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ABSTRACT 

The purpose of this case study is to provide a working definition of effective 

language instruction consonant with the contemporary multicultural, university-level ESL 

classroom. Using a Grounded Theory methodology, it includes data from six months of 

teacher and student interviews, classroom observations, teacher evaluations, and 

questionnaires. 

Though attempts to categorize effective language instruction have been 

undertaken, previous taxonomies have been little more than altered models of teaching 

effectiveness from general education, offering little that is "new" or specific to the 

language teaching context. Furthermore, the shift from a teacher-centered to a student-

centered classroom has not made great strides toward soliciting student input in the 

development of a contemporary definition of effectiveness. Thus, in approaching this 

workin;^ definition. I attempt to engage the fundamental principles of Critical Pedagogy 

lo research by considering not only contemporar\' educational philosophy and the 

Communicative Approach to Language Teaching, but also students' needs and 

expectations based on their cultural and individual differences. Thus, the choice of 

pursuing a working definition rather than a definitive taxonomy emerges as a natural 

direction in the investigation. As it must be recognized that the microcontexts in the ESL 

classroom var>' immensely in their makeup, the aim here is not to provide future second 

and foreign language teachers with a prescriptive formula, but rather a descriptive 

macro frame work of domains which were abstracted and interpreted from the context of 

the ESL classroom. The qualitative, inductive case study approach used here enables 
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teachers to identify elements derived from the organic data obtained in the classroom 

environment from its participants and apply it to their own situations. Thus, this 

framework can assist teachers in heightening their awareness and preparing them to 

participate effectively in a multicultural, university-level ESL classroom. 
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1. INTRODUCTION 

1.1. STATEMENT OF THE PROBLEM 

The puipose of this investigation will be to develop a working definition of 

"effective language teaching"' that is consonant with the contemporary multicultural ESL 

classroom in the United Slates. To approach this task, it is necessar>' to be mindful of 

both contemporary educational philosophy and the communicative paradigm of language 

teaching. More specifically, attention must be given to praxis that focuses on students" 

needs and expectations. These needs and expectations are addressed through awareness 

and attention to individual student differences. In order to accomplish this task, a case 

study approach will be taken wherein multiple sources will be examined in order to 

derive this emergent definition. The primary application of the results of this research 

will be to prepare teachers for language teaching in multicultural, university-level 

classroom contexts. 

The concept of effective teaching is not new. Indeed, much work has been 

forwarded in general education to suggest a model of effective teaching (Abrami & 

d'Apollonia. 1990; Braskamp. Brandenburg, & Ory. 1984; Centra & Bonesteel. 1990). 

However, the definition of what it means to be effective must be associated with the 

specific contexts and requirements of the given field. 

Language learning, in both first and second language contexts, is fundamentally 

different from learning other subjects. For instance, practitioners of the Communicative 

' Throughout this manuscript, the expression "effective language instruction" and "effective language 
teaching" are used interchangeably. 
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Approach (CA) to Language Teaching and second language acquisition (SLA) theorists 

view language acquisition as occurring via a combination of explicit and implicit means 

(Doughty & Williams. 1998; Rutherford & Sharwood Smith, 1988: Scarcella«& Oxford, 

1992). Thus, language can be acquired as part of a course of study, through interaction 

with other speakers, and indirectly through the study of other content areas (Brinton. 

Snow. & Wesche. 1989: Crandall. 1987; Snow & Brinton, 1988). Knowledge of 

language is demonstrated by a series of interrelated competencies (Canale & Swain. 

1988: Scarcella & Oxford. 1992) that are tied not only to knowledge of the language 

itself, but also to its appropriate use in a given context (Brown & Levinson, 1978: 

Schieffelin & Ochs, 1986). Consequently, language teaching and its subsequent 

effectiveness must be reviewed according to its own unique qualities. 

Additionally, the adoption of CA has given rise to the realization that qualitative 

differences exist between underlying theories of language acquisition (Richards & 

Rodgers. 1986). Richards (1990) proposes that "it is necessary to have a theory of 

effective language teaching—a statement of the key variables in effective language 

teaching and how they are interrelated" must be spelled out. He asserts that "such a 

theory is arrived at through the study of the teaching process itself (1990. p. 4). 

Although attempts to categorize effective language teaching have been undertaken (cf. 

Richards & Nunan. 1990). the taxonomies created are too often only moderate 

modifications of models of teaching effectiveness from general education, offering little 

that is "new." This is reflected in both the literature and the teacher preparatory programs 
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for second (L2) and foreign language (FL) (Allen. Frohlich. & Spada. 1983; Day. 1990; 

Fanselow. 1977; Nunan. 1990; Richards. 1990; Wallace. 1991; Wright. 1990). 

Generally. L2 and FL teacher preparatory programs in the United States require 

coursework in L2 teaching methodology and SLA theory. Yet. despite the shift towards a 

student-centered classroom advocated in progressive education (Dewey. 1916. 1938). 

Critical Pedagogy (Freire. 1970. 1992, 1997. 1998; Shor. 1980, 1992). and 

communicative approaches to language teaching (Chaudron. 1988; Richards & Lockhart. 

1994; Richards & Nunan. 1990; Richards & Rodgers. 1986; Scarcella & Oxford. 1992). 

novice teachers are still being prepared to approach classroom language teaching from a 

general and often traditional perspective (Gebhard, 1990; Gebhard, Gaitan. & Oprandy. 

1990) that assumes an ideal language learner rather than truly addressing individual 

differences and needs (Oxford. 1993). 

A course in SLA iheor>'. for instance, will often include an examination of 

individual learner differences. However, this examination only scratches the surface of 

variety in L2 learning contexts. A discussion of cognitive factors (Ellis. 1994). affective 

factors (Gardner. 1990; Gardner. Tremblay. & Masgoret. 1997). and psycho-social 

factors (Schumann. 1978) establishes only a series of idealized and static learner profiles. 

Although it provides a starting point for SLA investigation, a definition for classroom 

instruction in the real and complex L2 classroom must also consider the diversity that can 

emerge from differences in age. gender, cultural background, personal experience and 

ways of knowing. 
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With these individual student differences in mind, the choice of pursuing a 

"working definition" of effective language instruction, rather than a "definitive 

taxonomy." is intentional. As it must be recognized that the m/crocontexts in the ESL 

classroom var\' immensely in their makeup, the aim here is not to provide future L2 and 

FL teachers with a formula, but rather a m^/rroframework which can be contextualized to 

the specifics of the ESL classroom. This framework can assist teachers by heightening 

their awareness of key components within their microcontexts. thus preparing them to 

participate effectively in a multicultural classroom. 

While the focus of this study is on university-level ESL teachers and their 

students at a specific locale, the findings can be of benefit to all L2 and FL teachers in 

understanding what their students expect and in understanding the students themselves by 

recognizing the range of individual and group differences that exist in a US L2 or FL 

context." Furthermore, the results of this study may have implications for teacher 

training and development in L2/FL curricula and teacher preparation for multicultural 

educational contexts. 

1.2. RESEARCH QUESTIONS 

The major research question under investigation involves the characterization of 

effective language instruction in a multicultural, university-level ESL classroom. This 

2 It should be stated that in addition to the individual differences alluded to in this section, primary' and 
secondary teachers will need to consider development factors that are part and parcel of varying stages of 
maturation. Additionally, maturational constraints have long been cited as playing a primary role in SLA 
(cf. Long. 1990; Oyama. 1982: Towell & Hawkins, 1994). 
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will further be divided into three primary areas of investigation based on the student or 

teacher perspectives of the participants involved. Thus: 

1) How do teachers characterize effective language teaching in a multicultural, 

university-level ESL classroom? 

2) How do students characterize effective language teaching in a multicultural, 

university-level ESL classroom? 

3) In this context, what teacher behaviors in terms of techniques and classroom 

practice support the characterizations of effectiveness proffered in (I) and (2)? 

Under the teacher perspective. I intend to examine whether teacher preparation offers any 

clues into the emergent definition of effectiveness. This will be accomplished through a 

look at each of the several teachers" preparation, development, and experience in order to 

identify what similarities exist between their backgrounds. Behaviors will be elaborated 

through direct observation in the classroom environment. These observations will serve 

as a basis for comparison with teachers" own statements relative to their espoused 

approach to language teaching. This comparison of the teacher data, both solicited and 

observed, will further assist in the development of a framework of effective language 

teaching, and serve as a means of checking credibility, dependability, and comparability 

(see Section 1.3.3. for a discussion). Under the student perspective. I also intend to 

explore whether a) students' ethnicities (and thus cultural backgrounds, schooling 

experiences, and cultures of learning) bear any relationship on their rating of teachers" 

effectiveness; b) a student's gender has an effect on their perception and subsequent 

rating of teacher effectiveness (cf. Franklin & Theall, 1999. for a discussion of a. and b.); 
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and c) the teacher's gender and ethnicity make any difference in the way that students 

rate their performance. 

To address these questions, a qualitative, inductive, multicase study approach 

(Merriam. 1988. 1998) situated in Grounded TTieory (Glaser «fe Strauss. 1967; Strauss & 

Corbin. 1994) will be adopted. Among the daia to be examined are student evaluations 

of the teachers' performance, student questionnaires and follow-up interviews, teacher 

profiles and interviews, and classroom observations. 

1.3. THEORETICAL OVERVIEW 

Teaching is a process, modified and adapted to the changing situations within the 

classroom that occur on a daily basis (synchronic fluctuation) as well as the changes in 

the makeup of students in the classroom from one semester to the next (diachronic 

fluciuaiion). Consequently, the approaches and philosophical underpinnings to 

pedagogy, the language classroom in particular, and the research methods that address the 

investigation of their efficacy should be informed by a fundamental belief in process over 

product (Lincoln & Cuba. 1985). Discussions by Dewey (1916. 1938) and Freire (1970. 

1992. 1997. 1998) regarding their philosophy of the process of education, the process-

orientation inherent in CA. and the process of creating theory from the data in Grounded 

Theory (GT) (Glaser & Strauss. 1967) all fit within the presentation of naturalistic 

inquiry forwarded by Lincoln and Guba (1985). Moreover, the case study approach 

advocated by Merriam (1988. 1998) suits the process orientation situated within the 

language classroom, accounting for and adjusting to its synchronic and diachronic 



fluctuations. In effect, this research methodology provides the most compatible approach 

to this investigation as it resides within a framework of naturalistic inquiry where 

qualitative investigation into the social nature of education and human interaction are 

informed by a variety of sources working in communion. This section will attempt to 

define Critical Pedagogy (CP), the Communicative Approach to language teaching (CA). 

and Grounded Theor>' (GT) within that context and provide a summary of their 

commonalities as understood by the researcher. 

1.3.1. Operational Definitions 

1.3.1.1. Multicultural Classroom 

"Almost all contemporary nations are multicultural: that is. they contain two or 

more social groups which can be distinguished to varying degrees in terms of culture" 

(Liebkind. 1999, p. 143). While this characterization presents a rather clear definition of 

the term multicultural as applied to the classroom, especially when we are referring to a 

second language classroom in the United States, it is simultaneously insufficient. The 

multinational nature of a multicultural classroom has come to represent more than merely 

the physical reality of its demographic makeup. It is not only representative of an 

obvious mixture of students from different races, countries, ethnicities, and p>olitical 

orientations, but it is also steeped in the ideology of multiculturalism coupled with the 

praxis of multicultural education (see Section 2.2 for further discussion). By recognizing 

the diversity replete in the contemporary classroom, teachers as participants in the 

educational process must look for ways to address the needs of all their students. In so 
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doing, "often, professors and students have to learn to accept different ways of knowing, 

new epistemologies. in the multicultural setting" (hooks. 1994. p. 41). 

Multiculturalism. as an ideology, secures its framework within the struggle for 

social justice. To that end, rather than starting from a standpoint where it is assumed that 

all p>eople are equal, multiculturalism recognizes that social equity is not a reality, but a 

goal. The classroom, then, becomes the forum where inequity can be explored and 

understood in a critical analysis of present-day society. Within that analysis, the system 

of education itself cannot be ignored as it has been envisioned as both a microcosm of the 

larger society, and thereby a means of preparing students to enter the outside world. The 

means with which to accomplish this analysis is evident in the praxis of multicultural 

education. 

Multicultural education as the practical counterpart of multiculturalism is a 

process of educational reform which attempts to achieve the social justice which is pan 

and parcel of the ideology, hooks (1994) refers to bringing the ideology into the 

classroom as a challenge for teachers and students. 

"Multiculturalism compels educators to recognize the narrow boundaries 
that have shaped the way knowledge is shared in the classroom. It forces 
us all to recognize our complicity in accepting and perpetuating biases of 
any kind. Students are eager to break through barriers to knowing. They 
are willing to surrender to the wonder of re-leaming and learning ways of 
knowing that go against the grain. When we. as educators, allow our 
p)edagogy to be radically changed by our recognition of a multicultural 
world, we can give students the education they desire and deserve." (p. 44) 

Even more so than in a typical multicultural classroom of the United States, a 

multicultural ESL classroom provides a milieu where "students do not share the same 

ethnic, social, racial, and linguistic backgrounds as their teachers, [that] may lead to 



cultural incongruencies in the classroom which can mediate against educational 

effectiveness" (Gay, 1995. p. 159). Consequently. ESL teachers must be acutely aware 

of these differences in order to function effectively and orchestrate a supportive 

atmosphere where students, who themselves come from contrastive cultures, may need to 

understand and accept each other's differences in order to let learning happen. 

In the present study, a multicultural ESL classroom is forwarded as the context 

explored through the lenses of Critical Pedagogy (see Section 1.3.1.2. below for a 

detailed explanation). Herein remains the task of distinguishing between 

multiculturalism. multicultural education, and Critical Pedagogy, for while they may 

seem similar, differences do exist. Gay (1995) presents an argument in which she 

identifies many parallels between multicultural education and Critical Pedagogy, 

suggesting that the differences are more of degree than of kind. She defines both as 

pcda'^ogic's of possibility, yet refers to critical pedagogues more as generalists. that is. 

seeking to reform education in general. Multiculturalists. on the other hand, are advanced 

as spc'cifisis, reforming at the level of curriculum and classroom. In focusing on 

education, however, I do not completely agree with this distinction as I have already 

presented an example of practicing CP at the classroom level. Let it therefore be posited 

then that multiculturalism is an ideology about living in society where social justice is the 

goal. Critical Pedagogy is a philosophy of and approach to teaching that embraces 

multiculturalism as an element of true democracy. Multicultural education is a practice 

of teaching about and working toward multiculturalism that is rightly {X)sitioned within a 

framework of CP. 
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1.3.1.2. Critical Pedagogy 

An abundance of literature exists and informs CP. including Feminist Pedagogy, 

Critical Theory. Marxist Theory (Gore. 1993). and Standpoint Theory. To differentiate 

among the different strands of CP. it must first be established that this research is 

informed primarily by work in the tradition of Freire (1970. 1998) and contextualized to 

the US multicultural cla.ssroom by Shor (1980. 1992). hooks (1994). and Wink (1997). 

This tradition maintains a principle focus on pedagogy itself and is most compatible with 

this author's own beliefs and aims in language education (see Section 2.3 for a discussion 

of Gore [1993] and her definition of the strands within contemporary American 

pedagogies). 

Simply stated. CP is a movement and practice in education toward what has been 

generally labeled "liberatory education" (Freire. 1970). I define this here as an attempt at 

the micro, or classroom, level to engage students in a truly democratic process. This 

means creating a safe space where all opinions are welcome, all voices are heard, 

differences are respected, and ideas are generated; in other words, a place where learning 

can begin. Thus, starting from students" lives and experiences, themes are explored in an 

inductive, generative engagement of discourse, or dialogic. The dialogic is central to the 

core process of CP. prohiem-posing. Problem-posing consists of three phases: naming, 

reflection, and action (Wink. 1997). Naming emerges through observation and 

recognition of a problem, thus identifying what needs to be addressed. Reflection 

requires the situating of the problem in space and lime and in relation to the individual 

and the larger society, thus bringing about greater understanding. Action provides a 
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means of redressing the problem in an effort to achieve what Freire (1970) refers to as the 

ontological function of Man—becoming more human. Action also works toward the 

transformation of society toward democracy. One caveat to be considered in the 

discussion of the problem-posing process regards its traditional order of presentation-

naming. reflection, and action. This order is not conceived of as linear in thought or in 

practice. It was envisioned by Freire (1970) xs cyclical and re-presented by Wink (1997) 

as recursive. Thus, the researcher-practitioner can enter the cycle at any point and move 

in any direction. 

1.3.1.3. The Communicative Approach to Language Teaching 

CA practices can take on a variety of forms, but by definition, possess common 

elements. These are the goal of developing a "communicative competence" (Canale & 

Swain. 1988; Scarcella & Oxford. 1992). communication that is meaningful and mirrors 

authentic, "real world" discourse, and a student-centered classroom. Thus. ESL practice 

in general, and within CESL particularly, has traditionally implied a CP philosophy (cf. 

Richards & Lockhart. 1994; Richards & Nunan. 1990. for discussions of reflective 

language teaching). ESL's adoption of CA has transformed the language teaching 

context into a student-centered environment where acquisition occurs inductively through 

negotiated interaction between teachers and students. Students" experience is generally 

valued in CA and the learning process is seen as dynamic and creative. More recently, 

the general advocacy of topic and theme-based instruction, coupled with the inductive 

approach to learning and a focus on the negotiation of meaning, are easily positioned 



25 

within the concepts of naming, reflection, and engaged in the classroom through dialogic 

embodied in the writings of CP practitioners and theoreticians (Scarcella & Oxford. 

1992; Snow & Brinton. 1988). The action can be envisioned in the selection of topics by 

students, the negotiation of the syllabus as an outcome of student needs and desires, and 

the altering of teaching practices to reflect student learning styles, ways of knowing, and 

experience. Moreover, the comfjetencies fostered in the ESL classroom also establish a 

framework for lifelong leaming that parallels the engagement of problem-posing in CP. 

1.3.1.4. Grounded Theory 

Grounded Theory (GT) (Glaser & Strauss. 1967; Strauss & Corbin. 1994) refers 

to the development of theory in educational practice that emerges as a result of the 

investigation. Thus, the qualitative, inductive multicase study approach to research being 

applied here (Merriam. 1988. 1998) is compatible with CP in that engaging the process of 

naming and reflection is cyclical and takes place from within as opposed to from without. 

