've always been open-minded around them, just for the
fact that they’re my cousins.. . . I'm going to accept you as you are, but my sister
and brother don’t. So then it comes down to being torn between my own
family.”
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Lantolf & Thorne (2006) have pointed out that academic knowledge or “school
literacy” can be differentially valued among social groups and this differential
regard for education or schooling can give rise to political and ideological struggles
for an individual within a community. We can see Nora being caught between the
differing value orientations of her working-class background and the liberal
discourses of the TESL program. This tension contributes to the dissonance of not
being able to communicate easily in the L2/C2 and Nora is emotionally distraught
during her first week in Otavalo. However, as the immersion experience continues,
Nora’s desires to reconnect with Spanish and reinforce her Mexican-American
identity seem to be satisfied through her L2 learning activity and developing cultural
awareness (both of herself and of Ecuadorian cultures).

Steps Towards “Political Clarity”

Besides interactions with the host family which is an intentional mediational means
of the program, the analysis revealed other serendipitous encounters that seemed
pivotal to Nora’s learning during the immersion experience. During the first days
in Ecuador, an encounter with children living on the streets of Quito sparks an
internal deliberation on how she wants to respond to their pleas for money. The
other participants in the group function as a “temporary other” with whom a
dialogic interaction is established around this question. Nora contrasts her
uncertainty about how to respond to street children to what she perceives is a clear
stance on the part of her classmates. Having been exposed to poverty before in
Mexico, she has thought about how she might react this time and seems discouraged
that her reflecting on it beforehand hasn’t prepared her to react in a different way
(more compassionate, humane) when she encounters children living on the street
in Quito. The analysis shows Nora moving into a “third space” in which she is
reconsidering her existing ways for framing the situation and responding to it. In
the excerpt below, the contradiction she feels is expressed through vacillation on
various ways of responding and her going back to previous experience in a similar
situation in Mexico.

“...wedidtalkalotabout it [poverty] when we were in Quito a lot about the
children who are so impoverished and I still haven’t even made up my mind
on that (laughs) [. . .] Yeah ’cause that’s what I felt like we had to do is like we
had to know—we had to have a feeling about [n0, no] it right away ’cause I
think some of the people in the group really did have that [well, yeah | and so
then for me I kinda was like alright well you know I'm kind of sad . . . and so [
was like alright well I'm going to prepare myself for this time, and you know,
and have an answer for what ’'m going to do when I run into it and then when
it came down to being in the Plaza de San Francisco in Quito and had all those
little kids run up like just some of the—you know the stories that they say, you
know they crowd around you and they take stuff out of your pockets and it
all came into mind so whenever they walked up to me I just brushed them off
and then I was surprised at myself cause then I—I felt bad because I didn’t
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even like give them a chance or, you know I didn’t even like think about
reaching into my pocket and giving them the change that I did have so then I
was just surprised by myself on that note because I didn’t—I didn’t really want
to have that reaction.” (during-immersion).

She refers to stories “they say” of being robbed by street kids, expressing a fear of
the “other” which then becomes an element of her immediate response to the
children she meets. However, Nora wants to respond differently in the future, “I
was surprised by the response that I did have . . . I did kind of think the next time
I’ll try harder to have a different response and so I think that’s like the mentality
that I took on after we had talked about it with everybody else . . .” (during-
immersion).

At program’s end, we see that this incident remains with Nora. In a paper on the
general topic of culture and language learning written several weeks after the
immersion program is completed, her negotiation of a response to people asking
for money on the street resurfaces.

“The first issue that is very important to me is the issue of poverty. Before I
went to Ecuador, I had visited Mexico with my family and my parents had
scared me by telling me to not give any beggars anything because then they
follow you around. I saw this occur first hand and did not know how to
interpret my feelings. So when it came time to go to Ecuador I was unsure how
I would react to the homeless and beggars. It helped a lot when we had
discussions about the poverty and I was able to understand much more the
differences and similarities that there are between our cultures. The first and
major difference is that the poverty line is much lower in Ecuador than in the
U.S. [...] The part that made me extremely nervous was that I could have
gotten robbed by one of these unfortunate people. We had discussions about
what to do and how to handle it, but I was still unsure of how to take all of this
knowledge and develop intercultural competence. What I found was that you
have to find your own ways to cope with the poverty yourself.” (post-
immersion, reflection paper).

Nora claims that classroom discussion and a comparative analysis of national cultures
have helped her to negotiate difference, yet the people she encounters on the streets
remain in a position as the “other,” whom she refers to as “unfortunate people.” In
other parts of this paper, she points out structural societal differences between the
U.S. and Ecuador that contribute to large portions of the Ecuadorian population
living without resources to meet basic human needs, (i.e. lack of a minimum wage,
gaps in government social services, an underfunded educational system).

We can view Nora’s interaction with Ecuadorian people as the center or stimulus
for a struggle to begin a process of developing political clarity. In this incident, both
the actual life experience of the immersion situation and the class discussion are
mediational means in her developmental process. It is doubtful that Nora would
have engaged in this process of political clarification without the emergence of this



28 Elizabeth Smolcic

life experience that presents her with a real-life contradiction and which she feels
the need to resolve. Nora’s movement towards political clarity is very much in
process as she struggles with poverty conceptually and practically in her daily life
in Ecuador. Nora’s visit to Ecuador is brief (4 weeks) and at this point, we can only
see some of the sources of dissonance and her internal vacillations.

Several months later, the data from a post-program interview gives us a sense of
how this process continues to play out as Nora returns to her home and the U.S.
public school classroom as a student teacher. Nora begins to relate some of her
experience in Ecuador with how she might position herself as a teacher of ELLs.
She proposes the notion that an ESL teacher may need to support ELLs and their
families in access to social services and that differential access to resources both in
the U.S. and in the home countries of her students may be something to explore
in her future classroom.

“Some students may be coming from this type of background where they were
oppressed and had nowhere to turn to, but now they have arrived in the U.S.
to find relief from the oppressed lifestyle [. . .] It is also very important to realize
that even if they moved here to find relief from poverty, they may also be
experiencing worse conditions [. . .] I feel that in this situation, teachers may
need to find help for students and families, or at least to point them in the
right direction for help. I believe that for every teacher it is important to
address this issue very openly and directly. Students will not understand
difference and how our social system works if we are unable to discuss it.”
(post-immersion).

“The entire Ecuador trip was an experience in itself because it helped to give
an idea of what it might feel like to be an immigrant in the U.S. The
importance of being aware of the cultural differences between the students is
that it helps to ease the bumps of creating a classroom community. I feel that
the course we took before we left helped me to realize how important it was to
know my own feelings. I have always had an awareness of my own background
and I feel that this will be used in everything that I do as a teacher to help me
to understand where the students are coming from. In the future, I can use
the experiences and feelings that I felt while I was in Ecuador to help me to
understand the position the students may be in.” (reflection paper).

The former excerpts show that through the experiences of the activity system
Nora has developed empathy towards ELLs and the immigrant experience.
Further, she positions herself as an advocate for both her learners and their families.
While Nora does not come from an immigrant family, she seems to imagine
herself as part of the immigrant community. This is not surprising given the
desire she expressed to make Spanish a part of her life and keep it alive in her
family tree.

Both of these excerpts, produced after the program’s conclusion, underscore the
power of narrative (the telling and writing of stories about the experience to the
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researcher) to externalize and then internalize understandings that might otherwise
go unnoticed. The mediational means encountered in the immersion experience
(either intentional or serendipitous) brought up dissonance and contradiction and
clearly play a role in Nora’s shifting sense of her cultural identities and roles as a
teacher of ELLs.

Conclusion

Wenger (1998) has defined identity as, “a way of talking about how learning
changes who we are and creates personal histories of becoming in the context of
our communities” (p. 5). The analysis of Nora’s experience brings into focus her
“personal history of becoming” and offers a view into the shifting subject positions
that a learner inhabits as she moves through a cultural and linguistic immersion
experience.

Specifically, the program activity offered ways for Nora to reflect upon and re-
connect with her Spanish language abilities and her Mexican-American heritage.
In this process, the dissonance of the cultural and linguistic immersion is a
mediational means to facilitate Nora’s identity shifts. The border-crossing
experience creates a space where Nora is not able to rely on the cultural and
linguistic cues of her home upbringing, and therefore, puts her into a place less-
connected to the known and brings her self-identity more clearly into focus. Thus,
while the immersion experience in Ecuador is a tangible, physical journey, for Nora
it is also a psychological journey where the possibilities of new subject positioning
are more easily stepped into.

The immersion context offers various mediational means that provide Nora with
alternative ways of defining cultural resources and simultaneously offer
opportunities to form social relationships with Ecuadorian people of different
cultural and linguistic backgrounds. And significantly, the activity system included
various forms of guidance to move Nora along in this journey. Weekly meetings
with interculturally experienced mentors, journal writing to reflect on daily culture,
L2 learning and English teaching, and group discussion to share varied individual
experiences of local interactions mediated Nora’s understanding of her own
cultural grounding, her knowledge of the cultures of Ecuador, and global
sociopolitical realities of unequal access to economic resources. Thus, we can see
these mediational means as strategies for developing new “subjectivities” for
participants. In sum, the immersion experience opens up a new social, cultural and
language environment that is not necessarily available within the confines of a
traditional university classroom, and which leads to a type of personal
transformational learning that is critical for teachers working with students of
difference.

The data excerpts that describe Nora’s journey through the immersion experi-
ence illustrate how human ontological development is socially mediated within the
settings in which people interact. It also underscores the power of narrative to
externalize and then internalize understandings that might otherwise go unnoticed.
At the same time, the findings highlight the need for on-going intra-group
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discussion as a way to access differing individual experiences, and guided reflection
during and after the program to help teacher-learners make sense of their new
self-awareness and learning about cultural “others” as this develops over time.
It is not clear that Nora would have arrived at some points of awareness without
the post-program interviews with the researcher that brought her attention back
to the already complete lived experience and required her to re-visit it. The key to
an individual’s development within this type of immersion experience is the
responsibility of the teacher educator to provide opportunities for reflection and
dialogic interaction about culture and language learning.

At this juncture, we can consider how these personal changes might translate
into benefit for the future students of these teachers. Within the limits of this
research project, there is not a clear answer and further longitudinal research
following teacher-learners back into their classrooms is needed. The data offer
evidence to substantiate the findings of previous research which emphasizes the
importance of direct, personal experience of being the “other,” or alternatively, of
witnessing the reality of asymmetrical power relations across social groupings for
teachers to develop “political clarity.” (Bartolomé & Balderrama, 2001; Gomez,
1996; Merryfield, 2000; Sparrow, 2001; Suarez, 2003; Zeichner, 1996). Further, the
analysis underscores the importance of providing multiple ways for teacher-
learners to objectify learning about their cultural identities, culture-general topics
and additional cultures with which they interact. To implement a short-term
sojourn abroad for teacher-learners, significant resources must be devoted to on-
site staffing and careful planning of interaction because it is critical to bring about
dialogue and individual reflection on the experience.

As a theoretical lens, activity theory forces our attention beyond the intended
outcome of the activity system—ESL instructional practices as a learning goal—to
a view of possible new social roles and identities that teacher participants can
construct over time (Lantolf & Thorne, 2006). As the immersion experience
unfolded and then later as Nora looked back on the experience, her desire to re-
connect with Spanish and reinforce her identity positioning as a Mexican-American
was satisfied through her second language learning activity and developing cultural
awareness (both of herself and of Ecuadorian cultures). In Nora’s words, the
journey to Ecuador was a way to “open up to the world” which involved negotiating
uncertain terrain as she moves into and out of a “third space.” For her future
learners, it may be her first steps towards becoming a culturally responsive
practitioner.
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Although non-native English-speaking teachers (NNESTs) comprise the
vast majority of teachers of English to speakers of other languages (TESOL)
worldwide (about 80 percent according to Canagarajah, 1999), many qualified
NNESTs struggle to assert and negotiate an identity as legitimate English-as-a-
second/foreign-language (ESL/EFL) instructors in the contexts where they teach
(Canagarajah, 1999). This is due in large part to the pervasive “native speaker myth”
(Phillipson, 1992) and an idealized notion of what constitutes a native speaker.
Underlying these myths is the assumption that native speakers (NSs) are inherently
better language teachers than non-native speakers (NNSs). Although this
assumption has been challenged by applied linguists who have proposed
alternatives to the NS/NNS dichotomy (V. Cook, 1999; Rampton, 1990), the NS
myth and ideology continue to marginalize NNESTSs and thus work to undermine
their professionalism.

In fact, despite expanding research and pressure from the international
association of TESOL’s NNEST Special Interest Section (Braine, 1999, 2010; Kamhi-
Stein, 2004; Llurda, 2005; Mahboob, 2010) “native speaker-ness” is still considered
to be a criterion in job ads, whether hidden or overt. To combat this ideology,
TESOL has issued position statements against the discrimination of non-native
speakers of English in TESOL, stating that although “[a]ll English language educators
should be proficient in English regardless of their native languages, [. . .] [t]eaching
skills, teaching experience, and professional preparation should be given as
much weight as language proficiency” (TESOL, 2006). In addition, TESOL
argued that

English language learners [. . .] have the right to be taught by qualified and
trained teachers. Native speaker proficiency in the target language alone is not
a sufficient qualification for such teaching positions; the field of teaching
English to speakers of other languages (TESOL) is a professional discipline that
requires specialized training (Teachers of English to Speakers of Other
Languages, 2003).

Despite these efforts to dispel the NS myth, such perceptions continue to harm not
only the professional lives and sense of self-efficacy of many qualified NNEST's
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(Brutt-Griffler & Samimy, 1999; Golombek & Jordan, 2005; Pavlenko, 2003), but
the TESOL profession as a whole, as unqualified teachers continue to be hired on
the basis of their status as NSs. When looking for employment opportunities,
NNESTS’ chances of getting a job are likely to be influenced more by their accent
(and race) than by their professional qualifications (Clark & Paran, 2007; Mahboob,
Uhrig, Newman, & Hartford, 2004). Furthermore, the NS myth propels what has
been referred to as the NNEST “anxiety” (see Llurda, 2005), that is, the nagging
sense of professional inadequacy that prevents many qualified NNESTs from
becoming adequately confident instructors.

Within this highly charged sociopolitical context, this chapter examines the
influences of the NS myth and traces how a series of professional development
experiences support a NNEST’s attempts to explore and take on empowering
identities as a legitimate TESOL professional. The study draws on previous research
from the disciplinary subfields described below to craft a theoretical stance that is
appropriate for examining the everyday world of NNESTS’ professional identities.
It also draws on a sociocultural theoretical perspective on identity realization in
order to trace how participation in a series of professional development experiences
supports a NNEST’s attempts to explore identities with which to (re)position
herself as a legitimate English teaching professional.

Critical Pedagogy

In education research, the word “critical” has been used in reference to “how
dominant ideologies in society drive the construction of understandings and
meanings in ways that privilege certain groups of people, while marginalizing
others” (Hawkins & Norton, 2009, p. 31). Critical pedagogy, in turn, is charged
with empowering' individuals, through education and critical reflection, to realize
how they are situated and situate themselves in the broader context of power
relations and, more importantly, with giving them the tools with which to attempt
to escape and fight oppression (Freire, 1970; Hawkins & Norton, 2009). In this
light, this study explores the processes through which NNESTSs can achieve a sense
of professional identity and legitimacy by being empowered to recognize,
acknowledge, and contest ideological discourses that position them as second-rate
professionals. It focuses on how teacher education can help NNESTs strive for
professional legitimacy while reshaping their instruction in response to more
empowering conceptualizations of self.

Narrative Knowing and Narrative Inquiry

We understand our lives by narrating them (to others and to ourselves) and by
infusing our experiences with significance and meaning (Polkinghorne, 1991).
From a narrative epistemology, we all live storied lives and build “storied selves”
(Bruner, 1996b). Likewise, many have argued that teachers live storied lives (Elbaz,
1983; Olson, 1995). They understand their practice and continuously weave their
identity through the act of telling narratives. Despite the material conditions and
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constraints in which teachers operate, they still have a certain degree of agency to
shape their storied selves through the narratives they tell and live by. As argued by
Benwell and Stokoe, “the practice of narration involves the ‘doing’ of identity, and
because we can tell different stories we can construct different versions of self”
(2006, p. 138). Thus, because narratives are fundamentally intrinsic to the process
of making sense of oneself and to the shaping of one’s identity (Bucholtz & Hall,
2005; Pavlenko & Blackledge, 2004; Pavlenko & Lantolf, 2000), the exploration of
the meanings arising from and being created by narratives (i.e., narrative inquiry),
enables teachers to explore and articulate the often tacit connections between their
identity and their instructional practices (Simon-Maeda, 2004). In this study,
narrative inquiry is the very mediational tool through which a NNEST was able to
re-story her experiences, weave and negotiate empowering professional identity
options, and seek to establish greater professional legitimacy.

Teacher ldentity

Few would disagree that teachers’ instructional practices are shaped not only by
the professional education they have experienced and accumulated, but also by
their own experiences as students (Lortie, 1975) and by their identities and
emotions (Duff & Uchida, 1997; Johnson, 1992a; Simon-Maeda, 2004; Varghese,
Morgan, Johnston, & Johnson, 2005). For the present study, identity is defined as
multiple, dynamic, relational, situated, embedded in relations of power, and yet
negotiable (Block, 2007; Norton, 2006). This study focuses on the use of linguistic
resources and action as key factors involved in identity negotiation, thus allowing
for an emphasis on the discursive nature of identity construction, its embeddedness
in social and power relations, its situatedness in practical activity, its negotiability,
and its intentionality. In this post-structural view of identity, language and
discourse play a key role as “[w]ho we are to each other, then, is accomplished,
ascribed, disputed, resisted, managed and negotiated in discourse” (Benwell &
Stokoe, 2006, p. 4).

In order to trace how a NNEST attempts to articulate, claim, and assert an
identity as a legitimate professional within the context where she teaches, the notion
of positioning (Davies & Harré, 1990) is especially helpful. Because discourse is
always embedded in relations of power, individuals at times choose to willingly
take on certain subject positions and freely reject others but, conversely, are
sometimes ascribed certain subject positions which they do not value, claim, or
desire. For NNESTS, to say that identities are negotiated within power relations
means that NNESTs’ professional legitimacy is eroded to the extent that
disempowering discourses (such as the NS myth) that position them as illegitimate
professionals remain unchallenged. Thus, in many contexts, qualified NNEST's are
positioned as less able professionals than native English-speaking teachers (NESTs)
by the public discourse, the institutions where they work, their colleagues, their
students, and even their social acquaintances. Despite the expanding body of
research on NNESTs and on ways to empower them (Braine, 1999, 2010; Kambhi-
Stein, 2004; Llurda, 2005; Mahboob, 2010), it is less clear how this goal can be
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accomplished by means of professional development opportunities (notable
exceptions are Brutt-Griffler & Samimy, 1999; Golombek & Jordan, 2005; Oxford
& Jain, 2010; and Pavlenko, 2003).

A Sociocultural Theoretical Perspective on
Identity Realization

A sociocultural theoretical perspective on identity realization means that one’s
identity arises from and within one’s social relationships and sociocultural context
(van Huizen, van Oers, & Wubbels, 2005). That is, from the dialectical relationship
between the individual and the social, in unique yet constrained ways (Valsiner,
1998; Wetherell & Maybin, 1996). It draws from recognizable social types, yet
infuses them with one’s own idiosyncrasies as it is internalized (Holland &
Lachicotte, 2007). In addition, an individual constructs, displays, and manages
his/her identities in the context of his/her social relations and activity in a process
of constant becoming (Cross & Gearon, 2007; Holland & Lachicotte, 2007). As a
member of communities of practice, an individual can potentially re-story
him/herself into new subjectivities through both discourse and action (Holland &
Lachicotte, 2007; Wertsch, Tulviste, & Hagstrom, 1993). Finally, one’s emotions
are at the heart of this process of re-storying oneself (DiPardo & Potter, 2003; Mahn
& John-Steiner, 2002).