In other words, the researcher must function as a participant observer (Saville-Troike. 

1989) in order to clearly begin to see what is occurring in the classroom, how each 

context and its participants can differ, and what issues are central to those panicipants. 

Through these observations, patterns begin to emerge and can be categorized {naming) 

and analyzed (reflection). From this process a theory grounded in the data is generated 

and informs future praxis and research {action). 
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1.3.2. Summary 

The integration and compatibility of CP, CA. and GT is central to this study in a 

multicultural ESL classroom. In addition to their focus on education and its related 

research as process, there are other themes that link the three. The themes include their 

epistemological stance, their general nature and goals, and their basic assumptions in 

terms of practice (see Table LI). 

The epistemological stance, or the perceived relationship between the knowers 

and knowledge, obtains from an inductive and co-constructed process. GT. for example, 

derives theor>' from an examination and comparison of data. It is essentially a 

researching process that leads to the generation of theory through induction. This is 

similar to CA's focus on negotiated interaction and discovery of underlying rules through 

usage and to CP's dialogic process leading to the co-constmction of knowledge. The 

Table 1.1. Comparability of Critical Pedagogy, the Communicative Approach, and 
Grounded Theory. 

Critical Pedaeoev Communicative Approach Grounded Theorv 
Epistemo
logical 
Stance 

Knowledge is co-
constructed 

Language is a creative process, 
acquired and understood 
through negotiated interaction 
(inductive approach) 

Theory is derived from the 
data it tries to explain 
(inductive approach) 

Nature 
and Goal 

Identitlcation and 
resolution of social 
problems through 
dialogic (emergent) 

Focus on student needs and 
development of communicative 
competence (emergent) 

Themes and categories are 
generated from the data and 
result in the creation of 
theory (emergent) 

Student-
Centrality 
and the 
Nature of 
Context 

Problem-posing 
originates from 
students' experience 
and is therefore 
contextually-based 

Themes and topics come from 
students' interests: teachers 
anempt needs analysis: 
meaningful discourse originates 
within a context 

Research should be data-
driven and contextually-
based (in this case, through 
the exploration of teachers, 
students, and their 
interaction in the classroom) 

Though current research advocates the inteijection of more explicit instruction when called for (Doughty 
& Williams. 1998). an inductive approach has long been considered optimum in the process of 
acquisition. 
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emergent nature and the goal of developing tools for future action are also common in 

these three ideas. CA aims to develop communicative competence, where students are 

able to engage the process in a "living" way that emphasizes the dynamic, creative nature 

of language and communication as opposed to earlier approaches that presented language 

as relatively static (Kelly. 1969). The engagement of CP similarly addresses process on 

several levels. Problem-posing and eventual conscientization represent a continual 

probing and questioning process that becomes pan of the individual's nature even outside 

the classroom (Wink. 1997)—a recursive and continual reexamination and movement 

toward the transforming of society to democratization for all. 

At the hean of CP and CA lies a focus on a student-centered approach. This 

translates into GT in its rejection of a priori categorization and the recognition that each 

datum, as with each new student and teaching situation, is unique and must be examined 

on its own terms. These terms and their implementation are contextually-bound and 

cannot be isolated outside of the context that is pan and parcel of their operation. 

1.3.3. Assumptions and Limitations 

In their book. Naturalistic Inquiry. Lincoln and Guba (1985) establish a 

framework for conducting qualitative research that adheres to cenain premises which are 

different and often conflicting with taken-for-granted axioms in positivist research. 

Within their defmition of qualitative research, naturalistic inquiry in the social sciences 

emerges in terms of theoretical assumptions and methodologies that are consonant with a 

belief system requiring a reexamination of traditional notions such as internal validity. 
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external validity, reliability, and objectivity in terms of "trustworthiness." Though the 

reinterpreted notions of credibility, transferability, dependability, and confirmability are 

presented on their own terms as situated within a postpositivist paradigm, similarities 

abound which enable researchers to establish an empirical framework for research that 

provides a rigorous methodology and trustworthy findings. 

Credibility, reminiscent of internal validity, relates primarily to the procedures 

involved in the collection and analysis of the data. By establishing rigorous data 

collection methods and confirming analysis interpretations with the participants in the 

study as well as external sources who are familiar with the work, a high degree of 

credibility can be established. In addition, the triangulation of data through the 

examination a variety of sources (advcxrated by Merriam. 1988. 1998) directly addresses 

issues of internal validity that are prevalent in a positivist paradigm. The procedures for 

data collection and analysis are presented in detail in Section 3.6 of this paper. 

Transferability in a naturalistic paradigm resembles the concept of 

generalizability in experimental research. The focus on contextualization within this type 

of research recognizes certain limitations to this assumption. However, a certain degree 

of detailed description (Spradley. 1980) enables readers to determine the extent of 

transferability to their own situations (Lincoln & Guba. 1985). Furthermore. GT, while 

contextually-based. aims at the generation of theory with certain levels of abstraction 

which can be compared across situations (Glaser & Strauss. 1967). 

The concept of dependability speaks to an ongoing, internal auditing of 

procedures that guarantees a certain degree of accountability for the study and its 
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interpretation by the researcher. In this sense, the positivist concept of reliability is 

suggested where methods and procedures can be easily replicated across studies. 

However, it is at this juncture that the differences between the two paradigms become 

apparent. As indicated in the previous section, the degree of contextualization by the 

researcher, or sender (Lincoln & Guba. 1985). coupled with the amount of abstraction 

ostensibly attained, require reflection on the part of the reader in order to make 

comparisons across situations. This research will present a miilticdse study by examining 

four different teachers and their classes to obtain a level of abstraction that enables a 

wider range of comparisons across contexts. Nonetheless, applicability will need to be 

determined by those most familiar with a given context in order to establish the degree of 

comparability. 

Confirmability presents the area of greatest divergence between the paradigms. 

By definition, interpretation of qualitative data on the part of any researcher is always 

subjective to some degree. One "comes to know" via personal interaction with the 

participants and the data they provide. In fact, the data themselves are subjective as they 

represent which qualities and behaviors teachers and students feel are imjjortant for 

effective language instruction. Nevertheless, safeguards are built into the process of 

investigation to address a purely one-sided subjective interpretation. Among these are 

the triangulation of data, a comparative method for data analysis which checks older data 

against newer data, and discussion and negotiation with participants themselves as well 

as outside sources (e.g.. an auditor). 
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In presenting a comparison between the positivist and postpositivist. or 

naturalistic, paradigms, it may be worthwhile to mention that no direct causal effect is 

assumed in this research between the perceived effectiveness of teaching and the 

performance of the students. While a relationship may exist in terms of a more positive 

interaction between students and teachers relative to teachers meeting students' 

expectations, the naturalistic paradigm accepts that "all entities are in a state of mutual 

simultaneous shaping so that it is impossible to distinguish causes from effects" (Lincoln 

& Guba. 1985. p. 38). This statement is not intended to excuse a postpositivist position, 

but highlights a paradigm that recognizes the dynamic nature of human interaction, 

affecting and affected by immediate environments as well as synchronic and diachronic 

social factors. 

1.4. PREVIEW OF THE FOLLOWING CHAPTERS 

On a less than original note. Chapter Two presents the literature review for the 

study, extending the discussion of the theoretical foundations and of)erational definitions 

by placing them within the larger context of research. Looking both synchronically and 

diachronically at that research. I attempt to establish a conceptual and developmental 

progression toward the rationale for this study. Chapter Three goes on to detail the 

design, instruments, and timeline for this qualitative, multicase study. The research 

questions are re-presented. Freirean-style, not only to refresh the minds of the readers and 

to offer a more traditional case study design for the triangulation of multiple data sources, 

but also to situate and justify the use of each of the instruments within the overall design. 
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Indication is also given of how these instruments work in tandem in the auditing process 

to ensure credibility and dependability. The constant comparative method is also 

presented here to provide the basic procedure that is part and parcel of the methodology 

for the study. 

Chapter Four is essentially an analysis chapter, but supplies fundamental 

information that goes further toward the contextualizing and grounding of the multicase 

study. First, it details how the constant comparative method was applied to the various 

data sources as they were being collected, providing information about the comparability 

of the several data. Throughout, there is a focus on process as the central approach to the 

work. As a consequence of this focus, the evolving nature of the interviews, 

observations, and questionnaires is discussed. These processes within the larger process 

of case study research are described through the emergence of grounded theory. 

implicitly revealing this researcher's learning process experienced through the 

undertaking of the project and suggesting some of what I bring to that work. 

Chapter Five focuses on the teacher-participants as cases. Again, context is of 

primary concern in presenting these unique individuals both diachronically, as connected 

to their own histories, and synchronically, as effective teachers in a multicultural, 

university-level ESL classroom (Irvine, 1996). To highlight their diversity, each is 

presented with a distinctive characterization which emerged from their one-on-one 

interviews. As with the purpose of the overall study, these characterizations are not in 

any way intended to be exclusive, limiting deflnitions for the teacher-participants. 

Instead, they are intended as suggestive metaphors for people whose roles change 
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according to the needs of their students and the fluctuation of the human classroom 

environment. 

The findings are presented in case report style in Chapter Six. Again tracing the 

process of the constant comparative method and examining the most revealing sources of 

data, themes are offered as they emerged into a model for the working definition. This 

model is followed in Chapter Seven by a discussion of how this grounded model could 

have implications for other contexts. However, though the potential for transferability 

exists. I remind the readers that caution must be taken in applying the model 

prescriptively. It is at this point that Critical Pedagogy is again brought to the fore to 

elucidate how any transfer can be contextualized in order to determine the extent of 

applicability to be derived from this study. Implications for teacher pre- and in-service 

development are given prior to the conclusion. 
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2. LITERATURE REVEW 

2.1. OVERVIEW 

This chapter situates the current study in an interdisciplinary framework. 

Presenting definitions for "multicultural" as they have been applied to education. Section 

2.2 draws parallels and links multicultural education to Critical Pedagogy. Section 2.3 

defines CP and presents delineation of its strands, forwarding the CP work of Freire 

(1970. 1992. 1997. 1998) and Shor (1980. 1987. 1992. 1996) as the perspective adopted 

in this research. Sections 2.4 and 2.5 present a progression from the traditional views 

about effective teaching to the more specific applications in the second language 

classroom. The rationale for the current project, then, emerges as the natural evolution 

from the preceding discussion. 

2.2. PERSPECTIVES ON THE MULTICULTURAL CLASSROOM 

Multicultural, in many ways, has become a "catch-all" term so overused that its 

meaning has been obscured. It is at once reality and goal, practice and theory. Liebkind 

(1999) forwards a description of multicultural in terms of the contemporary nature of the 

world where no nation state or culture is an isolate, but has been altered through its 

contact with other nation states and cultures. In this sense, multicultural pertains in the 

typical ESL classroom where students from multiple countries, races, and ethnicities can 

be found. The term can also be applied to the classroom in the sense that myriad 
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differences exist which cannot be readily observed/ 

Perez (1998) defines the goal of a multicultural classroom as "creating a learning 

community that is not only respectful of differences, but values and sees differences as 

learning resources" (p. 295). The multicultural nature of the contemporary ESL 

classroom most closely resembles Liebkind's (1999) distinction, as well as the traits 

suggested above. Nonetheless. Perez* explanation is indeed relevant here as it echoes 

second language acquisition professionals" calls for cultural awareness and sensitivity on 

the part of the classroom teacher (Brinton. Sasser, & Winningham. 1992; Brown. 1992; 

Scarcella. 1992). For instance. Banks (1992) argues that ethnicity as a concept cannot be 

viewed as static, claiming that "ethnic groups [themselves] are highly diverse, complex, 

and changing entities" (p. 93). Similarly. Brown (1992) warns of cultural stereotyping, 

and. as Perez does for the "American-native" classroom, calls on ESL professionals to 

"learn to perceive those differences, appreciate them, and above all to respect, value, and 

prize the personhood of every human being" (p. 77). To that end. the American tradition 

of multicultural education becomes applicable insofar as it calls upon teachers, as 

cultural mediators and change agents, to cultivate the seeds of democracy within the 

classroom (Banks. 1994). 

Sleeter and McLaren (1995) locate the origins of multicultural education in the 

United States in the Civil Rights movement. Thus, as a practice, multicultural education 

^ Herein lies the core argument in favor of naturalistic inquiry: that human diversity is so per\'asive that any 
minimum set of variables would be insufficient. Indeed, the minimum firamework that can be posited 
evinces the first problem: diversity in the multicultural classroom must first be recognized on two levels: 
the readily visible and the not readily visible. Proceeding from this discussion, defining variables for a 
quantitative approach becomes impossible as some aspects of human diversity cannot be identified and 
may remain elusive throughout the research. 



35 

arose as a form of counter hegemony, identifying biases in the tradition system of 

educational delivery, hooks (1994) elaborates on this point by pinjxjinting the 

subject/object positionality of traditional forms of education. Desegregation of schools 

presented a situation where minority students, who had been viewed as objects in relation 

to the subject positionality of the Anglo majority, entered the mainstream classrooms 

with different ways of knowing and different epistemologies. The ongoing struggle for 

social justice began to be played out in the classroom. "North American society is 

largely a forum of consensus with different minority viewpoints simply accretively added 

on. We are faced with a politics of pluralism which largely ignores the working of 

privilege and power" (McLaren. 1995. p. 43). 

By practicing multicultural education, educators are embracing the differences 

minorities bring to the classroom and redressing previously unquestioned ways of 

knowing and epistemologies that were maintained as "givens" in American education. 

"Differences are always differences in relation, they are never simply free-floating" (p. 

48). Consequently, regardless of whether referring to an "all-American" or multinational 

group of students, multicultural education calls for the recognition that equality is not a 

reality in society, or in education as a reflection of that society. Instead, it proceeds to 

create a space in the classroom where all formerly objectified positions can find a place 

in the central, subject position (hooks. 1994). In its most ideal form, then, multicultural 

education attempts to resolve the subject/object dichotomy prevalent in the educational 

system. This is not accomplished by assuming that differences don't exist and that all 
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participants are equal, but by recognizing and embracing the differences and attempting 

to share the multiple subject p>ositions in a state of balance. 

In an attempt to clarify the multiple interpretations that have emerged over the 

years. Sleeter and Grant (1987) examined a vast number of books and articles about 

multicultural education. They advanced five categories which locate this approach to 

education in terms of its immediate focus or ultimate goal; these are labeled as I) 

(caching the culturally diverse', 2) human relations', 3) single group studies'. 4) 

multicultural education: and 5) education that is multicultural and social 

recontructionist. In the first category, the researchers found a good deal of literature that 

advocated the need to help the disenfranchised within American society gain equal access 

to mainstream education and its benefits while maintaining a positive group identity. 

What this portion of the literature did not address, however, was a way to resolve the 

subject/object dichotomy that exists between the dominant and minority groups. While 

this was clearly the focus of the second category. Sleeter and Grant asserted that this 

approach to educational reform was lacking long term goals and a sufficient link between 

theory and practice. Tliese complaints also applied to the single group studies which 

focused "on prescription and application much more than on goals or theory" (p. 428-

429). Another disadvantage to this interpretation of multicultural education was its 

inability to recognize multiple subject positions of other minority groups. 

The fourth approach to multicultural education identified through the review of 

relevant literature in the field was simply called multicultural education (Sleeter & Grant. 

1987). While it was purported to address the fundamental theories and goals, however. 
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the researchers claimed that this body of literature did not go far enough in terms of 

addressing the breadth of diversity implicit in a multicultural classroom. TTius. while 

issues of race and ethnicity were discussed, inequalities in education relative to gender 

issues (cf. Kramarae & Treichler. 1990; Sadker & Sadker. 1995). socioeconomic 

differences (cf. Anyon. 1980; Darling-Hammond. 1995). and language diversity (cf. 

Minami & Ovando. 1995; Schieffelin & Ochs. 1986; Spener. 1988) were completely 

missed (see also Ogbu. 1995. for a fuller discussion of cultural diversity). 

The final category and perspective cited in the review of literature in the field 

took up the common theme of social justice (Sleeter «& Grant. 1987). This writing 

suggested that multicultural education should prepare "young people to take social action 

against social structural inequality" (pp. 434-435). Unfortunately, the researchers 

admitted that this approach was the least developed and lacked any instructional models 

to serve teachers. Though this review reported an overall paucity of cohesiveness for a 

single definition of multicultural education as one entity, it made great strides toward 

identifying what needed to be accomplished in order to derive a meaningful definition. 

To that end and in harmony with the present study. Nieto (2000) has conducted an 

inductive case study which positions multicultural education in a sociopolitical context. 

In her presentation of the "seven basic characteristics of multicultural education" (p. 

305). there is adequate basis for the inclusion of a multicultural ESL classroom within 

this discussion, as well as a prominent place for Critical Pedagogy to eventually bridge 

the gaps which remain in rendering a complete model for multicultural education. Nieto 

proposes that multicultural education is; 
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1) antiracisi education which works to resolve the subject/object dichotomy 

present in traditional approaches to education: 

2) basic education that prepares all students for finding their place in the 

contemporary world: 

3) important for all students, so that everyone is included in a truly democratic 

way and has a unique and recognized subject positionality: 

4) pervasive, so that it exists throughout the curriculum: 

5) education for social justice, so that it goes beyond the walls of the school: 

6) a process which is "ongoing and dynamic." constantly redefining itself 

through praxis and new experience in context: and 

7) critical pedagogy. 

Critical Pedagogy manages to address the needs of multicultural education 

through problem-posing (see section 2.3). In this way. problems are identified and 

solutions are derived in order to remedy the gaps between theory* and practice, and in the 

resolution of the subject/object dichotomy. And how does Critical Pedagogy benefit 

students in a multicultural classroom? By recognizing the diversity of the students in the 

classroom, it abandons the traditional "banking model" of education where students are 

viewed as empty receptacles waiting to be filled with knowledge. Instead, teachers 

embrace the ideology of multiculturalism and engage students in learning through the 

exploration and acknowledgment of their individual cultures and experiences. Students 

see teachers as partners in learning when they know that the personal information they 

share is valued. Teachers, too. become more engaged as they recognize themselves as 
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being able to leam from their students. Instead of viewing muiticulturalism and diversity 

as a problem, it can be transformed into a resource. Teaching and learning emerge from 

this students-as-resources perspective as joyous and shared "new experiences" for both 

students and teachers (hooks. 1994; Kutz & Roskelly. 1991; Shor. 1992; Wink. 1997). 