In this light, supporting the development of NNESTSs’ professional identity also
entails a series of socially mediated processes. First and foremost, it involves
promoting NNESTSs’ awareness of how they position themselves professionally and
are positioned by others (e.g., students, institutions, the public discourse) in regards
to their legitimacy and in relation to both the local and broader contexts where
they work and live. It also entails the creation of mediational spaces (Golombek &
Johnson, 2004) where, through critical reflection and collaborative inquiry,
NNESTs can challenge disempowering discourses and conceive of legitimizing
professional identities. Once internalized as higher-order psychological functions
(Holland & Lachicotte, 2007), these renewed identities can potentially engender
significant changes in NNESTSs’ sense of individual and group agency. Finally,
NNESTSs’ identity development entails a commitment to change in both discourse
practices and practical activity with the goal of empowering themselves and others
(Stetsenko & Arievitch, 2004). Only then, as a community of practice, will NNEST's
“escape from the tyranny of environmental stimuli” and intentionally author “new
selves and new cultural worlds and try to realize them” (Holland & Lachicotte,
2007, p. 116).

Methodology
The research questions that motivated this study are as follows:

1. How does a focus on NNEST-related issues (implemented through online
discussions and a dialogic blog) support a NNEST’s attempts to explore,
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conceive of, articulate, and internalize identities with which to (re)position
herself as a legitimate English teaching professional?

2. Towhat extent does the exploring, conceiving of, articulating, and internalizing
of legitimating subjectivities done by a NNEST influence the nature of her
instructional practices?

The data were collected at a large northeastern university in the U.S. as part of a
larger study involving six instructors (MA and Ph.D. students in TESL and Applied
Linguistics, respectively), their students, the ESL program supervisor, and me, the
researcher. The course taught by the participating teachers was the required ESL
freshman-level composition course for international undergraduate students
offered by the ESL Writing Program. The main goal of this study was to provide
professional development opportunities for NNESTs in regards to their
professional identity as ESL instructors. The current chapter is a case study based
on one participating teacher, Karina®.

Participant

Karina is a Russian female in her mid- to late twenties. I first met her early in the fall
0f2008, when she was starting her first year as a Ph.D. student in Applied Linguistics.
Prior to arriving in the U.S. at the age of 22 to pursue a master’s degree (also in
Applied Linguistics), Karina had lived in Russia and completed a bachelor’s degree
in philology there with a focus on teaching English and Russian. At the time of data
collection, Karina reported having worked for seven years as an EFL/ESL teacher.

As a doctoral student in Applied Linguistics and as a teaching assistant for her
department, Karina spoke and used English fluently and appropriately in both
departmental meetings and social functions. In my best judgment, she would most
likely be considered a “superior” user of English in all four skills, She obtained the
Certificate of Proficiency in English (A score) and 280 points on the computer-
based TOEFL test.

Data Collection Procedures and Tools

Several data collection instruments were utilized in this study: an online, asynchronous
discussion board, moderated by me, through which the participating teachers
discussed previously assigned readings on the NS/NNS dichotomy and the NS myth;
a dialogic journal (i.e., private, ongoing asynchronous online exchanges via a blog
between each instructor and myself) focused on the teacher’s professional identity;
semi-structured interviews focusing on the participant’s background, professional
identity, and attitudes about language learning and teaching, the NS/NNS dichotomy,
and the NS myth; videotaped classroom sessions; stimulated recall sessions; copies of
the students’ writing assignments as well as the feedback from the instructor on these
writing assignments; audio recordings of individual meetings between the instructor
and a few of the students to go over writing assignments; and field notes taken at the
participants’ weekly meetings with the TA supervisor, other TAs, and me.
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The online discssions board and the dialogic journals comprised the main
mediational tools used in this study as professional development activities.
They were intended to give participants a chance to articulate their opinions
and beliefs in regards to teaching ESL and to deepen their awareness of their
professional legitimacy as NNESTSs in the backdrop of the NS/NNS dichotomy and
the NS myth. My role in the study oscillated between that of peer and “expert
other.” T attempted to strategically mediate (Wertsch, 1985) Karina’s thinking by
reading and reacting to her journals and online discussion posts, asking probing
questions during the interviews, requesting clarification during the stimulated
recalls, and providing my own insights and expertise whenever appropriate. I
attempted to push her to move beyond her current thinking and understanding of
herself as an ESL teacher. The readings for the participating teachers focused on
NNESTSs’ professional concerns and included: Braine, 2004; Canagarajah, 1999;
Faymonville, 2000; Maum, 2002.

For the purposes of this study, the curriculum of the ESL freshman composition
course was deliberately modified to include a unit addressing the NS/NNS
dichotomy (e.g., the various and competing definitions of native speaker, the
notion of multicompetence, etc.). As part of this unit, both the instructors and
the students worked with the following texts meant to expose them both to the
NS/NNS dichotomy and NS myth: Cook, G. (2003), Cook, V. (2005), Kirkpatrick
(2007), Matsuda (2003).

Data Analysis

A grounded content analysis (Bogdan & Biklin, 1998; Glaser & Strauss, 1967) was
conducted on the data. The analysis involved deriving and categorizing major
themes that emerged from the spoken data (interviews, classroom observations,
and stimulated recalls) and written data (online discussions, dialogic journals,
students’ papers, teacher’s written feedback, and fieldnotes). This analytic process
involved multiple readings of the data to identify linguistic instantiations of
reoccurring themes that addressed the study’s central research questions. The
themes that emerged reflect evidence of Karina’s emerging understanding of: (a)
the NS/NNS dichotomy; (b) the NS myth; (c) her self-concept/perceptions and
identity(-ies); (d) her self-confidence as a teacher; (e) her English skills/expertise;
and (f) her perceptions of (critical) pedagogy. Based on these analytical categories,
the data were re-examined to identify evidence of self-reported shifts in Karina’s
identity (including self-concept) with regards to being a NNEST.

In a conscious effort to triangulate the analysis (Pavlenko, 2007), the data
were examined to account for Karina’s narrative understanding of her subjectivities
(in relation to herself and to others) and how such understandings played a role in
the development of her thinking and in her instructional practices. More
specifically, Bucholtz & Hall’s (2005) indexicality principle * was used in order to
identify how Karina constructed and positioned herself, as well as how she
(re)negotiated these identities and positionings. Regarding identity formation,
“indexicality relies heavily on ideological structures, for associations between
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language and identity are rooted in cultural beliefs and values—that is, ideologies—
about the sorts of speakers who (can or should) produce particular sorts of
language” (p. 594). In several of the excerpts that follow, these linguistic
instantiations of how Karina perceived, positioned, and otherwise understood
herself are underlined in the data.

Finally, Karina’s instructional practices were examined to identify evidence of
the types of instructional tasks assigned, how they were implemented, and why and
how the students responded to and participated in those tasks.

Findings

Karina’s response to the topics and interactions brought about by the professional
development experiences reported here was filled with ups and downs, false starts,
and growing pains. Her participation in these experiences destabilized her beliefs
about the NS myth and helped her to uncover some of the hidden ideologies that
continue to propel it. Below, I expose the twisting paths Karina has taken, showing
how her prior beliefs have been challenged, her identity destabilized, and how she
started to conceive of herself, of her students, and of the English teaching profession
in more empowering ways.

Awareness of and Experiences with the NS Myth

Karina had been aware (and in fact, a victim) of the prejudice against NNEST's even
before she became a participant in this study, although she would not necessarily
have been able to clearly articulate it or its relationship to her teaching. During our
first interview, she stated that NESTs in Russia were routinely paid higher salaries
and enjoyed more prestige than NNESTSs like herself. She also recalled the
experience of being ridiculed by her colleagues in Russia, who asked her “how can
you teach English in the country where English is their first language? if you’re not
a native speaker?” (Interview 1, 9/5/08). Then, after arriving in the U.S., her
awareness of the NS myth was heightened when she applied for an ESL teaching
position at a very recognizable English school in New York City and was not only
turned down as a NNS, but told that “they [the school] do not hire non-native
speakers for ESL” (Interview 1, 9/5/08).

Likely due to her firsthand experiences with the NS myth in both Russia and in
the U.S., Karina initially showed some awareness of the ideology surrounding
discussions of accent, stating that “there is this conception of correct English,
proper English, and like, accented English, right? So, like proper English, non-
accent has more prestige, right? It’s kind of authentic” (Interview 1, 9/5/08). She
also already knew that there are “physiological [. . .] limitations” and that her accent
“is also part of my identity” and a kind of “self-expression” (Interview 1, 9/5/08).
Clearly she had been exposed to the ideologically laden notions of “correctness”
and “proper English.” When I asked her about her knowledge of grammar and its
metalanguage, she questioned whether “we can talk about correct English
anymore” (Interview 1, 9/5/08).
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Internalized Prejudice and Feelings of Professional Insecurity

Although Karina did point out what she believed to be both the pros and cons of
being a NNEST, she tended to dwell on her perceived deficiencies, especially in the
first half of the study. Karina had come to internalize the very prejudice and
oppression that the study set out to challenge. She considered herself inferior to
NSs of English in many ways and expressed the view that NESTs are, almost
invariably, better at teaching the target language and culture in “authentic”
(Interview 1, 9/5/08) ways. This is not surprising, given the strong discourse around
the NS superiority and the NS myth. For example, in reference to her experience
of being turned down for a job in New York City, she stated:

they explained that [. . .] non-native speaker cannot really convey the culture
and all this sociocultural like, aspect of, and like, I partly agree with them, right?
there’s something like truth about that but at the same time it makes me a little
less confident [. . .] (Interview 1, 9/5/08)

Given how she positions herself as inferior to NSs, it is not surprising therefore, that
she also reported feeling self-conscious, while teaching, of her perceived lack of
appropriate English proficiency and knowledge of American culture. This under-
standing of herself as lacking professionally is linked to her wavering confidence
level, feelings of professional insecurity, and low self-esteem. For example, Karina
expressed the view that while teaching ESL she avoided positioning herself as a
NNEST because “if they [her students] kn[e]w that ’'m non-native speaker maybe
it wlould] somehow like, affect their, like, perception of me” (Interview 1, 9/5/08).
Similarly, she once stated that “I'm doing them a disservice with my accented
English, not so fluent oral English, etc.” (Dialogic Journal, 11/2/08).