2.3. PERSPECTIVES ON CRITICAL PEDAGCXiY 

Critical Pedagogy (CP) is a term which has often eluded definition. In essence, it 

can be considered a "superordinate" label for a series of practices guided by two 

underlying principles: 1) the questioning of presuppositions about society and education 

as its source of enculturation (Kneller. 1965); and 2) the engagement of liberatory 

education. The former, informed by such progressive and counter mainstream 

philosophies as Critical Theory. Marxist Theory, and Feminist Theory, embodies a spirit 

of inquiry situated within a framework of democracy and social justice, the basis for the 

latter. The combination of the two originated in the work of Paulo Freire (1970. 1992. 

1997. 1998) and creates the possibility for teaching and learning to become truly 

transformative proces.ses. In the CP classroom, students are no longer the recipients of a 

pre-packaged education, but are taught how to become critical thinkers and full 

participants in the educational process (Auerbach & Burgess, 1987; Shor. 1980. 1987, 

1992; Wink, 1997). 

To question presuppositions in CP, an inquiring mind is required, but is not the 

only prerequisite for the practitioner. Teachers must help student to develop a meta-

awareness that situates the questioning within the larger framework of the 
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presuppositions of society." In a critical approach to questioning, participants not only 

ask themselves and each other how they perceive the world, but also why they perceive it 

in that way—that is. what underlies their assumptions and subject positionalities (Maher 

& Thompson Tetreault. 1994). This process of coming to know is referred to as 

conscientization (Freire. 1970). Herein, teachers and students can deconstruct the 

presuppositions that guide their individual belief systems through the examination of 

different subject positionalities embodied in the multicultural makeup of the classroom 

context. "The fundamental role of those committed to cultural action for conscientization 

is not properly speaking to fabricate the liberatory idea [for students.] but to invite jjeople 

to grasp with their minds the truth of their reality" (Freire, 1985. as cited in Kutz & 

Roskelly. 1991. p. 112). Thus, teachers and students come to better know themselves by 

recognizing and examining the subjective standpoints of others (hooks, 1994). 

The second principle fundamental to CP focuses on the students. The 

engagement of liberatory education emerges through problem-posing. Problem-posing 

consists of three phases: 1) observing and identifying the problem (ohsen inglnaming): 2) 

thinking about how the problem is situated in relationship to those involved using their 

awareness and meta-awareness {reflecting)', and 3) determining and taking a course 

toward social transformation (acting) (Cantoni. 1997; Wink. 1997). 

Together, questioning presuppositions and engaging liberatory education through 

problem-posing help to develop students" critical thinking skills so that they can begin 

^ By society, I refer to the cultures and subcultures embedded in the immediate context and extended 
environment of the participants in a given situation: in this case, the multicultural ESL classroom. Along 
with the tangible culture. 1 include belief systems embedded within the individual participants that 
function both synchronically and diachronically to inform the context (Urban. 1991). 



41 

transforming their world to be more democratic and socially just, both inside and outside 

the classroom. As the microcosm of the classroom makes this connection to the external 

society. Wink (1997) states that CP is not merely something one does, but rather 

something one lives. Consequently, while generally thought of in terms of pedagogy, it 

also reflects the democratic philosophy that underlies the actions of its advocates. The 

goal of that philosophy within a multicultural classroom context is to develop the 

capacity of all the participants. In so doing, the classroom microcosm becomes a milieu 

where the larger society is scrutinized and problematized in order to help students 

position themselves within that society. 

As fellow participants, teachers are not exempt from the scrutiny involved in the 

CP classroom. Failing to question their own praxis, teachers may send hidden and overt 

messages that can serve to support the internalization of a "deficit mentality" on the part 

of students and reinforce cultural stereotypes (Lessow-Hurley. 1996; McCarty & Zepeda. 

1999). Teachers need to be keenly aware of their own pedagogy and its assumptions so 

that judgments of "good" and "bad" are not imposed from any direction, potentially 

marginiilizing students as a result (hooks. 1994: Shor. 1996). 

Positioning praxis within a framework for exploration. Gore (1993) explains that 

the term pedagogy "implies both instructional practices and social visions" (p. 15). She 

locates each "regime of truth" according to its general focus on one aspect or the other. 

Examining the writings that have emerged from the various schools of thought, she 

discusses the different strands that exist in both Critical and Feminist Pedagogies. She 

identifies the two strands of Feminist Pedagogy by their physical location within the 
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academe. Interestingly, the strand that puts more emphasis on pedagogical practice is 

generally housed in Women's Studies while the strand that advocates a more radical 

position regarding feminism is located in departments of Education. Gore sunnises that 

the apparent irony in these associations may have resulted from the positionality of their 

standpoint taken in relation to the accepted philosophy of the discipline. TTius. Women's 

Studies, emerging out of the struggle of feminism, has forged a pedagogy that is unique 

and grounded in its own theories. A traditional focus on education within the dominant 

male society, however, may cause proponents from education to want to distinguish 

themselves even further, creating a more clearly feminist voice within the discipline. 

In reference to the strands of Critical Pedagogy. Gore (1993) sees a clear break 

between the focus on social vision versus the focus on pedagogical practice. She presents 

an image of the former strands as being too focused on the goal rather than the means. In 

this sense, the "pedagogy" is removed from the classroom, lacking clear application and 

appealing to an elite audience rather than benefiting those for whom it is intended. 

While Giroux and McLaren might argue that their writing constitutes a 
pedagogy, that theoretical work is practice. I argue that their pedagogy 
might be seen to restrict its audience to those readers who have the time. 
energy, or inclination to struggle with it (namely, other academics and 
graduate students: not the avowedly targeted teachers or. in many cases, 
undergraduate students) and. in so limiting its audience, it subsequently 
limits its political potential, (p. 38) 

The strand of Critical Pedagogy focusing on practice originates in the work of 

Freire and Shor (Gore. 1993). With a profound belief in education as a process, the 

themes and subsequent actions from this form of liberatory education emerge organically 

from the engagement of problem-posing and dialogical interaction between the 
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participants. Tantamount to this variety of pedagogical practice is the acknowledgment 

and incorporation of individual student experience in the classroom (Dewey. 1938: 

hooks. 1994; Shor. 1980; 1992). This valuation of exf)erience has long been a pan of 

educational philosophy if not practice. Calls for progressive education in the early part of 

the 20th century recognized that "basing education on personal experience may mean 

more multiplied and more intimate contacts between the mature and the immature than 

ever existed in the traditional school" (Dewey. 1938. p. 21). resulting in the advocacy of 

"an American educational system which respects all sources of experience and rests upon 

a positive—not a negative—philosophy of experience and education" (p. 11). 

By definition, liberatory education aims to transform society toward democracy. 

Oddly enough, though, this form of education has often been viewed as radical or even 

subversive within the United States. Indeed, while educational praxis in the traditional 

sense reflects and reinforces the ideology of the larger society (Byrnes. 1998; Salinas 

Pedraza. 1997; Wiley & Lukes. 1996). a trend can be identified that emphasizes 

capitalism over democracy. In a society that places capitalism over democracy, "haves" 

cannot exist without "have-nots." This ideology feeds curricula and classroom practice 

where certain types of knowledge and ways of knowing are valued over others. Critical 

North American educators recognize this in their admonishment of teachers who. "by 

refusing to link experiences to the politics of culture and critical democracy. [...] reduce 

their pedagogy to a form of middle-class narcissism" (Freire. 1998. p. xiv). This 

narcissism reinforces dominant hegemony and abrogates other forms of knowledge and 

experience. Accounts of discriminatory tracking that result from the devaluation of non-
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privileged exf)erience have been attested to in a variety of educational situations (see 

Anyon. 1980; hooks. 1994; Spener, 1988. Valdes. 1997 for some examples). In any 

context where the makeup of the classroom is multicultural. CP as a form of liberatory 

education and social transformation addresses injustices and promulgates the 

democratization of equal access. It allows for the examination of the aforementioned 

narcissistic ideology as merely another standpoint which emanates from its own subject 

position through the objectification of other standpoints. Consequently, through 

problem-posing, the force of imposing education is disempowered as other subject 

positionalities are recognized (hooks, 1994; Schweickart, 1990). Students from different 

nations find their differences not only respected, but also welcomed in a multicultural 

ESL classroom. 

2.4. EFFECTIVENESS IN TEACHING 

Effectiveness in leaching has been called "an elusive quality" (American 

Association of School Administrators et al., 1961). Attempts to classify it have taken 

various paths from defining a role to be fulfilled as part of the expectations of teachers 

(Cuba & Bidwell. 1957). to situating that role within a specific theoretical stance (Gage. 

1972). to identifying effectiveness in terms of specific teacher behaviors (Medley. 1977). 

The current study concurs with several points here regarding effectiveness in teaching. 

Among these are 1) that roles, or positionalities (see also Goffman. 1981. for a discussion 

offootiiv^). are determined interrelationally; 2) that teaching and its concurrent 

effectiveness must be situated within and reviewed according to a compatible theoretical 
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paradigm; and 3) teachers exhibit observable behaviors that affect and are affected by the 

classroom context (including the students). Yet despite the efforts of several of these 

classifications to address the uniqueness of different contexts and the individual 

differences of students, the implications are problematic for the current study for the 

following reasons: 

1) teachers are presented as being two-dimensional, functioning in one role in 

relation to administrators and one role in relation to students (Guba & 

Bidwell. 1957: Medley. 1977); 

2) teaching is forwarded as no more than a set of behaviors that can be measured 

as variables in an equation and replicated (Anderson. 1991: Gage. 1972; 

Medley. 1977): 

3) leaming is advanced as purely behavioristic. a response to effective teaching 

that can be defined in a cause-effect relationship (Anderson. 1991; Gage. 

1972): 

4) students are dehumanized, represented by the ideal learner, or a set of ideal 

learners (Gage, 1972): and 

5) language leaming and teaching are not equivalent to other forms of leaming 

and teaching (discussed in the next section). 

In one image presented of teachers, they were viewed as basically the sum of their 

parts (Medley. 1977). According to this perspective, being an effective teacher results 

from being a competent teacher. In a rather circular argument, however, the author stated 

that "a strong relationship between teacher effectiveness and a particular behavior will be 
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interpreted as indicating that such a behavior characterizes competent teachers, and 

therefore may deserve to be called a competency' (p. 7). While this perspective seemed 

to indicate discemible variation between teachers, it still assumed an idealized image by 

claiming that "the study should be designed so that the results may legitimately be 

generalized to teachers other than those in the sample studied" (p. 7). 

While innovatively approaching the study of the role of the teacher as being 

interrelational. Guba and Bidwell (1957) similarly presented a limiting picture of 

teachers. In defining "effectiveness." they assened that "the behavior of a given role 

incumbent corresponds to a given set of role expectations impinging upon him" (p. 8). 

Thus, while "role" and "effectiveness" were defined through the interrelationship of co-

participants within a given environment, the impression was still given that roles were 

static between panicipants over time. 

Shifting from the teacher to the act of teaching, much work has advanced the 

notion that teaching can be divided into a set of behaviors (Anderson. 1991: Gage. 1972; 

Medley. 1977). Employing quantitative research approaches, attempts have been made to 

measure these behaviors in the development of an equation. Such approaches seem to 

reduce teachers to automatons, and the act of teaching to a series of "events...frozen in 

the form of a book or a film, or a set of programmed instructional materials" (Gage. 

1972. p. 16). Teaching is a. process, modified and adapted to the changing situations 

within the classroom that occur through synchronic and diachronic fluctuation. Keeping 

this in mind, it seems improbable that strict adherence to a skills-based approach would 

be dictated to teachers in preparatory programs or through their professional 
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development. Yet Gebhard (1990) states that "researchers in teacher education have 

widely accepted the conclusions [that] ... teacher educators have taken research findings 

on effective teaching and directly translated them into skills to be mastered by student 

teachers in their teacher education programs" (pp. 118-119). 

Freire (1998) claims that the profession of teaching must reject scientific 

reductionism such as that suggested above. Thus, rather than molding practice out of 

theory. theor>' should emerge "soaked in well-carried-out practice" (p. 21). This is not to 

say that practice cannot or should not be informed by theory, merely that theor>' should 

not be created in a vacuum, devoid of the environmental and contextual factors that 

inform it. 

Praxis, as the nexus of theor>' and practice, works from a standpoint where each 

element informs the other (Freire. 1970; Richards. 1990; Wright. 1990). Implicit in this 

approach to the creation of theory is the understanding that any framework for effective 

teaching cannot merely be "handed down," but includes the consideration of the 

individual differences that exist among the involved teachers and students. "Many 

educational plans have failed because their authors designed them according to their own 

personal views of reality, never once taking into account the nien-in-a-situation to whom 

their program was ostensibly directed (Freire. 1970, p. 75). Thus, if teaching is to be 

deemed effective, praxis must be recognized as a living and changing entity in accord 

with its human environment. Consequently, theory and practice cannot simply inform, 

but must also transform one another in praxis as teachers understand that "praxis is not a 

necessary outcome of raised consciousness" (Gore, 1993. p. 23). 
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In the transformation of praxis, it is also necessary to adapt and/or completely 

change practice with the adoption of new theory and vice versa. To that end. the notion 

that learning is behavioristic. especially when focusing on language learning, must be 

dismissed (see Cook. 1993; Ellis. 1994; Scarcella & Oxford, 1992. for thorough reviews 

of the trends in language acquisition theory). Furthermore, the suggestion that teaching 

and learning exist in a causal relationship has never been determined. Though any such 

verifiable claims would simplify the task of educators and open the door to a plethora of 

prescriptive definitions of effective instruction, the reality of the diverse human condition 

portends to foil any gestures in this direction. Therefore, the contention of this research 

is that diversity that exists, seen and unseen, within and between individuals through 

subject-object pKJsitioning cannot be predicted as a result or response to the application of 

set variables. 

Herein the fourth point becomes relevant as the above endeavors require an ideal 

learner. Regardless of calls for "instruction... individualized according to the needs, 

abilities, and other characteristics of the individual student" (Gage. 1972. p. 21). 

individual differences have traditionally been limited to a single interpretation. For 

example. Gage (1972) suggested that instruction could be "programmed...[\o\ the 

"individualized, self-paced, prearranged yet flexible sequences of give-and-take between 

teacher and pupil"' (p. 54-55). Though this perspective acknowledges individual 

cognitive abilities, it still presents an idealized image of homogeneous learners whose 

degree of success can be predetermined based on how well the teacher, or computer, 

adheres to the prescribed application of the skills learned in their training. It ignores 
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individual differences and contextual influences that fluctuate organically in the social 

interaction between humans and their environment. 

Beginning to rectify the disparity of earlier, limited models. Banks (1994) 

addresses the characteristics of teachers that make them effective in a multicultural 

context. He lists knowledge and skills as primary requirements, along with cultural 

awareness and tolerance to address the multicultural nature of society. Respectively. 

these latter two characteristics relate to the understanding of one's own culture and to the 

understanding and/or tolerance of others" cultures. Subsequently, this multicultural 

awareness positions Banks' model within the purview of this study, but. does not go far 

enough in addressing the many facets of diversity replete in a multicultural ESL 

classroom. In addition, the nature of language as being closely associated with culture, 

and of language learning as being a subject with its own unique requirements, needs to be 

attended to in any search for a definition of effective instruction. 

2.5. EFFECTIVENESS IN LANGUAGE TEACHING 

Though taxonomies for effective language instruction have been forwarded. I 

submit that three fundamental problems exist which bring into question their efficacy: 

1) Effective language teaching is equated with effective teaching. 

2) Effective language teaching is presented to student teachers prescriptively. 

3) Current taxonomies of effective language teaching are not consonant with 

contemporary praxis. 



50 

First, although many attempts have been made to adapt taxonomies to the 

specifics of the language classroom, most models are still little changed from those 

established for general education. Effective language instruction does not exist in an 

isomorphic or even a subset relationship to effective teaching in general education. 

Current views of SLA indicate that language is learned through a combination of implicit 

{content- and theme-based) and explicit (skills-based) means (Doughty & Williams. 

1998; Ellis. 1993; Rutherford & Sharwood Smith. 1988). Focus in the language 

classroom needs to be on meaning and use. as well as form (Byrnes. 1998; Oxford. 1993; 

Scarcella & Oxford. 1992). Furthermore, language is both the means and end of 

language study and inextricably linked to issues of culture and identity. While there are 

likely to be qualities and behaviors that pertain across all contexts of teaching, 

effectiveness in the language classroom ostensibly entails an awareness of all these 

qualities that are specific to the context (see Allen. Frohlich. & Spada. 1983; Fanselow. 

1977; Wallace. 1991 for a review of some language-specific observation techniques). 

Second, these taxonomies, or models, of effective teaching are often proffered via 

prescription rather than description (Gebhard. Gaitan. & Oprandy. 1990). In effect, they 

are "handed down" to novice teachers with the inference that effective practice results 

from attempts to emulate others' behaviors rather than being defined organically in the 

classroom through interaction and in relation to students. "Idiosyncratic aspects of [...] 

teaching are stymied as the relationship becomes a matter of the student teacher 

replicating the educator's views and practices in the classroom" (Freeman, 1990. p. 107). 

Student teachers are not prepared to deal with the diversity replete in the organic. 
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constantly changing environment inherent in the context of the classroom. Thus, upon 

entering their own classrooms, they must fend for themselves, ill-prepared to make 

adjustments in their praxis when they encounter the synchronic and diachronic 

fluctuation. "Prescription keeps the responsibility for decision making with the teacher 

educator, thus lessening the likelihood that student teachers are being prepared to assume 

the responsibilities for what goes on in their classrooms" (Freeman. 1990. p. 16). 

Third, current models, while having some application, must be redefined as they 

represent a view of teacher effectiveness that embraces a positivist paradigm (Lincoln & 

Guba. 1985). out of s>'nc with current approaches to language teaching and contemporar\' 

educational philosophy. Through "top-down" prescription, a checklist of "desirable" 

behaviors is imposed which is intended to apply in any given language teaching situation. 

This approach is fundamentally antithetical to praxis that focuses on students' needs and 

expectations. Only by recognizing that there are innumerable variables interacting in a 

variety of ways can one begin to investigate the human social context of the language 

classroom. 

2.6. RATIONALE FOR THE MOVE TOWARD A WORKING DEFINITION 

The current research takes a "bottom-up." or "inside-out" approach to the 

language classroom context in search of a "working definition" that can descriptively 

frame effective language instruction. Using a case study approach to explore the several 

subject positionalities represented in this study, students who were previously not 

included in any definition of effective language instruction can now introduce their own 
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subjective theories along with those of their teachers. In a multicultural ESL classroom 

setting, such a process moves their marginal fKJsitions to the center to be anal>'zed as 

additional subject positions (hooks, 1994; Schweickart. 1990). Thus, employing a CP 

approach to this study to question the presuppositions about effective language 

instruction, the "truth" that emerges from this study is created and negotiated through the 

dialogic interaction of differing standpoints (Maher & Thompson Tetreault. 1994). From 

the many voices emerges a working definition that has been co-constructed. 

Clearly, certain aspects will seem relevant only to the context under study. This is 

the nature of Grounded Theory where the theory is derived from the data themselves and 

the specific context from which they emerged. However, the transferability of the 

findings becomes apparent through the ability of the researcher to identify themes 

through strict procedures for data analysis and interpretation. These themes, or higher 

level conceptual abstractions, should provide enough information for practitioners to 

identify applications in their own contexts (see discussion on transferability in Section 

7.1). 
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3. RESEARCH DESIGN AND PROCEDURES 

3.1. THE NATURALISTIC PARADIGM 

One of the fundamental contentions of this study is that any attempt to define 

human behavior cannot be complete devoid of the context in which the phenomena occur 

(Goodwin & Duranti. 1992: Irvine. 1996; Urban. 1991). Consequently, while effective 

language instruction cannot be defined as praxis that exists in a vacuum, so. too. the 

research methodology should fit the context of the phenomenon under investigation. For 

this reason, naturalistic inquiry was chosen as the most appropriate means of approaching 

this research project (Guba & Lincoln. 1981; Lincoln & Guba, 1985). 

The naturalistic paradigm has been described as "relying on field study as a 

fundamental technique. ... [viewing] the truth as ineluctable, that is. as ultimately 

inescapable" (Guba & Lincoln. 1981). This definition posits a realm of research in 

opposition to the positivist paradigm, which stresses experimental designs, law-like 

propositions, and the "scientific method." Thus, while a positivist paradigm seeks a 

single, universal truth, naturalistic inquiry assumes that truth is something derived 

through the interaction of humans with each other and their environment. Consequently, 

postpositivism and the naturalistic paradigm see truth as positional, relational, and 

derived within a context, recognizing the validity of multiple realities and. hence. 

multiple truths. 

While the methodologies that have emerged from the respective schools of 

thought can be equally rigorous, fundamental differences emerge that suggest a more 

appropriate "fit" of the one over the other, depending on the area of investigation (Goetz 
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& LeCompte. 1984; Lincoln & Guba. 1985). These differences also address inherent 

differences that exist between the natural and the social sciences. Thus, while fields such 

as biology and chemistry have progressed by employing a positivist approach to research, 

fields such as anthropology, education, and sociology have profited greatly from 

embracing a naturalistic approach (Guba & Lincoln. 1981; Sperber. 1996). 

Lincoln and Guba (1985) described the positivist tradition of applying the 

scientific method to all forms of research as basically flawed in studies involving human 

social interaction. Of their arguments, they contend that positivism "has emphasized eiic 

research—that is, research carried out with an outside (objective) perspective—to the 

virtual exclusion of enu'c research—that is, research carried out with an inside perspective 

(subjective)" (p. 27). Thus, according to this view, while positivists may have claimed an 

understanding of certain observable phenomena, researchers in human studies have often 

found that the information obtained from well-informed and reliable "insiders" has 

proved invaluable to obtaining a more complete and accurate explanation. In cases 

specifically examining human behavior, subjective accounts often provide the best 

insights in the analysis of underlying motivation (Guba & Lincoln. 1981). 

To further complicate matters, the emidetic distinction does not apply in a one-to-

one relationship when discussing the role of the participant observer. In this capacity, the 

researcher must function as both participant and observer, recognizing the capacity to be 

both subjective and objective in varying degrees. Going beyond the distinction of 

emidetic. therefore, a naturalistic approach accepts that human behavior may be too 

complex to reduce to a set of variables that can be manipulated and/or tallied (cf. 
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Headland. Pike. & Harris, 1990). By conceding that multiple realities are possible in any 

single context, it is also necessary to admit the existence of more than one subject 

position (hooks. 1994). including that of the researcher. To not acknowledge or attend to 

these other realities maintains a power and status differential and perpetuates a one-sided, 

imposed control what constitutes "acceptable" knowledge in the classroom and in 

research (Harding. 1991). 

3.2. RESTATEMENT OF THE PROBLEM AND ASSUMPTIONS 

The search for a working definition of effective language instruction must be 

grounded in theory and situated within the context where it is to be applied. Grounded 

Theory (Glaser & Stauss. 1967) as a methodology serves to accomplish both of these 

tasks by merging them into one; thus, the theory is emergent from the sjjecifics of the 

context under examination. The current study provides for the analysis of four separate 

cases, all housed within the same environment, but replete with all the diversity that 

exists in human society. Placing that diversity within the framework of a school for 

teaching English as a Second Language, the participants' differences serve as a backdrop 

for the achievement of a common goal: to teach English to international students. 

It is the task of the re.searcher to sift through the diversity to identify any 

commonalities that exist. This is methodically accomplished by employing the constant 

comparative method (Glaser & Strauss. 1967; Hubenman & Miles. 1998; Merriam. 1998). 

It is from these commonalities, or higher level domains (Spradley. 1980), that a definition 

is drawn—labeled as a "working definition" to avoid any attempts to prescribe behavior. 
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In this way. the tendency to search for a "universal" that can obtain unreservedly across 

all situations of English language teaching is bypassed by providing domains that must be 

contextualized within each unique environment. Indeed, in the tradition of Critical 

Pedagogy, the reader will be expected to question the assumptions outlined in the case 

reports and operationalize this work to his or her own situation as applicable (see 

discussion on transferahility in Section 7.1). 

3.3. THE SELECTION OF TEACHERS AS CASES 

Ration (1990) presents several possibilities for "purposeful-sampling" in the 

selection of participants. He relates the choice of each case to the purpose of the study. 

In the current multicase study, the quest for representative sampling requires the 

actualization of a "typical case" who is considered one of the "best." or most effective, 

teachers. The question remains, however, what the criteria for such a selection might be. 

In a naturalistic paradigm, Guba and Lincoln (1981) discuss the concept of "worth," and 

explain it as being contextually defined. They elaborate this point by stating that any 

"entity's benefits are assessed by reference to a set of criteria ... [which] are not drawn 

from a professional group or a group of experts but from the variety of local stakeholders 

groups that are related to or affected by the entity" (p. 46). They suggest constructing a 

syllogism to delimit a problem; that is. in this case, establishing a criterion for selection 

of representatives of effective language teaching. After their suggestion, the logic 

proceeds thus: 
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1) Effective language teaching is determined in context through 

observable teacher behavior. 

2) Individuals interacting in a context are best suited to view each other's 

behavior, 

3) Therefore, participants should be chosen by the individuals with whom 

they interact in the chosen context. 

Based on this logic, the opinions of those individuals who make up the context of CESL 

were considered to have the most "worth" in determining a typical case: namely, the 

administration, the faculty, and the students. 

During an initial meeting with the Director of CESL. I outlined the project and 

inquired what would be required to conduct my research at the school. In addition. I 

asked him to name four teachers that he would consider among the best at CESL. After 

careful consideration, he suggested four individuals—here identified as Csilla. Dean. 

Kevin, and Laurel—as potential candidates to participate in my research. When asked 

why he named those individuals, he stated that they had consistently received high 

performance reviews, peer reviews, and evaluations from students. The latter, he added, 

had been both in the form of a formal evaluation procedure conducted each semester, and 

through informal conversations he had with various students. At a second meeting 

several weeks later. I again asked him to suggest teachers which he considered to be 

especially effective at CESL. Though much time had passed between the meetings, he 

consistently named the same four individuals. 
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Having been a part-lime teacher at CESL since 1996,1 conducted some informal 

investigations with faculty. In some cases. I asked teachers to identify peers that they 

thought of as particularly effective, either through their own observations or through 

conversations with students. On a few occasions, I listed the individuals suggested by the 

Director and asked the teachers for their opinions. Following the advice of Seidman 

(1991. 1998). who suggests that participants themselves are excellent for obtaining 

additional sources. I included the proposed participants mentioned by the director in my 

query, asking who they would recommend as "effective." In all situations, there was 

resounding support for the four people initially indicated by the Director. 

Though these preliminary inquiries seemed justifiable in terms of general 

trustworthiness, having established consistency across two sources, the administration 

and the faculty. Guba and Lincoln (1981) warn that face value alone is insufficient. 

Consequently, another grounded means of verification was sought to provide a form of 

internal auditing, and ensure a more rigorous approach toward establishing credibility and 

dependability (Lincoln & Guba, 1985). The availability of teacher evaluations collected 

over a five-year period (see Section 3.6.1.7 below) provided a unique opportunity to look 

at students" opinions about the CESL teachers. In order to establish a ba.seline criterion 

for this opinion, an examination of the forms was made. One item in particular 

specifically asked students whether they would hoped their friends would have this 

teacher. Students responded anonymously using a 6-point Likert scale. For each of the 

proposed participants, students" ratings were calculated against the total number of 

responses. For the students' rating of 6, "'Strongly Agree," averaged approximately 50 
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Figure 3.1. Students' Response to Item on Teacher Evaluation: '*I hope my friends 
will have this teacher." 

96 94 98 92 
100 • t-

• Total 

• Agree a little 

• Agree 

EJ Strongly Agree 

Csilla Dean Kevin Laurel 

percent (see Figure 3.1). The overall total of students who agreed that they would like 

their friends to have these teachers was better than 90 percent (i.e., assigned a rating of 4. 

5. or 6). 

A post hoc analysis of data collected from the teachers on their individual Teacher 

Profiles (see Section 3.6.1.1. below) revealed some additional justification for the choices 

of cases. All the participants in the study had experienced the breadth of the program, 

having taught all 7 levels, as well as all of the courses offered in the regular curriculum. 

Combined with their participation in a variety of committees and activities, these four 

participants were familiar with all pedagogical asf)ects of CESL and its students. 

Seidman (1998). referring specifically to interview studies, claims that "maximum 

variation sampling provides the most effective basic strategy for selecting participants" 

(p. 45). Again referring to the data gathered from the Teacher Profiles, variation could 

also be discerned (see Table 3.1 below). Dean. Kevin, and Laurel were all bom in the 

United States, and they all received their master's from the University of Arizona. Dean 

received both an M.A. in Linguistics and an M.S. in Finance, while Kevin and Laurel 

both received degrees in Teaching English as a Second/Foreign Language. Only Csilla 
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Table 3.1. Information on Potential Participants 

NAME=^ AGE GENDER NATIONALITY PLACE OF 
BIRTH 

HIGHEST 
DEGREE 

YEARS 
AT 

CESL 
Csilla 37 Female Hungarian Budapest. 

Huncarv-
Ph.D. in Contrastive 
Linguistics 

9 

Dean 62 Male USA Washinston, USA M.A. in Linguistics 25 
Kevin 49 Male USA New York. USA M.A. in ESL 23 
Laurel 50 Female USA New York. USA M.A. in ESL 23 
* The teachers selected as participants in the multicase study gave written permission to use their real 

names in the reporting of this research. 

possesses a Ph.D.. and her academic work was completed at Kossuth Lajos University in 

her native Hungary. At the commencement of the study. Csilla had only taught at CESL 

for the past nine years compared to the more than twenty years of employ held by each of 

the other three. Consequently, while there were only minor differences between Dean. 

Kevin, and Laurel in terms of teacher preparation and amount of time at CESL, greater 

variation existed between Csilla and her fellow participants, providing several levels of 

contrast. These differences among other unforeseen ones. then, allowed the investigator 

to search for similarities among the cases in defining effective teacher behavior by 

casting the widest net possible. 

Once the four jxjtential participants were identified, they were contacted. As I 

had worked at CESL. I was already familiar with the four teachers which allowed for an 

informal approach toward gaining their consent to participate in the project. I arranged 

individual meetings with each of them so that I could outline the research plan to each of 

them and detail the extent of their involvement. I explained that they would I) be asked 

to fill out a profile giving details about their teacher preparation and development; 2) be 

interviewed on three separate occasions for approximately 45 minutes each time (see 
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Section 3.6.1.2. below for details on the three-interview process); 3) be observed over the 

course of the second summer and first fall sessions relative to their teaching assignments; 

and 4) have each classes interrupted for approximately 30 minutes toward the end of each 

session so that students could complete a questionnaire. I further explained their rights to 

confidentiality and ability to withdraw from the study at their discretion if they somehow-

felt that they were being compromised or misrepresented in any manner. To that end. I 

offered them the possibility of reviewing any materials pertaining directly to them prior 

to publication (Seidman. 1998). Merriam (1998) also contends that this review can serve 

the researcher as another form of intemal auditing for verification. Since all four of the 

originally suggested teachers agreed to participate and signed consent forms detailing the 

terms of the project. I immediately began to schedule how I would carry out the various 

data collection procedures with them. 

3.4. RESEARCH QUESTIONS 

3.4.1. Research Question #1: How do teachers characterize effective language teaching 

in a multicultural, university-level ESL classroom? 

To address the characterization of effective language teaching from the teachers' 

perspective. I first wanted to understand something about the teacher-participants and 

their background (see Section 3.3 for a discussion participant selection). I asked each of 

them to complete a profile detailing their individual education, professional development, 

and experience (see Appendix A). The profile requested information which could be 

used individually to provide descriptive data on each of the teachers as cases, and 
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collectively to create a baseline composite for comparative analysis. Teacher-participants 

were asked to supply details regarding their general education and teacher preparation, 

college experience, work experience, specific information about their CESL tenure, 

professional development, and research agenda. 

The teachers in the multicase study also engaged in a series of interviews 

regarding their opinions about what constitutes effective language teaching. These 

interviews followed a pattem similar to that forwarded by Seidman (1991. 1998) in which 

he outlined the phenomenological approach. Therein, he presented a method of 

progression from the first through the third interview, proceeding along a path from past 

to present. Thus, by eliciting a series of narratives through the use of open-ended 

questions (see Appendix B). I attempted to obtain data originating from three central 

issues being considered in this multicase study: 

1) life history including the teachers" personal background and their professional 

preparation; 

2) contemporary experience obtaining the teachers" perceptions of their roles and 

that of the students in the classroom: and 

3) reflection on meaning requiring the teachers to make connections between and 

among their experiences and conceptualizing their views on effective 

language teaching. 

Through an analysis of the transcripts of these interviews. I attempted to identify what 

themes emerged from the teachers' stories to pinpoint how they integrated their 

definitions within the praxis of their profession (Seidman. 1991. 1998). To increase the 
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trustworthiness of the findings, an ongoing, internal audit was conducted. Using the 

constant comparative method, the transcripts were compared both diachronically (i.e.. for 

each participant from the first to the last interview) and across cases (i.e., for each 

interview between participants). In this manner, consistency was established through the 

analytic process. 

3.4.2. Research Question #2: How do students characterize effective language teaching 

in a multicultural, university-level ESL classroom? 

In order to answer this question, a questionnaire was designed to address two 

distinct issues. First, I wanted to evoke definitions of effective language teaching from 

the students* perspectives that could be compared to the teacher perspectives. Second. I 

wanted to explore any similarities and/or differences that might have existed between the 

students" experience of classroom culture in their own countries and that of CESL as one 

representative of the U.S. ESL classroom. A preliminary version of the questionnaire 

was piloted during the first session of summer 1999 with a diverse group of students 

enrolled in the Hubert Humphrey Fellowship Program.^ These students were presented 

with this pilot questionnaire (see Appendix C) and asked to both complete it and 

comment on the individual items with regard to their comprehensibility and purf)Ose. 

Analysis of the pilot questionnaires led to some alterations of the instrument (discussed 

below in Section 3.6.1.4.). The resultant questionnaire was utilized with the "regular" 

" The Huben Humphrey Fellowship is a financial award given to international professionals in order to 
continue in an advanced level of study in the United States. The Center for English as a Second 
Language at the University of .Arizona is one of three designated centers in the United States where the 
award recipients can receive English language instruction. 
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CESL students (see section 3.5.1.3 for a definition) to advance the development of 

emergent themes and categories that were later compared to themes defmed in other data 

collection procedures. The demographic information and multiple choice responses from 

the questionnaires were entered into a database using Microsoft Excel 7.0. As a means to 

internally audit the trustworthiness of the data rendered by the students, the database 

layout allowed me to spot any individual student outliers that might have resulted from 

the English proficiency level, or might have indicated any potential student biases 

associated with the particular course, the student's ethnicity, the gender of the student or 

teacher, or grades received in that course (i.e. "sour grapes"). While I earnestly wanted 

to include all opinions. I was also interested in finding out whether any voices of dissent 

(i.e.. those who may have felt the teacher-participants were ineffective) could be 

explained by the individual's background, preferences, or thinking style (Siemberg. 

1997). 