Throughout the study, Karina dwelled on her perceived lack of “cultural
knowledge” (which she defined as linguistic and social behaviors) of American life.
Indeed, the connection between language and culture posed a very difficult
challenge for Karina (Interview 2, 12/17/08). Her beliefs that it was difficult for a
young adult like herself to be socialized into a new culture; that language and
culture are inseparable (Agar, 1994); that her ESL students wanted to learn U.S.
culture, yet perceived her as lacking in this area and would prefer a NEST; along
with her strong emotional ties to her Russian language and culture, created a
contradiction that destabilized her thinking and her emotions. On the one hand,
she felt she lacked the type of knowledge that her students expected of her. But on
the other hand, she believed that learning this type of knowledge would entail
becoming more “integrated” (Online Discussion, 12/12/08) into the American
culture and thus less “Russian” (Interview 2, 12/17/08). For her, becoming the kind
of ESL teacher who would be able to gain her students’ trust and acceptance could
potentially strip her of her identity as a Russian ESL teacher:

I still think that my lack of acquantance (sic) with U.S. culture could be a
drawback to me as an ESL instructor. At the same time, I don’t want to get
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myself any more integrated into the U.S. culture (Online Discussion,
12/12/08)

DAVI: to what extent do you believe that learning these things [American culture]
[...] mean[s] that you would be losing or letting go of your own Russian
cultural background and identity?

KARINA: [...] I (always) feel like I lose something. [. ..] I don’t want to let uh yeah

to like become a new person like I (have my) background and my history
(Interview 2, 12/17/08)

Although this contradiction remained unresolved at the end of the study,
participation in the professional development experiences throughout the study
provided Karina with emotional support and validation. As a gap between
cognition and emotions is often the impetus for change, Karina’s feelings needed
to be taken into account, especially as an opportunity to foster transformation.

Tracing Shifts in Emotions, Cognition, and Activity

Through various mediational means (e.g., theoretical readings, conversations with
the researcher, interactions with her peers, and the very activity of teaching about
the NS/NNS dichotomy and the NS myth), Karina was able to start moving from
external mediation to regulating her emotions, thinking, and actions. Initially, she
began to move from an everyday, simplistic conceptualization of the NS to a much
more complex picture informed by theoretical (scientific) concepts about the topic
and brought about by the professional development experiences reported here.
Through mediational tools and spaces, Karina was able not only to externalize her
current understandings of everyday concepts (i.e., the NS myth), but also (through
theoretical constructs) to reconceptualize and recontextualize her understanding
of herself in order to think and act in more empowering ways. As argued by Johnson
(2009), teachers’ understanding “emerges out of a dialogic transformative process
of reconsidering and reorganizing lived experiences through the theoretical
constructs and discourses that are publicly recognized and valued within their
professional discourse community” (p. 98). Although this process has no end point
per se, Karina began to reorient her thinking regarding her positioning asa NNEST
and how her teaching aligned (or not) with her cognition.

Verbalizing Personal and Professional Subjectivities

Participation in the professional development experiences described here made it
possible for Karina to explore her personal and professional subjectivities, the
usefulness of the terms NS and NNS for understanding one’s identity, and
ideological assumptions behind the NS/NNS dichotomy. In one of the online group
discussions around Canagarajah (1999), she stated:

In the end, I feel grateful for people who decided to take up the issue of NNS
teachers in ESL. Before reading these things, I was often asking myself: What
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is my status in ELT [English Language Teaching Profession]? Do my students
see me as some kind of an imposter? [. . .] However, I wonder if we can totally
get rid of the terms NS and NNS. I think these terms are helpful in questions
of identity. Sometimes saying that I am a NNS helps to somehow create some
bondage with my students. I had similar experiences with them, I also am not
from here, I know their struggles with the language, etc. (Online Discussions,
10/25/08)

While she positions herself as an imposter in the ELT community, in one of our
stimulated recall sessions, Karina expressed how she found it “interesting” that
“people can actually talk about” the NS myth:

I felt that it was like really interesting that people can actually talk about
this because I felt like it was like a taboo topic or something yeah so

I never read about this kind of thing before (Stimulated Recall 2, 9/25/08,
italics mine)

The very opportunity to verbalize (Gal’perin, 1992) her thinking regarding the NS
myth made her assumptions known to her and to others and thus amenable to
discursive mediational processes that can “promote reorganization, refinement, and
reconceptualization” of new understandings (Johnson, 2009, p. 63). Thus, Karina’s
interactions with myself and with her peers helped her to articulate (and rearticulate)
her thinking and make it explicit, thus encouraging a process of restructuring of this
knowledge into deeper (i.e., scientific) concepts. As argued by Johnson (2009),
“scientific concepts provide both a discourse through which to name experiences
and a basis upon which teachers are able to ground their internal rationale for
alternative ways of understanding themselves and the activities of teaching” (p. 39).

For example, through the dialogic journal, Karina and I were able to engage
dialogically and to collaboratively reorient her thinking. In the excerpt below, for
example, my strategic mediation (Wertsch, 1985) enabled Karina and me to wrestle
with a key assumption behind the NS myth:

DAVI (8/31/08):
How do you feel about being a non-native-speaking ESL teacher?

KARINA (8/31/08):
Native/non-native speaker-teacher dilemma is a hard one for me [...]. I do
think that my background as an EFL learner helps me a lot [...], but at the
same time I do not always feel confident in my classes. It happens when I think
I am not fluent enough or lack some vocabulary. I also sometimes hesitate to
correct my students’ errors—since I do not think I know all there is to know
about English.][. . .]

DAVI (9/7/08):
But don’t NSs also lack some vocabulary? And isn’t it impossible for anyone
to ever know all there is to know about English? [. . .]
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KARINA (9/7/08):
I agree that native speakers may lack some vocabulary knowledge [. . .] [But]
NNS teachers never cease to be L2 learners, right? Even if they have 20 years
of experience of teaching this language [. . .] As for NS’s, they are fluent and
proficient speakers since quite an early age.

In a related journal exchange, our interactions led Karina to question whether she
was “still under the NS myth spell”:

DAVI (10/19/08):
I think the NS myth is SO STRONG and PERVASIVE that it goes unnoticed
many times. [. . .]

KARINA (10/20/08):
do you mean i’m still under the NS myth spell?
but it is very hard to question smth you’ve always thought to be like a fact of
life or smth [something] like that. [. . .]

Although Karina continued to position herself as “an EFL learner,” a label she
considered simply impossible to overcome in her professional community, the
opportunity to externalize her subjectivities enabled her to start to challenge the
NS myth and her long held beliefs.

Exploring Empowering Subjectivities

Engagement in these professional development experiences also gave Karina an
opportunity to explore empowering subjectivities. In the excerpt below, she
explored the previously unlikely possibility of reconciling two key subjectivities:
that of a “NNS” who is also an “effective” teacher:

I think I I began to feel more comfortable <laughter> with being NNS,; like I
understand there_ there are other people like- as me, with the same
background (those things) and being, I don’t know, effective teachers. so I
think I feel a little bit more confident and comfortable with that, yeah
(Stimulated Recall 2, 11/19-20/08, italics mine)

In addition, being exposed to discussions relevant to the NS/NNS dichotomy and
the ideologies surrounding the NS myth enabled Karina to position herself as
belonging to a counter “imagined community” (Norton-Peirce, 1995):

uh, we [two of her graduate classes] talked about this [. . .] very briefly, but still
like, it- I think it kind of stick- stuck with me, uh because so many people are
talking about this and like, saying the same thing, <laugh> (Interview 2, 12/17/08)

I think that reading & discussions on NS/NNS issues has definitely helped
me to open and liberate my mind from partly dogmatic/ideologic
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conceptualizations. Definitions of NS/NNS and bilinguals, as I knew them
before, have certainly undergone some changes (Dialogic Journal, 9/30/08)

Through the online discussions, Karina was able to challenge disempowering
discourses and conceive of legitimizing professional identities:

“Traditional” assumptions about NS and NNS speakers work out fine in many
cases, e.¢. mine. [. . .] However, we have many “categories” of people for whom
these criteria do not work out so well. These “in-between” cases [. ..] make
the categories of nativeness vs. non-nativeness unclear and fuzzy (Online
Discussions, 9/10/08).

It also became clear that, as a result of being exposed to discourses counter to the
NS myth, Karina started to consider new ways of thinking about the topic and how
to respond to it:

I think I realized that I also had some, some assumption in my mind that, I
never doubted. and it’s really good to look at it from a different perspective
and to doubt like some ideological maybe things that we accept as if they were
the truth but actually they were just said by- invented by somebody before us
and it’s really kind of revolution, revolutionary move to kind of like overthrow
maybe not to really overthrow but like try to like doubt or something
(Stimulated Recall 1, 9/25/08)

In several of the online discussions, Karina’s peers also helped to collaboratively
mediate her thinking. One of Karina’s peers argued that talking about the ideology
behind the NS myth is pointless unless NNESTSs are given concrete and viable ways
to assert their legitimacy. Karina had to both articulate her opinions and defend
her position:

KARINA: I cannot agree that he [Canagarajah, 1999] leaves out the question of WHY
NNS teachers do not enjoy the same esteem by their students exactly because
of the ideological assumption (NS is better than NNS) that we find so hard to
doubt or challenge. Unless we talk about this (about the WHAT), I doubt that
anything will change (even if the more practical issues of HOW are solved)
(Online Discussions, 10/19/08)

These data suggest that Karina started to envision the possibility of adopting two
previously conflicting labels (i.e., “NNS” and “effective teacher”), one indexing her
perceived status as a NNS and another indexing teacher efficacy, as harmoniously
co-existing subjectivities. In addition, she started to position herself with others
who have been “talking about this” and “saying the same thing,” acknowledging
that “things that we accept as if they were the truth [...] were just [...] invented
by somebody before us”; and that the labels NS/NNS can be “unclear and fuzzy”
for many.
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Asserting Legitimacy by Populating Scientific Concepts

Participating in these professional development experiences gave Karina the chance
to start articulating a professional identity that reconciled being a NNEST with
being a qualified ESL teacher. The theoretical readings on the NS myth and the
NS/NNS dichotomy that Karina was exposed to, mainly through participation in
the study, but also through her coursework as a graduate student, enabled her to
name her experiences and reconstruct her identity. Much of this realization seemed
to emerge as a result of reflecting on the scientific concepts embedded in the
readings, and by appropriating and populating these concepts with her own
interpretations (Bakhtin, 1982). Karina started to think in concepts, as evidenced
by her emerging use of the discourse of theory to rethink, reorganize, and rename
her experiences. In a way, these scientific concepts vested her with the authority to
resist the NS myth. In the excerpt below, Karina starts with a paraphrase of Liang’s
(cited in Braine, 2004) conclusion “that NS and NNS backgrounds do not really
matter,” and yet infuses it with her own “addition” (i.e., understanding):

Liang’s [cited in Braine, 2004] conclusion is, I think, really powerful—
that NS and NNS backgrounds do not really matter. What matters is
professionalism and experience (my addition) (Online Discussions, 10/30/08,
italics mine)

In addition, the online group discussions provided Karina with a social backdrop
against which to claim, even if fleetingly, the possibility of being both Russian and
a proficient speaker of English:

I would identify myself as a quite proficient user of L2 and native speaker of

Russian—the country and culture I love and feel part of. [...] (Online
Discussions, 12/12/08)

Finally, Karina was able to articulate new understandings of her English speaking
skills and of herself. In the excerpt below, she downplays the need to improve her
pronunciation and emphasizes that she is more concerned with the content of what
she says:

when I was starting to learn English [. . .] I was doing my best to like, improve
my pronunciation. [...] but like, now I just don’t care, really, what [...] I
sound like. I just (I'm) concerned more about what I'm saying not how 'm
saying it (Interview 2, 12/17/08, italics mine)

These data suggest that Karina has begun to assert her legitimacy both personally
and professionally. As a bilingual individual, she was beginning to position
herself as “a quite proficient user of [her] L2.” As a professional ESL teacher,
she downplayed one’s NNS status and instead started to focus on one’s
“professionalism” and “experience.”
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Re-positioning One’s Legitimacy within a New Community of Practice

In terms of promoting NNESTs” awareness of how they position themselves
professionally and are positioned by others in regards to their legitimacy, Karina’s
participation in the professional development experiences in this study enabled her
to become aware of the NS/NNS dichotomy and the NS myth at a much deeper
level: “to me all these readings were like a revelation. I was not exposed to the
discussions of NS fallacy before.” (Online Discussions, 10/19/08). “I had no idea
other people were in the same boat as me.” (Dialogic Journal, 11/01/08).

Not only did Karina become more aware of the issue in empowering ways, she
began to position herself in relation to a community of scholars and practitioners
who have struggled with the same “dilemmas” and who have proposed alternative
ways of thinking about them. In the following online exchange, based on an excerpt
from Kirkpatrick (2007), Karina clearly aligned herself with this expert view and
readily offered an answer to Lee, another study participant:

We cannot ignore prejudice as a fundamental cause for shaping our views
about language. It is a major cause for distinguishing between a native variety
of English and a nativised one, for thinking that one variety or accent of English
is better than another and for thinking that pidgins and creoles are inferior in
some way to other languages. In the context of World Englishes, it is important
to realize the role that prejudice can play in making judgments about different
varieties—and therefore about the personalities or intelligence of the speakers
of those varieties—and to try and ensure that any judgments we make can be
supported rationally.

(Kirkpatrick, 2007, p. 15)

LEE: Just curious . .. Are there people who actually say a certain vareity (sic) is
inferior to another? Who are they? (Online Discussions, 9/28/08)

KARINA: Yes, I do think there are people who think that there are “inferior” and
“superior” dialects. [...] As Kirkpatrick [2007, p. 4-5] puts it, we all are
linguistically prejudiced. And I don’t think it has anything to do with
languages. It has to do with racial and ethnic prejudices. Language is just smth
[something] noticeable and more politically correct to talk about. Indian or
any other “nativized” English are viewed as less “pure” because these languages
developed in former colonized countries and now—developing countries,
while British/Americam (sic)/Australian English are associated with power and
wealth (Online Discussions, 9/29/08)

In this excerpt, Karina was able not only to address Lee’s question by aligning
herself with a notable applied linguist, but also to start peeling away the layers of
prejudice against NNESTs (i.e., the connection between linguistic and racial
discrimination) in ways that she was not able to do before.

In sum, once internalized as higher-order psychological functions such
empowering subjectivities can potentially engender significant changes in NNESTs’
sense of individual and group agency, as evidenced in the following excerpt:
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I became aware not only of new “content”—what is the whole issue all about,
but also found a new pespective (sic) to look at things, in a different way that
I’'m used to. E.g., caring not for the accuracy and/or idiomaticity of students’

language, but also considering their desire to express their identities in L2, get
across their meaning, etc. I also realized that ’'m not alone. That there is

NNEST and other teachers going through similar experiences as me (Online
Discussions, 12/12/08)

Idealized Conception with a Commitment to Action

The second research question, though pivotal to this study, proved more difficult
to answer. Although there was little evidence (from the classroom observations) that
Karina changed her instructional practices in response to her evolving thinking,
beliefs, and subjectivities, it was clear that Karina’s view of herself was strongly
connected to her teaching practice. For example, she reported that she “sometimes
hesitate[d] to correct [her] students’ errors” given her belief that she does not “know
all there is to know about English” (Dialogic Journals, 8/31/08). Whereas it is
reasonable to conceive that most teachers would not be able to answer all questions
from students at all times, what likely propels this belief (i.e., notions of language
ownership and authority) is what makes it self-defeating for Karina as a NNEST.
Nonetheless, based on and throughout the online discussions with her peers,
Karina began to question her instructional practices. Her responses to the following
excerpt by Faymonville (2000) reveal her struggle and intent to reconcile her
practice with her emerging thinking on what it means to teach ESL writing.

We write so that a reader can understand. [But is] understanding limited to
absolute and complete conveyance of meaning with the goal of complete
elimination of “noise” and miscommunicaton? Why do we automatically
categorize a non-native writer’s manifestation of difference as an error rather
than an experiment in making meaning? Why do we not give the non-native
writer the benefit of the doubt that he or she might be trying to convey
meanings that cannot be expressed through native, standard usage? What is it
about an ESL mistake that marks it as an ESL mistake and as a failure to reach
native speaker audience?

(Faymonville, 2000, p. 135)

In the following exchange Karina focused on the need to reconcile writing
according to expected conventions with writing to express one’s voice:

KARINA: Dorothy [another study participant], I think what you say about NNS and
NS—that both could be miscommunicating, successfully communicating,
making “errors” and etc. is really insightful!! However, I wonder what then do
I as an ESL instructor do?[. . .] Am I to correct any of the (stylistic?) “errors”
or dismiss them as long as I get the meaning? [. . .] I think in oral speech, one
can get away with almost anything—/[. . .] But written academic writing—is
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quite a different, fixed genre. Students would appreciate knowing “the norms”
(from Davi’s post) (Online Discussions, 11/18/08)
DAVI: [...] I think that’s a very fair question! [. . .] How have you all been handling
this so far? (Online Discussions, 11/19/08)

KARINA: Thaven’t yet figured out how exactly to react to the “stylistic”/accented (?)
errors in my students’ essays. Even though I do see that they have the right to
learn the “norms,” but are we teaching them so that they just get the correct
forms?? Or do we teach them with the purpose that thay (sic) are able to express
what they want to say? & develop their own personal voices?|. . .] (Online
Discussions, 11/21/08)

Just as importantly, Karina also expressed a desire to match her new way of thinking
with her actions (Roth & Lee, 2007) as an ESL teacher.

DAVI: how do you think that having participated in this study might change who
you are as a teacher and what you do in the classroom, if at all? [. . .]

KARINA: [...] Ifeellikeif I think differently, I should do things differently too, but
I haven’t so far figured out how, how to (be able to do that) (Interview 2,
12/17/08)

Despite not knowing yet how to align her thinking with her pedagogy, Karina
decidedly showed her desire to do so. When asked what she was hoping students
would get from engaging with the NS/NNS topic, she stated that she wanted her
students to think differently, relate the topic to their lives, and simply “feel better”
about themselves as L2 users:

DAVI: [...] what were you hoping for them to get from these articles?

KARINA: mhm. I think I wanted them to see how they can relate to this topic
because [. . .] they consider themselves like non-native speakers or L2 users so
I get maybe I wanted them to think differently about this to see how it relates
to their lives (Stimulated Recall 1, 9/25/08)
[...]

KARINA: [...] maybe I was trying to make them more confident and hope it could.
yeah not only think differently but also just feel like (even) better about
themselves (Stimulated Recall 1, 9/25/08)

In another online discussion prompted by reading Maum (2002), in which some
of the teachers questioned how much their students were actually benefitting from
engaging with the NS/NNS topic, Karina expressed her opinion that “we can change
things by DOING”:

Regrettably, I also agree that hardly did my students change their perceptions
of NS and NNS ESL teachers, just based on what we read and discussed.
I recently read an article in TESOL [The TESOL Quarterly] which looked at
how ESL students’ perceptions of their NNS ESL teachers changed over the
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semester. The researchers reported that there was a much more positive
evaluation of the teacher by the end of the semester. So, I think we can change
things by DOING (Online Discussions, 12/8/08)

Karina began to consider changing both her discourse practices (i.e., what she says
about the NS/NNS dichotomy and the NS myth) and practical activity (i.e., her
teaching and engagement with the profession) with the goal of empowering herself
and others (Stetsenko & Arievitch, 2004).

NNS teachers do not enjoy the same esteem by their students exactly because
of the ideological assumption (NS is better than NNS) that we find so hard to

doubt or challenge. Unless we talk about this [. . .], I doubt that anything will
change (Online Discussions, 10/19/08)

Yes, I definitely think that NNEST [the NNEST-IS within TESOL] and other
organizations of this kind are a big must in TESOL. These issues should not
be a tabboo (sic) topic but discussed and new ideas—implemented (Online
Discussions, 10/30/08)

Though most of the data point to Karina’s development as reaching only an idealized
conception with a commitment to action (Golombek & Johnson, 2004), there is some
evidence that she has begun to internalize a different way to think and act regarding
L2 writing instruction, ESL students’ writing, and its connections to students’
subjectivities. In a reaction paper tackling what is involved in grading ESL students’
essays, her student wrote the following as his very last sentence (underlining done by
Karina): “Writing is a process that will improve over time and the writer will have a
possibility to write like a native speaker.” (Student Paper, 10/19/08). In response to
this statement, and specifically in reference to the underlined predicate, Karina
responded: “is this the goal? What about learners’ identities?”