As a follow up to the questionnaires, all students who were part of the classes 

were asked to participate on a voluntary basis in one-on-one interviews outside of class 

time. This second data collection method was employed to investigate the student 

perspective of effectiveness through the elicitation of their f)ersonal opinions (Seidman, 

1991. 1998). In some cases, students were asked to explain and possibly elaborate their 

responses to the questionnaires. This more in-depth probing revealed a more thorough 

picture of students' opinions about effective language teaching in general, as well as 

specific information as to what behaviors the teachers in the multicase study exhibited 

that helped students to classify them as especially effective. 
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As un additional and historical source of data. I examined CESL student 

evaluations of the teacher-participants over a Five-year period. These materials were 

obtained from the Office of Instructional Assessment/Evaluation with the written 

permission of the teacher-participants and the Director of CESL. As stated by Goetz and 

LeCompte (1984). "Official demographic material reveals characteristics of the group 

under investigation that provide a framework for baseline data" (p. 153). Although the 

students themselves were not the focus of the case study per se. neither those who filled 

out the evaluations over the five-year period nor those who took part in the study, an 

analysis of these data helped to identify attitudes and beliefs held about the teacher-

panicipants. Furthermore, the data could be used to pinpoint any strands, or student 

groupings, that presented p>otential biases in the evaluation process. Furthermore, this 

analysis served in the auditing process to increase trustworthiness, especially in terms of 

credibility and dependability, by pointing to themes that were recurrent in other data 

collection procedures (Merriam. 1998). For instance, the emergent groupings were 

utilized in the constant comparative method (Glaser & Strauss. 1967) with groupings 

identified in the questionnaire data, giving insight into what societal influences may 

contribute to students" characterization of effective language teaching. 

3.4.3. Research Question #3: In a multicultural, university-level ESL context, what 

teacher behaviors in terms of techniques and classroom practice support the 

characterizations of effectiveness proffered by students and teachers? 



66 

Classroom observations were conducted during the period of June 1999 until 

October 1999 to examine classroom interaction between the teacher-participants and their 

students. Though multiple instruments are currently available for classroom observation 

(cf. Richards &. Nunan. 1990). the adoption of a Grounded Theory method for this 

multicase study called for a inductive approach to data collection. Moreover, in 

conducting educational research, formalized observational data collection instruments are 

not considered preferable "because such systems record only a few. narrowly defined 

categories of behavior and because they rarely match emerging patterns of concern" 

(Goetz & LeCompte. 1984, p. 144). Consequently, the observational data collection 

relied heavily on participant observation and ethnographic field notes wherein the 

participant observer recorded as much as possible without determining a priori what 

would be relevant (Day, 1990; Goetz & LeCompte, 1984; Spradley, 1980). As the 

summer session spanned only four weeks, the two observed courses were attended daily 

for a three-week p)eriod. The fall session extended for eight weeks and the five observed 

courses were attended at least twice a week for a six-week period. 

These observations were essential for a variety of reasons. First. Goetz and 

LeCompte (1984) note that "one problem that researchers may encounter is that 

participant reports of their activities and beliefs often are discrepant with their observed 

behavior" (p. 110). In other words, participant observation accounts for the most 

trustworthy method of resolving any gaps between what participants think they do. what 

they say they do, and what they actually do. Merriam (1988) claims that observations 

can: 
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1) lead to an understanding through the context itself; 

2) assist in interpretation of data reported second-hand (i.e., via an interview or 

questionnaire); and 

3) provide the opportunity to record behavior while it is happ)ening. 

Additionally, they offered another source for the triangulation of data, increasing the 

"trustworthiness" of the study (Guba & Lincoln, 1981; Lincoln & Cuba. 1985; Merriam. 

1988. 1998; Yin, 1984). More specifically, since concepts such as "effectiveness" cannot 

be observed, teacher behavior as a manifestation of underlying beliefs about what 

constitutes effective language teaching provides the most direct evidence for analysis. 

Classroom practices and techniques, then, as well as students" observable reactions to 

them, provide data to support any theory derived from information provided in 

questionnaires, interviews, and other documentation. Furthermore, as the classroom is 

the venue where students and teachers make their assessments of teaching, observations 

should effectively aid in the contextualization of this multicase study by identifying any 

elements in classroom interaction that may present important considerations for a 

definition of effectiveness (i.e., elements that cannot necessarily be identified through an 

examination of training and may not be elaborated in the personal interviews [Christison. 

1993]). 



68 

3.5. RESEARCH CONTEXT 

3.5.1. Contextual Overview 

Within the realm of naturalistic inquiry (Lincoln & Guba. 1985) lies the 

realization that research cannot be conducted devoid of social context. Humans affect 

and are affected by their environment. Education, as all social sciences, demands 

qualitative analysis specifically for this reason. While Lincoln and Guba express the 

need for a detailed description within this paradigm. Glaser and Strauss (1967) claim that 

the researcher's "job is not to provide a perfect description of an area, but to develop a 

theory that accounts for much of the relevant behavior" (p. 30). While this seems an 

apparent divergence between the two pHDsitions. it is nonetheless important to recognize 

that Grounded Theory (GT) does not reduce the importance of context. The generation 

of theory in GT is intended for transferability through abstraction. Thus, findings are 

"applicable" to other contexts by analyzing the specifics of each case under study and 

determining to what extent, if any. the domains exist. "The burden of proof lies less with 

the original investigator than with the person seeking to make an application elsewhere." 

(Lincoln & Guba. 1985. p. 298) as it must be remembered that no description is 

completely value-free (i.e.. without a certain degree of interpretation on the part of the 

researcher). Yet this "burden" can be alleviated to some extent by the original researcher 

by "providing sufficient descriptive data to make such similarity judgments possible" (p. 

298). For this reason, the following section describes the locale on several levels, as well 

as the teachers and students participating in this multicase study. It is hoped that the 

details provided will enable readers to identify, through comparison to their own 
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situations, which information emerging from this study will be of use to them (see 

Section 7.1 for a discussion of transferability ). 

3.5.1.1. The Locale 

The study was conducted at the Center for English as a Second Language at the 

University of Arizona in Tuc.son. Arizona. A city in the Southwestern United States. 

Tucson rests close to the Mexican border. It is not a commercial center in the same sense 

as its sister city to the north. Phoenix: it remains quite distinct from the mainstream 

cultural icons' prevalent in major cities in the US of the late 20th century. In other 

words, though some of the sjonbols of an American commercial center exist, they are 

conjoined with a variety of local iconicity that ties Tucson to its landscape and its origins, 

making it incomparable to other cities easily identified as ""American." 

Tucson's position in the midst of the Arizona-Sonoran Desert, its proximity to 

Mexico, and the wealth of cultures it enjoys from its diverse populace.'* such as 

European-American. Latino. Yaqui. Tohono O'odham. and to a lesser extent Apache. 

Hopi. and Navajo, create a unique atmosphere. The climate is arid due to Tucson's desert 

home, but late summer witnesses a monsoon season that brings humidity with it if not 

"Icon" is being used here to refer to recognizable symbols that are associated by individuals within a 
culture to known and valued ideals. For example, corporate logos that point to a capitalist society and/or 
store chains that represent consumerism. While these are easily identified in any medium to large 
American city. Tucson has several "icons" in the same sense which are unique to the city and region. 
"Iconicity" refers to the potential of those symbols to function as icoas (cf. Urban. 1991). 

" The "populace" referred to here only describe some major groups of peoples represented in the entire 
population. It is not intended to exclude others, but merely to highlight larger classifications that are 
widely recognized as part of the history of Tucson. The depth of diversity present in the city today 
extends to origins in all parts of the globe. 
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always rain. Temperatures climbing above 100 degrees Fahrenheit are not uncommon 

and may begin as early as April or May and can last well into the fall. These combined 

conditions can be harsh and difficult to contend with when first encountered and can lead 

newcomers through bouts of culture shock as well as having to make physical 

adjustments to the environment. The winters are mild, however, and the year-round 

sunshine and moderate temperatures during the academic year often compensate for the 

extremities of summertime. 

The University of Arizona (UA). one of the three recognized four-year and 

graduate state institutions of higher education in Arizona, also has the distinction of being 

a Research I university. Its many red brick buildings and beautifully landscaped grounds 

extend for several blocks in all directions from what may roughly be consider the 

geographic center of the city of Tucson. The university is close to the downtown area 

and is surrounded by a patchwork of commercial and residential zones on all sides. 

While individual neighborhoods in Tucson may appear homogeneous at times, one need 

not look far for the dynamic, international community that adds diversity to the university 

campus. The UA students come from all parts of the United States, as well as from 

countries throughout the world. While most of these students do not intend to remain in 

Tucson after graduation, the reputation of the UA draws them here for their educational 

pursuits. 

The Center for English as a Second Language (CESL) has a unique place at the 

UA. It is physically surrounded by the Economics and Communications Buildings and 

the Arizona State Museum. However, though part of the UA, it is primarily funded 
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through its ESL students and thus enjoys a certain degree of autonomy within the 

university hierarchy. CESL also has an excellent reputation among ESL programs in the 

US. Each year, it hosts any number of special groups coming to the US to learn or 

improve their English including Humphrey scholars. Fulbright fellows, and Saudi 

military officers, in addition to the plethora of others who come in groups or individually. 

3.5.1.2. The Teachers 

One of the keys to CESL's success rests with its faculty. There is very little 

turnover with teachers who have held positions there for upwards of 20 years. While 

other ESL programs in the US may use teaching assistants (TAs) to compensate for a 

lack of teachers to meet the numbers of students, CESL maintains only two TA positions, 

highly competitive and only offered to students in the Second Language Acquisition and 

Teaching Ph.D. program. Thus, all teachers on CESL's faculty possess a master's degree 

and several years" experience in L2/FL teaching in the United States and abroad. 

Additionally, CESL possesses many teachers who conduct and publish research, arrange 

and present at local, regional, and national conferences, write ESL textbooks, and 

participate in the teaching and training of future L2/FL teachers at the UA. This research 

consists of a multicase study (Merriam, 1988, 1998: Yin, 1984) of four CESL teachers 

who had been previously identified by the CESL administration, fellow faculty, and 

CESL students as highly effective. 
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3.5.1.3. The Students 

CESL is the lemporar}' home to students from a variety of countries and 

backgrounds who. as stated in Section 3.5.1.1. all have their own p)ersonal reasons for 

attending the University of .Arizona. This muiticase study, while interested in all student 

perspectives, dealt primarily with those students who came to CESL prior to entering a 

course of study at the UA or some other institution of higher learning in the U.S. Though 

this characterization does not necessarily limit the endless possibilities of diversity within 

that group, it does provide a somewhat delimited range within which to explore 

individual difference. Demographic data was extracted from the Teacher Evaluations 

(see Section 3.6.1.7) to offer a collage of the CESL student makeup. "Regular" CESL 

students (i.e.. excluding special programs, such as the Teen Program offered during the 

summer) consist of male and female students between the ages of 17 and 44 with the 

median age being around 21. They come from as nearby as Mexico and as far as 

Kazakhstan, representing over 50 countries around the world. Their backgrounds span 

many of the races, religions, cultures and ethnicities of the earth. One feature that many 

of them share is their intention of pursuing a higher degree at an American university. 

Beyond that, the variation that can exist within the myriad individuals, their ways of 

knowing, their altitudes and beliefs, their learning styles, and their expectations and 

motivations are countless. 
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3.6. DETAILED DESCRIPTION OF THE RESEARCH DESIGN 

3.6.1. Description of Qualitative Data Collection Procedures 

3.6.1.1. The Teacher Profile 

A Teacher Profile was constructed to elicit information specific to the teacher-

participants' professional careers (see Appendix A). Along with basic demographic 

information, the teacher-participants were also asked to provide details about their 

employment at CESL. their education and preparation for becoming an ESL teacher, their 

in-service development, and any research they had conducted. Unlike the Teacher 

Interview, the structured format of the Teacher Profile ensured consistent, comparable 

responses. Consequently, the information obtained through this source facilitated a 

comparison of professional experience among the four teacher-participants by providing 

baseline data. Combined with the interviews, the Teacher Profiles offered both a bridge 

to questions that emerged through the interview process and a potential source for further 

triangulation. Additionally, specifics regarding each individual's experience at CESL led 

to supplemental justification for the inclusion of the teachers chosen as cases in the study 

in that it illuminated the extent of their involvement and familiarity with all the 

pedagogical aspects of the school. 

Data were examined to suggest any general areas that might emerge, in terms of 

preparation for effective language teaching, which benefited the teachers. Though their 

backgrounds did not guarantee commonalities in teacher training or lead to any 

conclusions about causality, they provided invaluable insights into language teacher 

education. 
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Finally, the data obtained on the Teacher Profiles were used in a post hoc analysis 

to provide additional justification for the inclusion of the teachers chosen as cases. 

Though this was not the original purpose of this data collection instrument, a review of 

the responses revealed two important pieces of information. First, responses provided by 

the four teacher-participants attested to a thorough familiarity with the various aspects of 

CESL. including experience teaching all levels and courses, and panicipation in multiple 

forms of CESL committee work and service. This suggested a minimum inclusion 

requirement necessary for establishing a "typical case" (Patton. 1990). which required 

broad knowledge and experience with the range of school functions. Second, the 

individual demographic information demonstrated adequate variety among the several 

participants to address the issue of diversity rather than uniformity in arriving at a 

"working definition" that would emerge as grounded theory (Glaser & Strauss. 1967; 

Merriam. 1998: Seidman. 1998). 

3.6.1.2. The Teacher Interviews 

"So much research is done on schooling in the United States: yet so little of it is 

based on studies involving the perspectives of the students, teachers. ... whose individual 

and collective experience constitutes schooling" (Seidman. 1998. p. 4). This research 

contends that effectiveness, as an abstract concept, is defined through the behavior of the 

participants in the context of the language classroom. As this behavior is a manifestation 

of the participants" underlying knowledge base, belief systems, and prior experience, 

interviewing is seen as a primary source for data collection. "Interviewing provides 
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access to the context of people's behavior and thereby provides a way for researchers to 

understand the meaning of that behavior" (p. 4). 

In qualitative research in general, interviewing is seen as a very typical and 

effective method of gaining understanding about human behavior (Fontana & Frey. 1998; 

Guba & Lincoln. 1981: Seidman. 1991. 1998). In case studies in particular, interviews 

are viewed as central to the data set (Merriam. 1988. 1998: Yin. 1984). Using Seidman's 

(1991. 1998) phenomenologically based three-interview series, preliminary questions 

were prepared to serve as a guideline for these semistructured interviews (see Appendix 

B for protocols). The three parts of the inter\'iewing process were organized similar to 

the structure advanced by Seidman: i.e.. 1) Focused Life History. 2) The Details of 

Experience, and 3) Reflection on the Meaning. To cater more to the purpose of the 

research at hand, the following alterations were made. The past focus of the first 

interview was geared primarily toward issues dealing with learning, both in and out of 

school, from childhood until the time when the teacher-participants became teachers. 

Personal memories and experiences were elicited and participants were asked to describe 

connections these had to their personal development. The present focus of the second 

interview was on contemporary experience both in and out of school. Again, participants 

were asked to make connections between the events of their lives. At times and where 

considered appropriate by the researcher-interviewer, comments from the first interview 

were incorporated into the interview protocol and questioned as they might imply a 

relationship to the discussion of the present. The third and final interview maintained the 

integrity of Seidman's original suggestion that attempts be made to reflect on the 
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meaning of the teacher-participant s present state in relationship to their past, self-

definition. and expectations for the future. 

The interviews were scheduled to take place over a two-week period (Seidman. 

1991. 1998). Csilla. Dean, and Kevin were available during the first summer session. 

Each of them participated in the three-interview series during the period between June 28. 

1999 and July 9. 1999. Laurel, who was unavailable during the summer, took part in the 

interview process during the period between September 20. 1999 and October 1. 1999. 

For all interviews, the time limit of 30-45 minutes was strictly adhered to in order to 

respect the time constraints of the teacher-participants and to maintain the integrity of the 

process. All of the interviews were audiotaped. The cassette tapes were subsequently 

transcribed for subsequent analysis (Glaser & Strauss, 1967; Merriam. 1998). 

Initially, two of the interview transcripts were chosen to begin the analytic 

process. Focusing on the first research question. How do teachers characterize effective 

langua'^e teaching in a multicultural. university-level ESL classroom, each of the two 

interviews was read and divided into units of analysis (Lampert & Ervin-Tripp. 1993; 

Slobin. 1993). The divisions included short or extended exchanges that represented 

cohesive discourse, and were identified by shift in topic. These units were then labeled 

for identification. The labels were compared for similarity of content. Each grouping of 

similar labels was then given a higher order category, or domain, label (Spradley. 1980). 

This process was refjeated by four extemal sources, two of whom are also graduate 

students conducting re.search in teacher effectiveness, another graduate student who is 

working in psycholinguistics, and a fourth who is working in sociolinguistics. The 
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impressionistic organizations of these sources served as an external auditing in the 

development of the grounded theory by providing strength of association to the 

conceptual framework being developed by the primary researcher. 

3.6.1.3. Classroom Observations 

The classroom ob.servations began in July 1999. the beginning of the second 

summer session, and continued until mid-October 1999. the end of the first fall session. 

The choice of which classes to observe depended on the individual participant's class and 

level assignments. However, it was not as simple as merely attending the classes of the 

teachers involved in the study. There were other considerations such as the time schedule 

of the classes of the four individuals coordinated with my own teaching schedule. During 

the summer, for example. Laurel was on sabbatical and Csilla was teaching in a special 

program that was outside the scope of the study. Therefore, the observations that took 

place during the summer were focused on the other two participants. 

In the second summer session. Dean had a two-hour block class of upper-level 

students from 9:00 a.m. to 11:00 a.m. Kevin had two classes, but 1 was only able to 

attend one of them due to a conflict with my own class time at 8:00 a.m. Consequently. I 

attended his writing class from 11:00 a.m. to 12:00 p.m. (see Table 3.2). Each of these 

Table 3.2. Summer Session 11 — Observation Schedule 

Teacher Class* Davs Hours 
LB (researcher) 62/72 - Writing Daily 8:00-8:50 
Dean 70 - English for Academic Purposes Daily 9:00- 10:50 
Kevin 52 - Writing Daily 11:00- 11:50 
* (see Appendix D for a detailed description of CESL classes) 
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Table 3.3. Fall Session I — Observation Schedule 

Teacher Class* Days Hours 
LB( researcher) 72 - Writing Daily 10:00- 10:50 
Csilla 34 — Multiskill Workshop M/W 1:00- 1:50 
Csilla 10— English: Basic Skills M/W 8:00-9:50 
Dean 52 — Writing M/W 11:00 - 11:50 
Kevin 30 — English for Sp)ecific Purposes T/Th 8:00-9:50 
Kevin 42 - Writina T/Th 11:00- 11:50 
Laurel 40 - English for Specific Purposes M/W 2:00-3:50 
* (see Appendix D for a detailed description of CESL classes) 

classes were observed daily for the greater part of their four-week duration, starting at the 

very beginning of the second week and continuing until the day before the final exam. 