Conclusion

This chapter traced how Karina’s thinking and actions were mediated through two
main professional development opportunities: a dialogic journal between her and
myself, and an online, asynchronous discussion forum involving myself as the
researcher and other participant teachers. The online discussion board served as
an asynchronous “space” for discussing NNEST-related issues and exploring one’s
self-concept as a teacher and beliefs and attitudes about the NS myth, as well as
how these beliefs might affect one’s instructional practices. The journal allowed me
to see Karina’s thinking and encourage her to further explore personal, linguistic,
and professional issues, to articulate her beliefs and attitudes about language,
language learning, language teaching, and to deconstruct the tenets of the NS myth.
Both the dialogic journal and the online discussions exposed Karina to alternative,
more empowering identity alternatives to counteract the perceived inferiority that
so many NNESTs have adopted.
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Through these mediational tools, as well as mediated processes and spaces,
Karina was able to start moving from externally mediated thinking to internal
mediation of her own thinking and emotions. In other words, she started to
internalize mediational tools (scientific concepts) by materializing, appropriating,
and reconstructing these concepts to regulate her own thinking and acting. She
started to use theoretical constructs to name and understand herself and her
experiences, thus beginning to reconstruct her subjectivities and considering
alternative ways to transform her instructional practices.

The findings of this study suggest that professional development opportunities
for NNESTs must create learning conditions in which NNESTSs are encouraged to
become aware of how they are positioned by others and how they attempt to
position themselves in terms of their professional legitimacy in local and broader
contexts. In addition, the findings of this study suggest that it is critical for teacher
educators to create mediational spaces that allow NNESTs to collaboratively
challenge disempowering discourses and conceive of legitimizing professional
identities, create a sense of individual and group agency, and support NNESTSs as
they commit to changes in both discourse and action.

Given the estimation that most ESL teachers in the world are NNESTs and given
that their students are NNSs also, L2 teacher education programs should include
professional development experiences, such as the ones discussed here, which
encourage their teacher candidates to see themselves through a different lens.
The “NNEST lens,” as it has been called, is “a lens of multilingualism, multi-
nationalism, and multiculturalism” that “takes diversity as a starting point in
TESOL and applied linguistics practice and research and questions the monolingual
bias in the field” (Mahboob, 2010, p. 15). By understanding how NNEST's can be
empowered to move from a “deficit discourse” (Bhatt, cited in Mahboob, 2010,
p- 2) to seeing themselves as legitimate ESL/EFL professionals, L2 teacher education
can support them in overcoming their insecurities and in building their
professional identities. L2 teacher education programs that choose to address the
NS ideologies with their students, however briefly, will be a step ahead in preparing
confident, effective, and agentive professionals. With such professional
development experiences, NNESTs can work to dispel a myth that has for far too
long created serious employment inequity and harmed the work we do as a field
and as educators.

Finally, the notion that identity is socially constructed and negotiated within
power relations and structures also means that for the NS myth to be dispelled,
NNESTs should not be the only ones involved in this process. As the NS ideology
reaches far beyond the classroom walls, it is imperative that all teachers (NESTs,
NNESTs, and all in between), as well as administrators and students, become
involved in acknowledging, challenging, and deconstructing this pervasive fallacy.
As argued by Mahboob (2010),

far from being deficient, NNESTs enrich the field by adding multilingual,
multinational, and multicultural perspectives to issues that have traditionally
been seen through a monolingual lens (p. 15).
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Notes

1.

I echo Brutt-Griffler and Samimy (1999) and Lather’s (cited in Brutt-Griffler and
Samimy 1999: 419) view of empowerment as the “analyzing [of] ideas about the causes
of powerlessness, recognizing systemic oppressive forces, and acting both individually
and collectively to change the conditions of our lives.”

Pseudonym chosen by the participant.

According to the indexicality principle, “identity relations emerge in interaction
through several related indexical processes, including: (a) overt mention of identity cat-
egories and labels; (b) implicatures and presuppositions regarding one’s own or others’
identity position; (c) displayed evaluative and epistemic orientations to ongoing talk, as
well as interactional footings and participant roles; and (d) the use of linguistic struc-
tures and systems that are ideologically associated with specific personas and groups”
(Bucholtz & Hall, 2005, p. 594)
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Student teachers in second language education programs bring with them their
histories as language learners, and these previous experiences shape their views of
language and language teaching. As noted by Britzman (2007), “Growing up in
education permeates our meanings of education and learning ... It makes us
suspicious of what we have not experienced and lends nostalgia to what has been
missed” (p. 2). In many cases, prior experiences as language learners—particularly
in formal settings—Ilead to the view that language is, above all, a set of grammatical
rules, lexical items, and four skills (listening, speaking, reading, writing). Such a
perspective is often perpetuated and reinforced by the conceptual framework around
which many second language education textbooks and courses are organized. As a
result of the social turn in applied linguistics (Block, 2003) and increasing interest
in a sociocultural theoretical perspective in second language teacher education (e.g.,
Johnson, 2006, 2009), new theoretical concepts offer the potential to broaden
notions of language and what it means to be a language teacher.

This chapter describes a study that was designed to investigate the introduction
of new concepts into a teacher education program with the aim of preparing
student teachers to work in culturally diverse classrooms. Two concepts—critical
multiculturalism as described by Kubota (2004) and critical language awareness as
described by Train (2003)—were emphasized to explore links between languages,
communities, power, and resistance. Grouped under the meta-concept of social
inclusion, these notions were grounded in research showing the importance of a
sense of belonging and the effects of alienation experienced by language learners
(e.g., Norton, 2000, 2001; Piller & Takahashi, 2006). The findings of the study are
interpreted using the notion of concept development as theorized by Vygotsky (e.g.,
1986) and more recent proponents of Sociocultural Theory (e.g., Davydov, 1990;
Karpov, 2003).

Concept Development

Concept development as understood within the framework of sociocultural theory
is ideally suited for understanding second language teacher education. One reason
is that it provides a rationale for including a formal, theoretical learning component
to teacher education programs, as opposed to learning only through practical
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classroom experience. As noted by Grimmett (2009), such a rationale is necessary
in the current political climate that often devalues the need for formal, theoretical
learning by teachers. Moreover, sociocultural accounts of concept development
provide a framework that unifies theoretical and practical knowledge in teacher
education. Bridging theory and practice has been one of the most persistent
problems in the field of teacher education (Britzman, 1991; Grimmett, 2009;
Kennedy, 1999).

The Genesis of a Concept: Social Inclusion

Along with what Block (2003) described as the “social turn in second language
acquisition” has come a greater awareness of, and increased interest in, the social
position of second language learners. Manifestations of this shift in the field include
greater attention to socio-political aspects of language learning (Burnaby &
Cumming, 1992; Hall & Eggington, 2000) and the emergence of critical perspectives
in the field of second language education (Kumaravadivelu, 2006a; Norton &
Toohey, 2004). At the same time, the increasing diversity of student populations
due to immigration, has led to the need for multicultural forms of education as a
means of fostering equity and a sense of belonging for all students. Sociocultural
Theory offers an ideal framework for responding to this situation, given that
Vygotsky’s theories were developed out of his own concern for making education
inclusive within the context of cultural diversity and social change (Kozulin, 2003).

The concept of social inclusion can be a useful way of understanding the
relationship between language learning and opportunities for belonging (Dunn,
2008; Olivier & Dunn, 2006). Social inclusion has been defined as “the capacity and
willingness of our society to keep all groups within reach of what we expect as a
society” (Freiler, 2001, p. 2). The term is often used to encompass its negative
corollary social exclusion, defined by Galabuzi (2004) within the Canadian context
as “the inability of certain subgroups to participate fully in Canadian life due to
structural inequalities in access to social, economic, political, and cultural resources
arising out of the often intersecting experiences of oppression as it relates to race,
class, gender, disability, sexual orientation, immigrant status, and the like” (p. 238).
Though borrowed from other fields such as social work and public policy, the
concept of social inclusion holds value for second language education and is
reflected in a line of research showing the links between language learning and a
sense of belonging (Norton, 2000, 2001; Piller & Takahashi, 2006).

Two useful sub-concepts of social inclusion are critical multiculturalism (e.g.,
Kubota, 2004) and critical language awareness (e.g., Train, 2003). Critical
multiculturalism argues that our multicultural society is stratified such that
different groups hold different amounts of power and do not benefit equally with
respect to their social condition. It seeks to unveil the mythology behind views of
multiculturalism that focus primarily on the appreciation and tolerance of cultural
diversity. Critical language awareness examined in relation to language education
(Train, 2003) studies the links between languages, communities, power, and
resistance.
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As new concepts emerge within the field of second language education, it is
important to understand their appropriation by student teachers. These parallel
processes reflect two key elements of Sociocultural Theory. The first is sociocultural
history, which refers to the emergence and accumulation of new cultural tools,
including symbolic ones such as concepts (Lantolf & Thorne, 2006). The second is
the cognitive development of individuals in relation to ontogenesis (Lantolf &
Thorne, 2006). One of the principal concerns of Vygotsky’s work was to offer a
theoretical explanation of the link between these two processes. Drawing from this
theoretical framework, the goal of the research presented here is to investigate the
development of the concept of social inclusion among student teachers, as a useful
means of preparing future teachers to better address the needs of diverse student
populations.

Method

Data were collected in two different professional development contexts, a
brief 90-minute workshop and an intensive 100-hour course. The purpose of
examining the workshop data is to investigate some of the initial steps toward
concept development in second language teacher education. The intensive course
data offer insights into concept development and expansion across a longer
timeframe.

The Workshop

Description: The 90-minute workshop was designed to provide a brief
introduction to the concept of social inclusion in relation to second language
teaching. The rationale was to gain an understanding of the role that a single, brief
workshop could play in concept development given that in-service professional
development sessions often use this format. Given the time constraint, it focused
almost exclusively on the sub-concept of critical multiculturalism, as defined above.
The workshop was delivered by the researcher as a guest instructor in a methods
course designed to prepare students for a teaching internship in a secondary-level
second language classroom. Exploration of the concepts social inclusion and critical
multiculturalism were not otherwise part of the content of this section of the course,
which focused primarily on designing lessons and instructional sequences that
promote the development of language proficiency. The workshop began with an
explanation of the concept of critical multiculturalism and continued with a series
of activities, each of which included a brief written response collected as research
data. The first activity asked students to comment on whether they felt that any
aspects of critical multiculturalism, such as racism, discrimination, social exclusion,
or power, would be inappropriate or unsuitable topics to raise in a second language
class at the secondary level. The rationale for this activity was to get students
thinking about the implications of incorporating the concept of critical
multiculturalism into their teaching practices by leading them to reflect on
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the difficult knowledge that it implies, but also the value that it holds for working
toward social inclusion. In the second activity, the workshop participants read
an excerpt of an article by Schick & St. Denis (2005) that critically examines
multicultural discourse in the Canadian context. They were then asked to react to
the ideas expressed in the text. The third activity asked the workshop participants
to describe some of their own questions and concerns about responding to the
diverse needs of their students and working toward social inclusion in the
classroom. All of the written activities were followed by small-group and full-class
discussion.