The fall semester was somewhat more complicated as all four participants were 

teaching (see Table 3.3). I tried to coordinate an attendance plan that would not be too 

intrusive, would allow me to attend as many classes as possible, and would enable me to 

focus more on the two instructors that I was unable to observe during the summer. All 

four teachers taught a two-hour block class; however, since I had observed Dean during 

the summer in this capacity and his fall class conflicted with my own teaching schedule. I 

opted to focus on the other three. I was, nonetheless, able to observe Dean in his writing 

class from 11:00 a.m. to 12:00 p.m. on Mondays and Wednesdays, which gave me the 

opportunity to observe him in a different venue. Laurel only taught the one class from 

2:00 p.m. to 4:00 p.m., so I made sure I would be able to spend as much time as possible 

observing her attending on Mondays and Wednesdays. Csilla and Kevin taught two 

classes each. and. by alternating days. I was able to attend a good portion of both classes 

taught by each instructor. I joined Csilla on Mondays and Wednesday from 8:00 a.m. to 

10:00 a.m., and then again from 1:00 p.m. until 2:00 p.m. Kevin was the focus of my 



79 

observations on Tuesdays and Thursdays from 8:00 a.m. to 10:00 a.m. and from 11:00 

a.m. to 12:00 p.m. The fall observations began in the second week of classes and 

continued until the week before final exams, extending for a total of 6 weeks. 

In both the summer and the fall semesters, similar procedures were followed at 

the beginning of the jDeriod of classroom observations. I had previously asked and gotten 

permission from the participants to come to their classes and had discussed how often I 

intended to appear. This was followed up by notifying them of when I would begin 

attending their classes and left it to discuss this with their students prior to my arrival or 

not. 

In all cases. I arranged with the teacher-participants to have some time during my 

first or second appearance in class to introduce myself and the project. As part of the 

introduction. I presented the students with copies of the consent form and went over the 

most important information. I explained the confidentiality clause, the risks and benefits, 

and the freedom of the students to withdraw from the study at any time before or after the 

observations began. I also defined what their participation would entail, explaining that 

the primary focus of my study was the teacher and that their obligation would be 

relatively passive per se, outside the completion of the questionnaire. I detailed the 

schedule of my observations so that they would become familiar with seeing me in their 

class, and previewed the questionnaire that was to be completed in class toward the end 

of the session. At that time. I also mentioned that I wanted to interview some students 

outside of class time, also toward the end of the session, after they had had some 

exposure to the teacher in question. I advised them that, unlike my attendance in their 
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classes and the questionnaires that were part of the study they agreed to by signing the 

consent forms, their participation in one-on-one interviews would be additional and 

strictly voluntary. 

After an initial period to allow the students and teacher-participants to become 

accustomed to my presence. I was able to focus the observations on relevant classroom 

procedure (Merriam. 1988. 1998). determined from "the data that begin to emerge as the 

ethnographer interacts in the daily flow of events and activities, and the intuitive 

reactions and hunches that ethnographers experience as these factors coalesce" (Goetz & 

LeCompte. 1984. p. 112). Merriam (1988. 1998) and Yin (1984) advocate participant 

observation as another primary data collection method in case study research. In the 

current study, the observation data contributed the best source for replying to the third 

research question: In a multicultural, university-level ESL context, what teacher 

behaviors in terms of techniques and classroom practice support the characterizations of 

effectiveness proffered by students and teachers? 

The data obtained through participant observation were further viewed as 

complementar>' to the interview process on several levels. First, the observations 

themselves provided an opportunity to view the teachers in action in the natural setting of 

the classroom. This further aided in grounding any findings within the contextual 

framework. (Glaser & Strauss. 1967). The first-hand experience of participant 

observation also supplied helpful insights in the analysis of the interview transcripts by 

allowing the researcher to witness teacher behaviors, both those that were and were not 
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described in the interview. Finally, the observation field notes served as an additional 

and necessary source for data triangulation (Merriam, 1988; 1998). 

3.6.1.4. The Pilot Questionnaire 

In June 1999. prior to beginning any data collection. I administered the pilot 

questionnaire (see Appendix C) to a group of Humphrey scholars whom I taught during 

the first summer session. I waited until the final week of the session to ensure that the 

students would have adequate exposure to the type of approach to language teaching 

found at CESL. enabling them to have a basis for comparison with what they were 

accustomed to in their own countries. There were thirteen students from twelve different 

countries, providing ample diversity for addressing the variety of issues that might be 

encountered by the "regular" CESL students (see Section 3.5.1.3, for an operational 

definition of "regular" students). 

The Humphrey students were asked to complete the questionnaire as the "regular" 

students would. However, they were additionally instructed to try to maintain a meta-

awareness throughout the process. In particular, they were asked to identify any 

potentially problematic items that they felt were either vague or simply too difficult for 

multiple proficiency levels of second languages learners to complete. They were further 

asked to consider what the purpose of the questionnaire was in order to determine the 

"fit" of individual items to serving the purpose of the whole instrument. Based on the 

feedback provided by the Humphrey students, some items on the questionnaire were 

revised to accommodate a wide range of English proficiencies and obtain information 



82 

that would further the purpose of the research. Other items that the Humphrey students 

felt to be relevant in addressing the research questions were simply redesigned to be more 

"user-friendly" (For a complete account of the findings from the pilot questionnaire and 

the alteration of items in the development of the second questionnaire, see Chapter 5). 

3.6.1.5. The Final Questionnaire 

In the summer session, the revised questionnaires (see Appendix E) were 

administered during the last week of my observations. Dean's students were allowed 

time in class to complete the questions. A few students who were absent on the day I 

distributed the questionnaires were asked to complete them later and return them to me. 

Kevin, on the other hand, did not allow me adequate cla.ss time to administer the 

questionnaires. The students were advised that they could take them home to complete. 

Kevin emphasized that this was homework, somewhat to my chagrin, in an effort to 

guarantee that I would see a return on my efforts. Even so, the return was sporadic and 

not all of the students completed the questionnaires. 

The fall session, however, went quite differently. The administration of the 

questionnaires was conducted during the fifth week of classes in all cases. I had 

discussed the problems encountered over the summer with Kevin, explaining that several 

students who took the questionnaires home did not return them. This time, then, he as 

well as the other teachers allotted time during their regular classes for me to administer 

the questionnaires as I had asked. While there were still some students who needed extra 
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time to respond to all the questions thoroughly and requested to take the questionnaires 

home. I experienced a better than 95 percent return rale on this data collection device. 

Merriam (1988 ) di.scus.ses questionnaires, or surveys, as an additional source of 

data that contributes to the overall analysis in case study research. Not only do 

questionnaires supply an extra data source which can be triangulated with other sources 

for strengthening the trustworthiness of the procedures and findings, but they also offer a 

format for obtaining a large amount of data on specific elements related to the research. 

In the present study, this data collection procedure was considered a primary source for 

obtaining student input regarding teacher effectiveness and. thus, a first step in answering 

the second research question: How do students characterize effective language teaching 

in a multicultural. university-level ESL classroom? In this respect, the questionnaires 

were used as an anonymous and relatively unobtrusive way of gathering information 

from ail the student-participants with questions that focused specifically on their beliefs 

about language learning and teaching, attitudes about their CESL teachers, and 

experience in second language acquisition. 

Initially, student data from the questionnaires were entered into a database using 

Microsoft Excel 7.0. This allowed for a comparison in graphic form where any great 

deviance in student responses was easily identifiable. This was done in order to ascertain 

any information about students who did not consider their particular teachers to be 

effective and to examine what the basis of their opinion might be. The written comments 

provided for students* explanation of resp>onses to individual items was then analyzed 
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using the constant comparative method (see Section 3.7) and matched against the other 

data from other sources. 

3.6.1.6. The Student Interviews 

In addition to the student questionnaires, students were also asked to participate in 

one-on-one interviews with the researcher on a voluntary basis. Wanting to maximize the 

amount of student participation in order to attain the widest possible range of student 

input accounting for the great diversity represented, it was recognized that the three-

interview series would not be practical. The intensity and amount of student homework 

and the limited resources of the project suggested that short. 15- to 20-minute interviews 

would be feasible and allow for a greater volunteerism among the students for 

undertaking this phase of data collection. As Seidman (1998) says, "it is not a perfect 

world. It is almost always better to conduct an interview under less than ideal conditions 

than not to conduct one at all" (p. 16). In all. 47 students were interviewed, representing 

more than 15 hours of interviews. These were audiotap>ed and subsequently transcribed. 

As with the teacher interviews and the classroom observations, the student 

inter\'iews can be separated into two distinct phases which ultimately led to serving 

complementary purpwDses. The initial series of student interviews, held during the later 

part of the second summer session, began the constant comparative process by offering 

themes spontaneously suggested by the students toward the defmition of effective 

language instruction. These themes were offered as p>ossibilities in the interview 

protocols utilized in the fall session (see Appendix F). 
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As with other sources of data collection in this study, the transcripts of the student 

interviews were analyzed using the constant comparative method (see Section 3.7). The 

themes elaborated often provided insight into the students' perspectives about classroom 

teaching and teacher effectiveness that aided in the elucidation of the emergent themes 

from other sources. Moreover, in the triangulation of sources for overall trustworthiness, 

the information from the student interviews worked in the internal auditing process and 

basically kept me from developing any themes that could not be substantiated through 

other sources. 

3.6.1.7. Teacher Evaluations 

In the preliminary explication of the project. I had asked the teacher-participants 

for permission to examine their past teacher evaluations. It soon became obvious, 

however, that more was required than the individuals' permission. Institutional 

permission had to be obtained from the Director of CESL and a letter attesting to his 

release of the data accompanied by copies of the individual teacher-participants' consent 

forms had to be presented to the University's Human Subjects Committee. Once this was 

accomplished. I was provided with the raw data for five academic years' worth of teacher 

evaluation forms to copy and anal>'ze. The forms represent the period from fall 1994 to 

Spring 1999. and provided partial data for the courses taught by the four teachers 

throughout that time period."^ 

" CESL evaluations are generally conducted once per semester. Since there are two sessions per semester, 
the documents do not represent the complete extent of the teaching load performed by the individuals 
over the five-year academic period. 
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As with all data sources in qualitative case study research, these data fulfill 

multiple functions. As mentioned throughout the discussion of data collection 

procedures, they are used as another source for data triangulation (Merriam. 1988; 1998). 

aiding in the auditing process of naturalistic inquiry (Lincoln & Guba. 1985). In this 

capacity, they provide another means for the confirmation or rejection of assumptions 

that emerged from the researcher's interpretation of the data (Glaser & Strauss. 1967; 

Lincoln & Guba. 1985; Strauss & Corbin. 1998). Finally, they furthered the argument of 

why the teacher-participants were chosen in the first place by offering substantiated 

evidence that students have consistently rated these teachers highly regardless of the 

students" courses, proficiency levels, genders, races or ethnicities. 

3.7. THE CONSTANT COMPARATIVE METHOD 

The constant comparative method is described by Glaser and Strauss (1967) in 

their seminal thesis on Grounded Theory. Advanced as "the method." they delegate four 

stages as follows: "(1) comparing incidents applicable to each category. (2) integrating 

categories and their properties. (3) delimiting the theory, and (4) writing the theory" (p. 

105). A major caveat, though, that aligns the method with Grounded Theory is the 

denouncement of a priori categorization; categories must be allowed to emerge from the 

data, grounding the findings in the context of the research. 

Placed within a larger framework of qualitative research, the constant 

comparative method has been cited as an analytic tool used in the management and 

analysis of data to verify conclusions and enhance analytic validity (Huberman & Miles. 
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1998). The application to data analysis, however, begins with the data collection rather 

than being postponed entirely until its completion. In practice, this method for qualitative 

data analysis operates as a recursive, self-checking device where data is continuously 

processed throughout the period of data collection in the construction and verification of 

themes. These themes can emerge at any time during the analysis as patterns are 

identified. Generating themes "requires evidence enough only to establish a suggestion-

not an excessive piling up of evidence to establish a proof (Glaser & Strauss. 1967. pp. 

39-40). Then, as new data are gathered, and as data from different sources are compared 

with one another, these themes are verified or discarded, and a theory emerges that is 

grounded in the data and context of the research. 

Merriam (1998) gives a clear, concise account of the process involved in applying 

the constant comparative method. She explains that the basic strategy of the "method is 

compatible with the inductive, concept-building orientation of all qualitative research" (p. 

159). In essence, a data source such as a transcript is reviewed several times by the 

researcher. During each reading, the reader may add notes, questions, and/or comments 

in the margins of the transcript. These impressionistic interpretations and evaluations 

lead to characterizations for each unit of analysis. Merriam goes on to define a unit as a 

"meaningful (or potentially meaningful) segment of data" (p. 179). Lincoln and Cuba 

(1985) propose that each unit can be defined by establishing the criteria of relevance and 

independence. In other words, each of the units should reveal some piece of information 

that is relevant to the particular question under investigation (Lambert & Ervin-Tripp. 
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1993). and should be able to stand alone as the smallest piece of information that induces 

meaning independent of any other part of the data. 

In the process of naming each unit, the thematic labels that are established are 

again compared with one another to look for similarities. As these labels are sorted and 

grouped into conceptual mappings, new labels are derived for the higher order categories. 

"Devising categories is largely an intuitive proce.ss. but it is also systematic and informed 

by the study's purpose, the investigator's orientation and knowledge, and the meaning 

made explicit by the participants themselves" (Merriam. 1998, p. 179). 

3.8. CHAPTER SUMMARY 

In this chapter, the naturalistic paradigm was re-presented to begin the 

contextualization of the study within a larger framework for inquiry. Section 3.2 then 

presented a restatement of the problem and assumptions, followed by a discussion of the 

selection of the teachers who participated in this multicase study in Section 3.3. Next, the 

research questions were reintroduced and the data collection methods were proposed for 

their investigation. In an effort to situate the study, the context for the research was 

presented in layers, beginning with the city of Tucson and moving in reductive concentric 

circles to the classrooms of the Center for English as a Second Language. The teachers 

who make up the focus of this study were introduced, and the student body was also 

represented in composite form. 

The following section (Section 3.6) detailed the individual data collection 

methods and procedures. Methods and procedures were situated within the overall 
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project in terms of the specific research question they addressed, and their contribution to 

the whole of the study. The constant comparative method was defined in Section 3.7. 

helping to position the methods and procedures in the larger theoretical framework. The 

following chapter shows the evolutionary process undergone while employing these 

methods to analyze the data. 
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4. LEARNING BY ENGAGING THE PROCESS 

4.1. OVERVIEW 

"From the investigator's point of view, the important thing is to detect the 
starting point at which the people visualize the 'given' and to verify 
whether or not during the process of investigation any transformation has 
occurred in their way of perceiving reality. (Objective reality, of course. 
remains unchanged. If the perception of that reality changes in the course 
of the investigation, that fact does not impair the validity of the 
investigation.) 

We must realize that the aspirations, the motives, and the 
objectives implicit in the meaningful thematics are human aspirations. 
motives, and objectives. They do not exist 'out there" somewhere, as 
static entities; they are occurring." (Freire. 1970. p. 88) 

Considering that process as a concept in itself defines a large part of my own 

philosophy about teaching and methodology involved in this study, it seemed a natural 

progression to incorporate it into the fiber of the report of the analysis of data. At the risk 

of sounding as though I had planned this chapter all along, however. I must admit that 

this "obvious" choice occurred to me only after engaging the analytical process and 

looking for an organic way to discuss how I arrived at the results from the 

methodological procedures. Hence, the machinations of the constant comparative 

method take shape in the mind of the researcher only by engaging in it. The story begins. 

4.2. THE TEACHER INTERVIEWS 

As discussed in Chapter 3. the teacher-participants engaged in a three-part 

interview series in the manner proposed by Seidman (1991. 1998). A protocol for a 

semi-structured interview was prepared (Appendix B) according to the three foci of the 

respective sessions: Life History. Contemporary Experience, and Reflection on Meaning. 
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The questions were designed to elicit narratives from the panicipants by moving between 

concrete events that could be easily identified and abstract ideas that would require the 

panicipants to specify their own interpretation. Thus, leaving the questions open-ended 

and reducing interviewer intervention to a minimum, participants were able to reflect on 

their own experiences in and out of school, and make connections between how those 

experiences may inform each other. To that end. despite having prepared some questions 

in advance, a set structure for the delivery of the questions was not adhered to. Instead. I 

attempted to integrate the prepared questions organically into the narrative discourse that 

emerged when appropriate. This resulted in the frequent reordering and rewording of the 

prepared questions in response to the direction taken by the participants in their 

narratives. 

4.2.1. Recurring Ideas that Emerge as Part of the Interview Process 

Throughout the interviewing process. I took notes, identifying gestures, 

expressions, and other non-verbal cues that would not otherwise be readily evident from 

listening to the cassette tapes or reading the transcriptions. I also jotted down ideas that 

the individual participants seemed to keep revisiting. The non-verbal cues, such as 

change in eye gaze or repositioning, helped to highlight particular moments by drawing 

my attention to something that may be important or pivotal in the narrative. The 

recurring ideas, occasionally accompanied by non-verbal cues, provided me with: 1) 

characterizations that were used in the case reporting for each of the participants, 2) 

questions that revealed unique information about the panicipants suggesting further 
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exploration and clarification in the subsequent interview sessions, and 3) hints for 

emerging themes to compare with data from other sources. 

In response to the question. What is it like for you to he an ESL teacher. Csilla 

proposed "three components" that drive her praxis. She sp)ontaneously offered the 

expression "stage fright" in her discussion: 

"At the beginning of every class ... it's a stressful situation. It's stage 
fright, kind of. You meet a new group of people. You need to make a 
right impression. You have to start, you know, with the right activity to 
challenge them." (Csilla. Interview #2) 

Later in the same interview. Csilla was asked for an analogy to represent the relationship 

between her and her students. After suggesting several possibilities, she decided on 

"director." This subconscious repetition of ideas led to the characterization used for her 

in the next chapter. 

Laurel, on the other hand, gave the term "ally" for her relational analogy to her 

students. Although this reference was given by the participant in direct response to the 

question, the question immediately following led to the analogy used for her 

characterization. In response to What is your passion, I noted that Laurel's voice and 

body became very engaged and her whole being seemed to "light up" during this part of 

the narrative. She connected the discussion of "dancing" to the concepts of communion, 

freedom, and power. When I followed up with a question regarding whether there was 

any of the same type of magic involved in her teaching, she laughed and said, "I should 

have anticipated that question." Upon reflection she added that teaching lacked the 

physicality of dancing for her. but definitely contained some of the same elements: 
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"There's an echo of it. Larry. There definitely is. There definitely is. It's 
not physical like dance. It's lacking that. But it's- there's definitely a 
dance of the classroom where activities and minds and moods ebb and 
flow, and I get to play with that, balance it, tickle it." (Laurel. Interview 
#2) 

Based on this part of the narrative and my own observations of Laurel's class in action. I 

felt that it wouldn't be amiss to use "choreographer" in her characterization. 

From Dean's self-depiction in Interview #I as a "good boy." someone who just 

did what was expected and necessary to get along, combined with his reflections that he 

was not "pushed in the right way." I developed the questions Why do you believe that you 

weren't pushed, and Describe for me a "good boy" or "good girl" in one of your classes. 

While this follow-up in the second interview did not reveal any obvious consequences in 

the direct responses to the questions, it provided great insight in analysis when compared 

to the observation field notes and the student interview transcripts. Indeed, teachers' high 

expectations of students and pushing them to excel were discovered to be recurrent 

themes in all the teacher-participants' interviews, as well as in many of the students' 

characterizations of effective language teaching. 

Similarly. I was able to detect this concept of "pushing" in my first interview with 

Laurel. As a follow-up for her next interview. I identified her exact words regarding the 

fact that "nobody had mentored her" and incorporated them into my questions: 

LB: ...one thing that you mentioned yesterday was- you said nobody 
mentored you. 

Laurel: Right out of high school ... Since then there have been. 
LB: Do you think that experience, having been a product of that 

environment, has a relationship to your teaching today? 
Laurel: Oh. I'm sure. It has a relationship to my whole life. I just, having 

done without it, became very aware of it. And I try to notice where 
people need a hand. Not necessarily something done for them. It 



94 

could be just a mirror to reflect their capability so that they know 
what they can do or some case of resource that they can use. It's 
just- it's a (jervasive awareness for me. (Laurel. Interview #2) 

Finally, the recurring ideas reflected in the interview transcripts gave insight to 

several of the themes in the study. For instance, the theme identified as "Student-teacher 

relationship" emerged as a pervasive element throughout Kevin's interviews. 

Throughout the course of Interview #1.1 noted that he opened up more and more as he 

became engaged in the process. This culminated in his discussion of mutual respect 

which ensued after the completion of the interview. A review of my notes and his 

transcripts also reveals several references to having "respect for the individual." being 

nonjudgmental. getting students involved with one another, and creating a safe arena 

where they can learn. 

4.2.2. Deriving Categories with the Help of External Reviewers 

To begin the application of the constant comparative method to the teacher 

interview data. I chose two interviews from two different teacher-participants. While 

reading over the transcripts several times. I added notes in the margins that developed 

into a i>'pe of label that characterized each unit of analysis (Lampert & Ervin-Tripp. 

1993; Slobin. 1993). Thus, narrative discourse describing how an individual participant 

"fell" into ESL teaching was labeled "ESL teacher by default:" e.g.: 

"I had no money. I was traveling and I was hitchhiking and was running 
out of cash. And that was one way that I could put myself up for a few 
days. I mean, guy meets you in the train station and he wants to leam 
English ... He says, 'Why don't you teach me English for a couple of 
weeks.' ... and 'you can stay at my home." ...I stay free and in—in this 
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exotic country ... That was the greatest thing in the world. So that's how I 
got into it." (Dean. Interview #1) 

A discussion of another participant's relationship with her daughter led to the creation of 

a label entitled "Analogy for teaching: Parenting." 

"I think I learned a lot from my daughter and- and dealing with her. you 
know, a growing child who will always try to push your limits ... I'm 
finding that many of our students are very similar to my 9-year-old. You 
know they will come up to you and say. *Oh no. we don't want 
homework.' or ... they come to your office and try to negotiate their 
grades ... I'm learning from [my daughter] how to handle that in a polite, 
but firm way..." (Csilla, Interview #1) 

After applying this process to the two initial interview transcripts, I created cards 

for the individual labels. I then reviewed the labels in the effort to identify any 

similarities that might suggest a higher level category, or theme. Using this card-sorting 

task. 1 asked four external reviewers to individually engage the same process. I provided 

each reviewer with the cards, each containing a different label, and an instructional script 

detailing what they were exp>ected to do (see Appendix G). Thus, in a two-step process, 

external reviewers were first asked to group the labels in a form of semantic mapping, 

grouping the cards according to what, if any, similarities they perceived. As the labels on 

the cards were my own interpretations, the reviewers were encouraged to ask questions 

and refer to the actual transcripts for their own clarification, and to ensure that my 

interpretation was emerging from the data and not imposing anything on them. Next, the 

reviewers were asked to name those higher level abstractions, or common themes, that 

caused them to group the labels together. I then numbered their individual groupings and 

recorded the resf)onses for further auditing of my analytical process. 
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The interpretive descriptions on the labels were copied into a database using 

Microsoft Excel and alphabetized for easy access. A column was assigned to each 

reviewer's analysis, as well as my own (see Table 4.1 below). In the cell corresf>onding 

to each label, the individual reviewer's group number was entered. This side by side 

listing was intended for easy comparison. The groups were then color-coded so as to 

allow for a visual determination of strength of agreement between the reviewers and 

myself. However, my initial attempts to derive themes by comparing my reviewer's 

groupings and classifications proved difficult. While some labels seemed to present 

almost unanimous agreement in terms of color-coding, this was not the case for the 

majority of the data. It was also unclear that the higher level abstractions would fall out 

according to the same pattems. 

I next considered that I might have been approaching the task from the wrong 

direction. I determined to compare the higher level abstractions provided by the 

reviewers. The themes identified strongly resembled work done by Richards and 

Lockhart (1994) regarding reflective teaching and specific to the second language 

classroom context. As the interview process was about ESL teachers' reflection and 

making meaning out of lived experience, I considered Richards and Lockhart's labels 

appropriate to apply to a large selection of the data. These were 1) Beliefs about 

Icarniii}'. 2) Beliefs about teaching, 3) Beliefs about the program and curriculum, and 4) 

Beliefs about language teaching as a profession. Additional themes that emerged 

directly from the analyses and auditing process were 5) Teachers' background!self-
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Tuble 4.1. Labels rrom Teacher Interviews with Reviewers' Groupings* and Preliminary 
Categorization 

REVIEWER CATEGORIZATIONS 
ORIGINAL LABELS 

Larry: 
Time 1 

Larry-
Time 2 

Rev.»I Rev .#2 Rev.»f3 Rcv.#4 Prelim. 
Cais-

1. Atter-the-faci realization: "I like leaching:" Doing ESL & getting on 
well 

1* 4 tb 4 4 5 4 

2. Analogy for teaching; parenting X X 4 1 6 A 7 

Benefil,'. of ESL teaching - (Why continue teaching ESLVt 1 4 lb 4 4 \ 4 

4. Characterization of CESL students 4b 1 Ic 5 6 \ 3 

5. Connection between what other teachers say & what teacher likes 9 5 5 •> -> 4 S 

(i. Conirastive mode of delivery of education 4a 6 lb 6 6 6 

7. Effective teacher behaviors - (Praix:) 9 3 5 7 6 •> S 

S. Effective leaching - terrible, but effective X ? 5 7 5 H 

Effective teaching make> one love the language 9 3 5 7 -> S 

1(1. Elitist about CESL students 5 « •> 5 6 1 3 

I 1. Enjoyable Learning Experience (lnipiication.s) 5b 7 3b 1 3 6 

12. ESL teacher by default - (Incidental job; "Job availability;" "Easy 
monev:" "Free place to live"1 

I 4 lb 6 4 4 4 

13. Expectations of students 5 / Ic 5 1 I 

14. Experience with own teachers 3b 6 3a •» 3 5 

15. Experiential Learning T 5 3a 1 3 5 b 

16. GihxI program features 4b 4 la 6 3 7 3 

17. Good teacher knowledge 6 3 5 7 j 5 t X 

IS. Looking for ways to connect to students (Interest in the world/travel: 
Life exDeriencet 

3b 8 -> 3 5 1 7 

I'J. .Meaning of CESL to teacher 4b 1 la 4 4 I 3 

20. Model teacher (Qualities of model teacher Qualities of effective, 
insoirinc teacher Qualities of bad teacher - anaer/out of control I 

9 3 5 5 X 

21. Motivation fordoing well; B .student -» 5a 3 1 5 

22. Need for fluency 6 3 5a IS 5 s 

23. Personal attributes ("Elevated" English; Good boy - no rebellion) 5 •» 3 •> 5 

24. Personal connection to students 5 X 4 3 4 S 7 

25. Personal leanung experience (Joy of learning; Didn't want to miss 
anvthim;: Favorite leaminc exnerience - comixetitioni 

3a 6 5b 1 3 6 

26. Precursor for behavior with students (Insight to behavior with 
students) 

5 1 4 5 '* T 7 

27. Predictors for how school should be 3b 7 la 6 5 7 5 

2S. Pushed, but not in the right direction; Bs & Cs in University - No 
Dushini; 

3a 5a 7 3 3 5 

29. Relationship between teachers and students (Understanding & mutual 
respect) 

7 X 4 3 6 S 7 

30. Self-reflection on own learning experience 4a 5 3b 1 3 5 6 

31. Sian at CESL 4b 1 la 5 4 4 5 

32. Training & actual experience 6 6 lb 1 5 •> 5 

53. Transformative nature of tiavel experience - mix of cultures: 
"Worldview separates" (elitist?i 

3b 5 t 1 5 5 

34. Uncomfortable leaminc exiJerience: Lost illusioas = necative leaminc 
exrxrrience; Unfamiliar = necative leaminc experience 

3a 6 3b 1 3 3 6 

35. WTiat wxs interesting? 4a 5 3a 4 3 6 6 

* see Appendix H for a complete listing of reviewer group names. 
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assessment. 6) Self-reflection on their own learning experiences. 7) Student-teacher 

relationship, and 8) Definitions of effective language teaching. 

Having derived these themes from the data and through the auditing process with 

external reviewers. I went back to the transcripts of the teacher interviews and continued 

the analysis. Throughout the reading and rereading of the teacher-participant narratives, 

notes were made and developed into labels. Some matched earlier labels while others 

advanced new labels. In all cases, however, the labels were easily integrated into the 

themes established with the help of the external reviewers and the literature (see Table 

4.2 below). Indeed, repetition of ideas were apparent in the various sessions held with 

individual teacher-participants (Tannen, 1989). as well as in the themes that emerged 

between the teacher-participants. 

4.3. FOCUSING THE OBSERVATIONS 

As stated in Section 3.6.1.3. these observations were expected to provide the best 

source of data in response to the third research question, allowing me to witness first

hand which behaviors supported or refuted the statements made by the teacher- and 

student-participants regarding effective language teaching. To that end. I needed to 

establish a format for conducting the classroom observations that would be consistent and 

result in effective field notes that could be examined using the Con.stant Comparative 

Method to derive Grounded Theory (Glaser & Strauss. 1967). 
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Table 4.2. labels from Teacher Interviews with Final Categorization 
ORIGINAL LABELS Final Cats. 

I. Afier-ihe-faci realization: "I like teaching:" Doing ESL & getting on well 4 

Z. Analogy for teaching: puicniing 7 

3. BenefiLs of ESL leaching - (Why continue teaching ESL?> 4 

4, Characterization of CESL >tudcm.s 3 

5. Connection between what other teachers say & what teacher likes X 

6. Contrastive mode of delivery of education 6 

7. Effective teacher behaviors - (PraiNC) S(2i 

S. Effective leaching - terrible, but effective S 

S>. Effective teaching makes one love the language S 

10. Elitist about CESL students 3 

1 L Enjoyable Learning E.Ypcrience (Implications) 6 

12. ESL teacher by default - (Incidental job: "Job availability: Ea-sy money: Free place to live") 4 

13. E.\pectations of students I 

14. E.\perience with ow n teachers 6 

15. E.\perieniial Learning 6 

16. GihhI program features 3 

17. Good teacher knowledge K 

IS. Looking for w ays to connect to students i Interest in the world/travel: Life e.xpencnce i 7 

19. Meaning of CESL to teacher 3 

20. Model teacher (Qualities of model teacher. Qualities of effective, inspirinc teacher Qualities of bad teacher 
- ancer/out of control) 

S (2) 

2L Motivation fordoing well: B student 5 

22. Need for fluency S 

23. Personal attributes ("Elevated" Ensli.sh: Good boy — no rebellion) 5 

24. Penxmal connection to students 7 

25. PerMinal learning experience (Joy of learning: Didn't want to miss anything: Favorite learning experience -
comoetition i 

6 

26. Precursor for behavior with students (Insight to behavior with students) 7 

27. Predictors for how school should be 3 

2S. Pushed, but not in the right direction: Bs & Cs in University - No pushing 5 

2V, Relationship between teachers and students (Understanding & mutual respect i 7 ( 2 )  

30. Self-reflection on own learning experience 6 

31. Start at CESL 3 

32. Training & actual expenence 6 

33. Transformative nature of travel expenence - mix of cultures: "Woridview separates" (elitist?) 5 

34. Uncomfortable learning experience: Lost illusions = negative learning experieiKc: Unfamiliar = negative 
leamine exoerience 

6 

35. What was interesting? 6 

36. Love 7 

37. Praxis 

3K. Worldview/Nature 5 

3V. Beliefs about teaching "1 

40. Diversity 5 

41. Student-focu.sed 

42. Language orientations I 

43. Beliefs about learning 1 
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Spradley (1980) defined the process involved in participant observation in stages, 

moving from a broad description to gradually more narrow, selective observations. 

Merriam (1998), too, discusses this process by recycling Spradley's metaphor of a 

camera lens in which the focus is narrowed from the wider context to particular, 

meaningful moments. Echoing the Grounded Theory- methodology (Glaser & Strauss, 

1967). Spradley (1980) defines the narrowing through the "recording and analyzing" of 

the "initial data." yet recognizes that "even as your observations become more focused, 

you will continue making general descriptive obserx'ations until the end of your field 

study" (p. 33). Thus, it becomes clear how observation as a data collection method is 

highly compatible with a Grounded Theorv' methodology. Analysis of the initial data is 

analyzed using the Constant Comparative Method, themes are developed, and the 

narrowing of the focus ensues. Yet throughout, an awareness of the physical context is 

revisited to maintain the integrity of the grounding of any findings by ensuring that the 

apparent emergence of themes does not become an end in itself. In other words, the 

researcher might otherwise pursue only examples of those themes that are being 

generated, but a continual reexamination of the context will help to identify if these 

themes are truly grounded in the data or merely "garden paths." 

4.3.1. The Role of the Participant Observer 

"The participant observer comes to a social situation with two purposes: (1) to 

engage in activities appropriate to the situation and (2) to observe the activities, people, 

and physical aspects of the situation" (Spradley. 1980. p. 54). Spradley discusses the 
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need to "overcome years of selective inattention' (p. 55) by avoiding the urge to observe 

everything, but rather making informed choices about what to observe as the observation 

period progresses. 

In addition to knowing the purpose of the participant observer role, the researcher 

needs to enter the classroom with an awareness of potential pitfalls. "The temptation to 

become involved was ever-present" (Cans. 1982. as cited in Merriam. 1998. p. 103). 

Other possible concerns include the fear of choosing the wrong focus (Yin. 1984). the 

fear of actually obtaining anything usable from the observations (Merriam. 1998). the 

fear of losing a cenain degree of one's objectivity,'" and the fear of affecting those 

observed and somehow altering the environment (Labov. 1972; Merriam, 1998). 

Combining the knowledge of purpose and an awareness of p)otential pitfalls, Adler and 

Adler (1998) extol the benefits of participant observation "when combined with other 

methods" (p. 89). Thus, incorporating this opportunity to view the behavior of the 

participants in their naturally occurring context offers an additional source for 

determining the trustworthiness of findings. "Direct observation, when added onto other 

research yielding depth and/or breadth, enhances consistency and validity" (p. 90). 

4.3.2. Using Early Visits to Inform Subsequent Visits 

In a very real sense, the observations I conducted over the summer session 

functioned as a pilot study for me. I was able to work through some difficulties. 

It has already been conceded in section 1.3.3 on assumptions and limitations that there is always a certain 
degree of subjectivity in qualitative research. The objectivity referred to here may be defined as the 
degree of distance required to avoid imposing any preconceived notions on the situation and resultant 
data. 
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overcoming my confusion about my role and determining what to observe in order to 

answer the research questions. I had already explained to the teacher-participants that I 

would participate to the extent that they deemed appropriate, yet my principal aim was to 

observe as much as possible. The students were also informed about my presence and 

my purpose from the beginning of the observations. All of this was done to prepare them 

for the experience. I. on the other hand, needed to experience the process for myself. I 

had tried a few different observation instruments to see whether they would serve my 

purposes (see Appendix I). I thought that perhaps these instruments, having been 

previously validated, would help to focus my observations on what was important. I 

quickly learned that their quantitative nature limited rather than helped me by 

overgeneralizing classroom behaviors into abstract categories. Labels such as "Period of 

silence or confusion" (Nunan. 1990, p. 81) did not catch the finer nuances I hoped to 

obtain in my analysis. Furthermore, though I thought they would pKJssibly complement 

the approach I was taking, they instead created more work to keep track of and had me at 

cross purposes trying to reconcile a method of imposed categories with a method that 

generated categories from the data. All these trials turned out to be part of my own 

learning process in classroom observation. 