Participants: Twelve students took part in the workshop, ten of whom agreed to
provide data for the research. The workshop participants were undergraduate
students in the final year of their Bachelor of Education program. All were majoring
in teaching one of a number of second languages including French, Spanish,
German, and Mandarin. At the time of the workshop, the participants were nearing
the completion of a nine-week teaching internship in their major subject area. In
a previous semester, they had carried out a five-week internship in their minor
subject area.

Data and Analysis: At the end of the workshop, students were invited to
anonymously submit their written responses from the workshop activities for use
as research data. The written responses were analyzed using a comparative
approach to identify patterns in the data followed by an interpretive analysis
procedure described by Hatch (2002). This procedure involves recording ideas and
impressions in the form of research “memos” that are subsequently studied
to identify emerging interpretations. Finally, these interpretations are carried back
to the data to ensure that they are supported and to make further refinements.
In the analysis of the workshop participants’ written responses, the research
memos focused primarily on passages that included explanations of the concept,
as well as those that suggested how the student teachers were able to link the concept
to their previous experiences and how they envisioned it as useful for their future
classroom practices. In the data excerpts below, italics are used to indicate how the
student teachers represented through language the ideas that are emphasized in the
analysis.

The Course

Description: In order to investigate concept development over a longer timeframe
than that of the workshop, data were also collected from students who engaged in
concept development in a teaching methods course. The course was compulsory
for student teachers majoring in second language education. The equivalent of three
semester-long courses, it met intensively five days a week for six weeks so that the
students could carry out their student teaching internship during the remainder of
the term. The main topics covered in the course included understanding the nature
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of language, designing tasks and other learning opportunities, planning lessons and
units, assessing learning, and incorporating technology.

As part of an action research project described by Dunn, Kirova, Cooley, &
Ogilvie (2009), the concept of social inclusion and its relation to language teaching
was infused into the regular course content. The overarching goal of that broader
project was to engage student teachers in intercultural inquiry as a means of
preparing them to teach in culturally, ethnically, and linguistically diverse
classrooms. The idea was that incorporating the exploration of anti-oppressive
pedagogy into subject-area methods courses, rather than leaving it entirely in the
realm of stand-alone courses on diversity and multicultural education, would help
student teachers better understand the links with everyday teaching practices in
specific school subjects.

In the second language methods course described here, the intercultural inquiry
focused primarily on developing the concept of social inclusion and the related
sub-concepts critical multiculturalism and critical language awareness, as defined
above. These concepts were presented early in the course and then revisited with
each of the main course topics listed above. For example, in relation to the topic
“understanding the nature of language,” the student teachers explored ways in
which language serves as a means of discrimination within society, and they
considered implications of the notion of “foreignness,” which is frequently used in
second language education in such terms as “foreign language.” In relation to the
topic of designing tasks and opportunities to learn about culture, the student
teachers explored critiques of cultural “spectacles” and “performances,” such as
the arguments put forth by Schick & St. Denis (2005).

Participants:  Of the eight students enrolled in the course, three agreed to be
interviewed for the study. Because the course instructor was also the researcher,
students were not asked to take part in an interview until after the course had ended.
All three interview participants were women, and all were undergraduate students
in the final year of a Bachelor of Education program. All were native speakers of
English, and two were majoring in teaching French as a second language, while one
was majoring in teaching Spanish. At the time of the interviews, the participants
had completed a nine-week teaching internship in their major subject area, as well
as an earlier five-week internship in their minor subject area.

Data and Andlysis: The interviews were designed to elicit information about the
student teachers’ experiences in the course and during their internship. They were
asked, for example, whether they felt prepared to work with diverse student
populations. They were also asked to describe examples of situations from their
internship in which they had worked with students from different cultural, ethnic,
or linguistic backgrounds. The interview sessions lasted between 30 and 60 minutes,
and they were audio-recorded. Recordings and transcripts were analyzed using
Hatch’s (2002) procedure for interpretive analysis, described above in relation to
the workshop data. In the case of the interview data, the research memos focused
on instances from the student teachers’ self reports of their experiences that could
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be interpreted as examples of thinking or acting “through” the concept social
inclusion or the related sub-concepts critical multiculturalism and critical language
awareness. The words used by the student teachers to express ideas that became focal
points of the analysis appear in italics in the excerpts from the interview transcripts.

Initial Steps Toward Concept Development

In this section, findings from the workshop data are discussed in relation to initial
steps toward concept development. These initial steps were characterized by
imitation and the formulation of rationales or motives for learning and applying
the new concepts.

Imitation in the Early Stages of Conceptual Development

Although the workshop participants were not explicitly asked to define critical
multiculturalism, many of their written responses included definitions and
explanations that communicated their emerging understanding of the concept. A
principal feature of these definitions and explanations was the melding of ideas
repeated from the workshop materials with ideas drawn from the student teachers’
own prior understandings and experiences. The blending of aspects of the
theoretical concept of critical multiculturalism with personal experiences and
perspectives was particularly evident in the written responses to the workshop
activity that asked participants to read and react to an excerpt from an academic
text by Schick & St. Denis (2005). In this text, the authors strongly question non-
critical forms of multicultural discourse that focus on cultural celebration by
pointing out how these discourses trivialize culture as something to be enacted or
performed for the enjoyment of the others—particularly for the majority group.
They argue that the resulting dominance of the majority in relation to minority
cultural groups “is neither changed nor challenged by the multicultural spectacle
that resists engagement with the underlying question of what is accomplished by
such a performance” (Schick & St. Denis, 2005, p. 307).
In reacting to the text, one workshop participant wrote:

“I'm kind of torn as a second language teacher because I agree that too often
culture is trivialized and reduced to issues of food and dance, etc. However, as a
second language teacher these are the concepts/ideas that are the easiest and
arguably most interesting to present/teach.”

As an expression of an emerging understanding of critical multiculturalism, this
statement captures the notion of the trivialization of culture through its reduction
to tangible objects and performances—an idea drawn directly from the workshop
reading. At the same time, it reflects a reluctance to reject these trivialized aspects
of culture because of the student teacher’s view that they bring enjoyment to second
language classrooms, coupled with the fact that their concrete nature makes them
easy to incorporate into lessons.
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Another workshop participant’s reaction to the text was expressed as follows:

“I think it’s okay to display and discuss cultural differences, but often we (as
dominant society) we only accept certain expressions of cultural expression (such
as food and dancing), and then we think we are being ‘multicultural’ and

>»

‘tolerant’.

This statement explains critical multiculturalism in a way that repeats key points
from the workshop materials. For example, it expresses the idea of “hierarchical”
multiculturalism through the parenthetical insertion of “dominant society” to
explain what is meant by “we.” The statement also repeats from the workshop the
idea of limitations to the forms of tolerance and acceptance expressed through non-
critical discourse on multiculturalism. As in the previous example, however, these
elements of critical multiculturalism are merged with a desire to retain the
celebratory act of cultural display.

A third example of a reaction to the Schick & St. Denis (2005) text offers a more
elaborated understanding of social inclusion in relation to critical multiculturalism.
The student teacher wrote:

“Canada is lucky to have a multicultural label. This makes us look like a country
that will embrace/accept everyone. Is this true? I feel that it is not. Whiteness has
a privilege and power with it. There are many characteristics of our society that
have a right (White) way, and it’s assumed that to be a Canadian you will follow.”

This statement repeats from the workshop materials the notions of power and
hierarchy within multicultural society, expressed here through the reference to the
compulsion to follow norms. Also repeated is the idea that multiculturalism is a
key feature of Canada’s national identity and a source of national pride.
Furthermore, this statement uses ideas from the workshop to draw a direct link
between critical multiculturalism and social inclusion by pointing out that those
who act outside of prescribed norms face exclusion. Merged in with these ideas
repeated from the workshop is the concept of white privilege. While highly relevant
to the concept of critical multiculturalism, the concept of white privilege was not
discussed as part of the workshop content. Consequently, this element of the
written response was drawn from the student teacher’s prior experience with this
theoretical concept.

In each of the above examples, the repetition of ideas drawn directly from
workshop materials can be seen as a form of imitation. Even if the ideas have not
yet been fully understood or appropriated, the fact that they can be imitated as
paraphrases indicates that they are within reach to be understood more fully
(Newman & Holzman, 1993). In this sense, the ideas expressed through imitation
can indicate ways in which the workshop participants may be seen as thinking in
advance of their current state of development—a developmental state reflected in
the prior perspectives and experiences that they expressed in their written
responses. This creative form of imitation that incorporates elements of oneself
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rather than simply copying establishes connections between a new concept and
prior experiences.

Goal-Oriented Activity

In addition to linking understandings of the new concept to their prior experiences
and everyday concepts, the workshop participants, without being explicitly asked
to do so, also linked the concept with rationales for learning it and applying it to
their teaching practice. For example, one participant wrote:

“I feel that we call ourselves multicultural, but we still differentiate people by
race/ethnic background. We need to teach our students respect and understanding
of other cultures and traditions so they can learn and understand one another.”

The rationale communicated here is grounded in a desire for mutual cross-cultural
understanding, which is consistent with the concept of social inclusion. The notion
of critical multiculturalism is also partially reflected through the view that popular
multicultural discourse is superficial in not addressing exclusion based on racial
and ethnic differences.

Another student teacher expressed the following rationale for developing the
concepts of social inclusion and critical multiculturalism:

“I think the topics of racism, discrimination, poverty, stereotypes, inequality
and linguistic imperialism are topics that need to be discussed in a second
language classroom. Most students from second language backgrounds face many
of these challenges.”

In this example, the list of topics was drawn directly from the workshop materials,
but the rationale emerged from the student teacher’s encounter with the concept.
In expressing the student teacher’s own rationale, this statement also reflects the
perspective of students from minority groups, suggesting a sense of responsibility
for ensuring that students’ diverse needs and backgrounds are addressed through
teaching practices. Such a notion of responsibility toward others conveys
understanding of the concept of social inclusion.

By expressing rationales to frame and direct conceptual development and
learning, the examples above reflect the goal-oriented nature of human activity, a
key element of Sociocultural Theory (Lantolf & Thorne, 2006). The central role
played by rationales, or motives, in this theoretical framework led Leont’ev (1981)
to assert that “there can be no activity without a motive” (p. 59). Motives express
why something is done (Lantolf & Appel, 1994) and, therefore, explain the way in
which people attribute meaning or purpose to their actions.

Summary

The findings presented and discussed above suggest that the initial steps toward
concept development involved a creative form of imitation as well as the
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attachment of motives to the concept. With respect to imitation, the student
teachers’ written definitions and explanations of critical multiculturalism were
hybrid texts that blended elements repeated from the workshop materials with
elements originating from their own prior experiences and perspectives. Interpreted
through the framework of Sociocultural Theory, this blending is an important
aspect of development in that it represents the dialectical unity of one’s current
level of development and one’s potential level. In other words, it reflects a zone
of proximal development that bridges what one knows now with what one
will potentially know, reflecting simultaneously who one is and who one can
become.

The mediation of the workshop, including materials such as the text,
allowed the student teachers within a short timespan to express complex
ideas through the concept of critical multiculturalism. However their imitations of
ideas and discourse drawn from the workshop were not merely copies or
reproductions. Rather, as historical individuals, the student teachers fashioned
their use of the ideas in relation to their past experiences and previously
developed concepts—both everyday and theoretical ones. This act of connecting
the theoretical concept of critical multiculturalism to other experiences and
concepts marks an important initial step in concept development and creates a
zone of proximal development for new ways of thinking about second language
education.

In addition to connecting the concept to their prior understandings and
experiences, the student teachers also connected the concept to rationales for
learning and applying it. As a concept is attached to a motive or rationale, its
development is transformed into a goal-oriented activity. In this way, it is made
personally relevant and therefore desirable or worthy of effort.

Extending the Concept to Classroom Experience

This section presents findings based on the intensive course data in order to
investigate concept development beyond the initial stages discussed above in
relation to the workshop. Through self-reports of their experiences, the post-
internship interviews offered insight into how student teachers linked their
conceptual understanding of social inclusion to their classroom practices. Some of
the data were previously reported in Dunn, et al. (2009), but they are extended and
reinterpreted here using elements of Sociocultural Theory. The findings are
interpreted in relation to the vicarious forms of knowing made available through
concepts, the value of concepts in helping student teachers envision alternative
modes of educational practice, and the challenges of making the final step from
thinking through concepts to acting through them.

Vicarious Knowing Through Concept Development

In expressing the desire to gain more experiences of cultural diversity as a means
of attaining new awareness and understanding, one student teacher stated:
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“How we set about practical experience is we do it in the communities where we
live. So the chances are that when I get a teaching job I probably won’t work
ata school that’s three blocks down the street from my house. So, I don’t know,
I haven’t had a lot of exposure to things that are way, way out of what I actually
grew up with, what I'm familiar with.”

Besides expressing her own personal understanding of the value of conceptual
learning, this statement provides a strong rationale for the importance of
developing concepts through formal education. It points to the idea that formal
conceptual learning can provide a foundation when everyday experience is lacking.
This point is particularly important with respect to diversity and social inclusion
given that for many student teachers, prior experience is lacking or in some cases
based on stereotypes or misinformation embedded in popular discourse. Research
has indicated that many student teachers have limited experiences with diversity
(e.g., Milner, 2003). Theoretical concepts offer a means of vicariously knowing
aspects of the world that cannot be readily observed or things that have not been
experienced empirically (Davydov, 1990). Like other aspects of our sociohistorical
endowment, concepts allow us to share accumulated knowledge and to gain
understanding from others without having to rediscover or experience for ourselves
what others have already come to know through their own experience (Lantolf &
Thorne, 2006). In this way, formal conceptual learning can provide a way for
student teachers to develop, in advance of their everyday experiences, a framework
for interpreting new experiences as they arise, and perhaps even a desire to seek
them out.

Envisioning Alternative Practices

In discussing the links between social inclusion as a concept and the everyday
practices of classroom teaching, one student teacher described what she saw as the
need for change in how teaching resources and materials represent cultural
diversity. She stated:

“I think it’s important because then it gives the students something they can relate
to. It makes them a part of it instead of just being in someone else’s culture and
learning someone else’s stuff. Especially being from Canada, you can say like
‘Oh, this is our culture. I’'m a part of it. My religion, my faith, my whatever is here,
and it’s represented.’ 1 think that’s important—to feel proud of who you are.”

This statement suggests an emerging ability to think about everyday teaching
practices through the conceptual lens of social inclusion. By seeing the point of
view of the student and considering what social inclusion might mean from the
students’ perspective, this example demonstrates empathy, which is underscored
linguistically through the student teacher’s shift from third person to first person.
According to Dyche and Zayas (2001), empathy is essential in transcending cultural
differences and working toward inclusive modes of practice.
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But while this example may offer some evidence of the student teacher’s concept
development beyond the initial stages, the question remained of whether the
student teachers might be able to employ the concept of social inclusion with a
deeper understanding in order to envision more radical forms of structural change
in the classroom. As an example of thinking through the concept of social inclusion
in relation to teaching practices, the student teacher’s discussion of representing
diversity in teaching materials seemed limited by the fact that it was uncertain
whether the element of critical multiculturalism had been appropriated given the
emphasis on celebratory aspects of multiculturalism with no explicit reference to
power. Furthermore, the statement leaves unanswered the question of whether or
how a teacher might have sufficient knowledge and experience to ensure that other
cultures are accurately reflected through such an attempt at inclusion.

Elsewhere in the interview, however, the same student teacher offered a stronger
indication that she was developing an expanded conceptual understanding of social
inclusion in relation to language teaching. Moreover, her statement addressed the
question of how a teacher might come to know and understand the diverse
experiences and cultural perspectives of students:

“Being a language major excites me and intrigues me very much, so do other
cultures and traditions and customs and places. I think that all of these students
have a lot to offer. And if we listen and not just teach them what we need to teach
them, but actually listen to what they’re saying, then we can learn from them,
too. And the students can. Like not just me, but the other students could as well,
if they let themselves.”

This comment suggests a deepening understanding of social inclusion in that it
addresses the power imbalance by proposing a dialogic view of an inclusive ideal
whereby knowledge and shared experience are co-constructed between teachers
and students. It links the concept of social inclusion to classroom practice by
envisioning alternative modes of classroom interaction.

Another student teacher expressed a similar dialogic view of the learning that
can occur between teachers and students. She stated:

“T've learned a lot about different cultural groups and things like that, but I
know I don’t know everything. So I would say that I'm competent because I'm
aware that I don’t know everything, you know, and ’'m careful to not make
judgements, and to question OK maybe this is why a student is acting this way,
or maybe, you know what I mean? But I mean it would always be a learning
process.”

Like the previous example, this statement suggests the creation of a dialogic space
of mutual learning opened up between teacher and student. It points to an
expanded development of the concept of social inclusion manifested through the
envisioning of an alternative mode of practice that reflects an understanding of the
issue of power in relation to social inclusion. Given the teacher’s power and
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authority in the classroom, there must be a willingness and openness on the part
of the teacher for such a space for learning to be constructed. This statement
suggests that teachers who appropriate the concept of social inclusion have to adopt
a different stance and must realize the need to learn from their students.

The dialogic situation described above implies a more sophisticated under-
standing of the concept of social inclusion and a greater ability to use it as a means
of thinking about language teaching and envisioning new modes of practice. The
understanding implied here is that for meaningful inclusion to occur, the roles of
expert and learner must be not merely reversed, but shared in such a way that they
become no longer relevant. Mutuality is an important condition for inclusion.
Otherwise, the implication is that the dominant group is the expert and the
minority group must learn from the expert to be “let in.” Such a view of inclusion
would be limited by failing to dismantle that power imbalance that leads to
exclusion in the first place.

One Step Short

Even if there was some evidence that the student teachers were becoming able to
think through the new theoretical concepts by envisioning alternative practices,
the full development of concepts and conceptual thinking is a long and ongoing
process that can be characterized by challenges and setbacks. In particular, making
the final step from thinking through a concept to acting upon it represents a
revolutionary leap that does not come easily. This point was underscored by one
student teacher’s description of a classroom context in which she had taught:

“We had two ESL students in our French class, which was really, really
frustrating. And my mentor teacher said don’t even, don’t even bother like
trying to teach them anything because they shouldn’t even be in the class, in
his opinion, because they were there to learn English and they were in a French
class. And so it was really, it was frustrating for me to try to teach them another
language, which was like a third language then from the perspective of like,
you know, these are the rules. I had to teach them the rules in English, but they
didn’t even understand that because, English wasn’t their first language. So that
was really, really difficult . . . because I couldn’t motivate them to get them to
learn anything because I couldn’t connect with them in any way.”

As the teacher educator, my initial reaction upon hearing this in the interview was
one of shock and disappointment. The student teacher’s inability to connect with
the ESL students seemed antithetical to the concept of social inclusion. I found it
difficult to reconcile this statement with the student teacher’s interest in social
inclusion, her expression of inclusive views, and her desire to gain more experiences
of cultural diversity in order to benefit her teaching. I questioned the value of what
had taken place in the course. Unexpectedly, however, the interview became an
opportunity to continue the process of concept development through the
reintroduction of the mediation of the instructor/researcher and the opportunity
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for further discussion of social inclusion in relation to the concrete practices of
language teaching.

After recounting this incident, the student teacher initiated a return to this topic
much later in the interview. She asked if I thought it was plausible to teach ESL
students in a language classroom and wondered what might have helped in teaching
the ESL learners that she described. I explained that I did think it was possible and
that I hoped all teachers, including myself, would continue to seek out ways to
ensure that all students regardless of their native language are fully included in
classroom learning opportunities. I suggested that insights might be drawn from
other language teaching contexts such as ESL classes where the teacher does not
speak the native language of any of the students. After a somewhat lengthy
discussion of the topic, the student concluded by saying:

“But, I mean, that’s very, very true about, you know, you have a classroom with
a whole bunch of people who speak a different language and how you teach them.
I guess you use different things rather than, rather than the way that I was taught
the language, which I guess is what, of course, I always revert back to is the way
I was taught the language.”

This statement indicates that everyday concepts and competing theoretical concepts
persist alongside a new concept as it continues to develop. Yet, even as she
recognized the influence that her prior