Reflecting on the potential pitfalls forwarded in the previous section. I admit that 

I, too. suffered from the urge to get involved in the conversations or to intervene if I 

disagreed with something that was said in class. While I did maintain my composure. I 

could recognize the need to hold back more than I was accustomed to doing. When the 

fall session began. I determined to keep somewhat of a "poker face." To that end. I 
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avoided commenting on my own opinion about the classes when asked by the teacher-

participants. Instead, I reiterated that I was not in their class to pass judgment, but to 

learn about their praxis by observing it in action. With regards to participating, I waited 

until I was asked by the teacher, maintaining my composure throughout the long hours of 

observation carried out over the session. I stayed engaged and was always ready to take 

part in any activity without delay, but I remained silent and attentive during the rest of the 

class period. In other words. I took my lead from the participants. 

I also found myself empathizing with the students and enjoying their learning 

process during the summer session (Merriam. 1998). While, as a teacher. I thoroughly 

enjoyed "watching learning happen." I had to remind myself as a researcher that the 

teachers were actually my primary focus, relative to my research questions. Thus, I was 

able to organize my process of moving from broader to more focused observations by 

remembering my research questions and goals, and keeping my camera lens situated on 

the actions and movements of the teacher-participants. 

My learning process was funher highlighted by the changing role I assumed from 

summer to fall as determined by the students themselves. In summer. I might have been 

labeled more of a teacher participant ohsen-er. Teacher- and student-participants alike 

referred to me by the appellation "teacher.'" Though students seemed to accept my 

presence in the class, a certain distance was maintained which could only be determined 

in retrosp)ect and in comparison to the role I assumed in the fall. Somehow, the fall 

session redefined my role to that of a student participant obser\'er. The students 

themselves, with a few exceptions, began to call me by my first name rather than 
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"teacher." Likewise, the teacher-participants seemed to internalize this new role I had 

taken on. Whenever ihey referred to me in class, they always added that I was a graduate 

student, as well as a teacher at CESL. This transformation could have been due in pan to 

my own process of becoming familiar and at ease with the observation process. In any 

event, the participants were able to accept my presence in the class as "normal." with one 

exception. At the end of the observations. Dean confessed that he was glad my fieldwork 

was coming to an end. Where he had told me and other teacher-panicipants that he had 

enjoyed having me in his class in the summer, he admitted that the total amount of lime 

he had been observed had been stressful in the long run. 

The analysis of the fall field notes, however, when compared with the analysis of 

the summer field notes, did not provide any reason for excluding the material collected 

over the course of the summer session. Despite my changing role and the refinement of 

the techniques between summer and fall, the comparison of field notes from Dean and 

Kevin's classes, observed in both sessions, revealed consistencies that added 

trustworthiness to the eventual findings in terms of credibility, transferability, 

dependability, and comparability (see Section 1.3.3. for a review of the assumptions of 

Grounded Theory and naturalistic inquir\'). 

4.4. THE STUDENT INTERVIEWS 

As stated in Section 3.6.1.6. the student-participants were asked to volunteer for 

one-on-one interviews in addition to having me observe several of their classes over the 

course of the session and completing a questionnaire during one of their class periods. 
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My experience with CESL students led me to believe that they would shy away from the 

longer three interview series that had been conducted with the teacher-participants. 

Instead. I proposed a 15- to 20-minute interview in which students would be able to 

freely express their opinions about effective language teaching. As Seidman (1998) 

states. "It is almost always better to conduct an interview under less than ideal conditions 

than not to conduct one at all" (p. 16). I therefore felt that this approach would guarantee 

greater retums in terms of actual numbers of students agreeing to be interviewed. I 

further explained that I would have a few questions prepared and that their responses 

would remain anonymous. While it cannot be stated with absolute certainty that the 

proposal of the lengthier process would cause students to shy away, the final tally 

resulted in 47 student interviews, representing nearly 50 percent of all the students who 

panicipated in the study. 

4.4.1. Using Emergent Themes to Focus the Interview 

The student interviews that took place over the course of the second summer 

session suggested themes through the repetition of ideas among the several students. 

While these themes will be discussed in more depth in Chapter 6, this section is intended 

to show how engaging the interview process brought about these emergent themes. This, 

in turn, led to the interview protocol used for the fall session student interviews (see 

Appendix F). 

The repeated reference to the importance of speaking and being in the second 

language environment led to the question about the best way to leam a language. Though 
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nearly all of the students interviewed (summer and fall) directly stated or alluded to the 

efficacy of a native speaker environment inside and outside the classroom, I had to 

dismiss this as a relevant "finding." Further introspection made me realize that these 

students would naturally claim the L2 environment to be an essential to effective 

language learning—that's why they came to the United States to study. Moreover, the 

scope of this study was to examine effective language instruction within the formal 

classroom context. The external environment, while still relevant, served primarily as an 

indirect influence on the day-to-day setting under examination. Nonetheless. I still felt 

that a broad question included in the student interview protocol might reveal important 

insights to the students' motivations and concepts about classroom culture and effective 

language teaching. 

One idea that impressed me because of its consistent mention during the summer 

interviews was the notion of humor as a necessary element in the second language 

classroom. I anticipated that this would play a crucial part in my analysis since the all the 

student-participants unanimously, yet spontaneously, offered the idea. The use of humor 

was referred to as crucial to "catch students' attention." "make me concentrate." "uplift 

[the] mood of class." and "give them a new life." Based on the repeated references. I 

decided to specifically ask about humor and its role in language learning in the interviews 

scheduled for the fall. 

Additionally, one of the themes that came out of the teacher interviews was 

reiterated in the summer student interviews: mutual respect and the student-teacher 

relationship. Students either stated it directly or alluded to it with a mention to "treat all 
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[students] equally." This and other references to interaction, as well as the recognition 

that students have different backgrounds and expectations about classroom culture 

Hinkel. 1999). led to the questions about respect and class participation for the fall 

protocol. 

4.5. MOVING FROM THE PILOT TO THE FINAL QUESTIONNAIRE 

It has been commonly accepted that the construction of a questionnaire is a 

difficult task at best. Therefore, it is always recommended that, unless using a validated 

questionnaire, the researcher should pilot the instrument prior to administering the final 

version. While this concept of "validation" has traditionally applied in cases where 

questionnaires have been used quantitatively, it penains equally in a qualitative design 

where trustworthiness is sought in the individual instruments as well as the overall 

design. In effect then, piloting the questionnaire enables the researcher to determine 

whether the final questionnaire is actually serving the purpose it is intended for. 

establishing the instrument's credibility (Lincoln & Guba. 1985). This can be 

accomplished by examining the pilot to identify whether the individual items are 

providing the type of data that provides answers and insight to the questions being asked 

(Merriam. 1988; Yin. 1984). 

4.5.1. The Suggestions and Implications from the Pilot 

The original questionnaire (Appendix C) was first piloted in June 1999 with my 

own class comprised of 12 international students who were Hubert Humphrey scholars. 
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The students were from 11 different countries from four continents. Their language 

backgrounds were equally diverse, comprising 11 first languages and a total knowledge 

of 15 different languages. Their ages ranged from 29 to 45 and their occupations were in 

areas as diverse as journalism, education, and agricultural engineering. Although these 

students did not represent the typical CESL student (see Section 3.5.1.3). it was felt that 

their experience, both in life and language learning, and their overall diversity could 

provide invaluable insights to the improvement of the questionnaire as an data collection 

instrument to be used in this study. 

At the time of the administration of the questionnaire, the students had been at 

CESL for three and a half weeks, allotting them time to become acquainted with the 

environment and teaching styles of the CESL faculty. The students were asked to 

respond to the questionnaire as any other student normally would; however, they were 

additionally asked to maintain a meta-awareness in order to consider the efficacy of each 

question and the overall purpose of the questionnaire. I encouraged them to make 

copious notes throughout reflecting their thoughts about the individual questions in order 

to provide me with constructive and instructive feedback about the instrument. In 

addition, two items were included at the end of the questionnaire, specifically addressing 

the participants" meta-awareness regarding the use of this instrument as a pilot. These 

directed students to identify what the questionnaire was trying to determine and to 

comment on how it might be improved. 

The most relevant finding from the administration of the pilot questionnaire was 

its limiting nature. The responses from the Humphrey scholars indicated that some of the 



109 

items seemed to inherently limit their resjxjnse. either by the way they were structured or 

by the phrasing which seemed to presuppose a limited direction for the answer. 

i think that you should give more space for each item in the 
questionnaire." 

"The format/design of the questionnaire should be improved." 

"I think that the parameter (the same as/different from) is not adequate. 
We come from different countries and. of course, it's gonna be different." 

On the other hand, the question regarding the overall purpose of the questionnaire 

provided sufficient support for the use of this instrument in the project. Though several 

comments reflected the awareness of the immediate context (i.e.. CESL). nearly all 

responses recognized the overarching purpose of examining effectiveness in language 

teaching. 

"Determination [of] the quality of teaching English as a second language. 
Bring improvement to the programme." 

"Try to determine how the teacher can teach language effectively." 

In some cases, suggestions made for improving the pilot questionnaire did not 

lead to any changes in the final version. For instance, item 15 on the pilot. / think 

language learning is like.... was cited by many of the Humphrey scholars as being 

"vague" or difficult to answer. A review of the responses provided by the participants. 

however, revealed that a good deal of rich information could be obtained; 

".. .learning any other important subject. I know from my experience that 
learning another language opens the door to many other things, and gives 
a lot of experience in others' culture and knowledge." 

"...playing sports because the more you practise, the more your language 
skill is improved. Moreover, to leam language well, you have to have a 
good aptitude." 
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"...having another tool for my develop[ment]. It opens different doors for 
more opportunity." 

"...discovering the world. Language is a means of communication. It is 
the key to [the] external world through education, culture, and business." 

As the above responses show, individual orientations toward language and language 

learning emerged as a result of this question (Kono, 2000: Ruiz. 1984. 1998). Thus. 

despite its vagueness, this item was retained for the final questionnaire. 

4.5.2. The Alterations to the Final Questionnaire 

When constructing the final version of the questionnaire (see Appendix E). I took 

time to consider all of the suggestions made by the Humphrey scholars. For example. I 

decided that I would need to improve the appearance of the questionnaire in very tangible 

ways such as increasing the size of the font, providing more space for students to write 

their answers, and physically separating multiple choice type items from those that 

requested an essay. I hoped that this would make the instrument more visually appealing 

and easily accessible to students of varying proficiency levels. 

In the first section eliciting demographic information from the students. I deleted 

items 6 and 7 which asked students to provide information about their level at CESL and 

the class in which they were completing the questionnaire. First, through my internal 

coding system, this information was already available and the addition of two items 

requesting it was unnecessary. Furthermore. I thought that asking for these details might 

go a long way toward undermining the students' feeling of security about their anon>Tnity 

and could compromise the data they provided on the other items. Items requesting the 



I l l  

length of time at CESL and length or residence in the United Stales were also slightly 

altered to allow students to answer freely. The tag HOW LONG was added in 

parentheses after the blank to assist lower proficiency students in responding. 

The second section on Previous Language Education was completely altered. 

The previous five items were streamlined into a single sentence that provided all the 

information. Directions and an example were added for clarification, and tags were 

added under the blanks to specify the type of information that could be substituted to 

complete the statement. The tags, however, upon suggestions from the pilot, were kept 

open so as not to limit the potential responses. For example, "location" replaced the 

choices of "(/« my school/at university in my country/at a private language school in my 

countryY' from the pilot questionnaire. Several of the Humphrey scholars reminded me 

that language learning experiences need not be associated with a formal instructional 

setting and suggested I find a way to open the item to a wider array of p>ossibilities. I also 

provided several repetitions of the item about previous language learning for those who 

had studied more than one additional language. 

In the section on Beliefs and Expectations. I added a third choice to all the 

multiple-choice items based on the comments given on the pilot questionnaire. In 

addition to providing the participants with polar opposites as the only choices for 

completing the statement, they were presented with the item "c. {WRITE YOUR OWN)." 

During the administration of the questionnaire, the student-participants were further 

informed that if the first two choices did not adequately describe their feelings about the 
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statement, they should choose response c and complete the sentence with their own 

words. 

An extra item was added at the beginning of the Beliefs and Expectations section, 

both based on comments made about language and language learning on the pilot, and 

based on my own beliefs. Thus. "In my country, English was taught other subjects 

at schooF' was inserted to obtain information regarding the perceived similarities and/or 

differences between learning language and learning other subjects. This item directly 

addressed a core assumption of the study and offered an opportunity to gather a direct 

response which could be used in the comparative analysis when determining the 

confirmability of the results against other sources used for data collection in the study. 

The other items from the pilot questionnaire were kept intact. The participants in 

the pilot administration did not indicate any problems with them other than the limitation 

of choices for the multiple-choice segments which had already been addressed. Their 

responses to these other items also supplied records of their own personal belief systems 

which were considered potentially valuable in the search for a "working definition" of 

what constitutes effective language instruction. 

By responding to the pilot questionnaire, the Humphrey scholars served as both 

participants and auditors. They both provided me with answers that indicated how CESL 

students might respond to the various items, and made suggestions for how the 

instrument could be improved. Specifically, their highlighting of the limiting nature of 

the original version enabled me to alter the final questionnaire by making the items more 

open to a variety of possible answers. This, combined with changes in the appearance of 
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the physical document, helped to increase the credibility of the questionnaire as a data 

collection method applied in this case study. 

4.6. SUMMARY 

In the same manner that learning is a process, researching as an exploration that 

leads to learning must be thought of as a process as well. The purpose, therefore, of the 

preceding chapter is to demonstrate the steps that were taken in order to guard against the 

imposition of a priori categorizations and themes, detail the procedures utilized to ensure 

the integrity of the study, and provide insight to the readers about the various adaptations 

and modifications made as part of my own learning process. 
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5. THE INDIVIDUAL CASES 

5.1. PREFACE TO THE CHAPTER 

The purpose of this chapter is to provide the reader with a characterization of the 

individual teachers as cases, and to contextualize that characterization within their 

professional milieu: the classroom. Indeed, ail of the cases are teachers working in 

classrooms with students, but their jjersonal backgrounds, approaches to teaching, and 

belief systems, represent unique identities. While the following chapter presents the 

common themes found as a result of the multicase analysis, this chapter investigates the 

unique identity of each teacher-participant. This detailed description is intended to 

metaphorically highlight the teachers' unique qualities, yet situate them within an overall 

framework of effective language teaching. 

The following characterizations, like the themes detailed in the next chapter, 

emerged from the data analysis. The teachers' own words from the interview transcripts 

provided the various analogies as interpreted by the researcher, and the classroom 

observations provided additional suppon for the portrayals. For the transferability of the 

findings of this study, one caveat to consider is that despite the diversity in personalities 

and backgrounds of these individuals, their contribution to this multicase study can be 

identified in the common elements that emerge in the way they relate to the students in a 

multicultural ESL classroom environment. 
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5.1.1. Csilla — "The Director" 

I observed Csilla's classes during the first fall session. At that time, she was 

leaching two lower level classes: Basic Skills for beginning students (Level 10) and 

Multiskills Workshop for low intermediate students (see Appendix D). Of all the 

teachers included in the study. Csilla represented the greatest divergence in terms of 

Patton's (1990) purposeful-sampling. She was the only nonnative speaker of English of 

the four teacher-participants. She was also the youngest and shortest in residence at 

CESL of the four. Additionally, she was the only one who p>ossessed a doctorate degree 

which she had earned in Hungary, her native country. 

My initial impressions upon entering Csilla's classes focused on the warm and 

comforting atmosphere. Both classes that she taught during the semester I observed were 

for lower proficiency students. The supportive environment therefore seemed exactly 

what was called for. as it was highly likely that these students would experience a higher 

degree of anxiety based on their unfamiliarity with the language and relatively recent 

arrival to Tucson. Her small stature and friendly attitude seemed to put the lower level at 

ease and overcome any anxiety they might have based on that unfamiliarity. To me. this 

attempt to lower the students" affective filter was not only part of Csilla's modus 

operandi, but went a long way toward enabling them to approach the task of learning 

English. 

When I asked her to characterize her relationship to the students, she said: 

"Like a movie director. You know, you set it up. you tell them what to do. 
and then you step back and you let— you say, "Okay. Roll." The camera 
starts." (Csilla, Interview #2) 
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Based on her appearance alone, this self-characterization might not be an observer's first 

guess. Csilla is very petite, just over five feet tall, with shoulder-length blonde hair and 

glasses. This seemed contrary to my own expectations of a film director as someone who 

is more imposing and controlling. In fact, she had originally offered the titles 

"facilitator" and "party organizer." but settled on "movie director" after some 

consideration. It was clear, however, that Csilla had the flexibility to change her roles 

depending on the needs of the students and situations involved in the classroom. From 

one of the first classes I observed, I noted in my field notes that. "Csilla is adaptable and 

ready to change as the situation and/or climate of the class changes" {Ohsen er's 

Comments. Basic Skills: 9/10/1999, p. 104)." Further review of her interview transcripts 

and the classroom observation field notes supported the label of director. Her own 

definition supports this role by highlighting other aspects and qualities. For example, she 

continually returned to the concept of advanced planning as central to her teaching. 

LB: What would be things that constitute a bad class for you? 
Csilla: Something that is not interesting for the students, does not involve 
the students, does not show an overall plan—a plan that goes beyond that 
particular class. So it's something that doesn't seem to be part of a bigger 
plan ... I always think there should be a bigger picture. A class where the 
teacher is not in control—and when I say "control." I don't mean to be a 
control freak, but ... I think the teacher is sort of like a director that, you 
know, plans it out... you are the one who is planning it and then you let 
the students do it. But if you don't have that plan, and the students don't 
know what to do, and there is confusion, and it's going out of hand, that 
would be a bad class. 
(Csilla. Interview #2) 

'' These quotations refer to specific excerpts and pages from my classroom obser\ ation field notes and are 
for my own tracking needs. The dates of the observations are also provided as a reference for readers. 
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As indicated by her words, the concept of "control" which meets my own 

expectations of a director, does not imply absolute power for Csilla. Instead, she relates 

it to the amount of preparation required for an effective teacher to enter the classroom 

and meet the needs of the students. Even the best director needs to "step back" and let 

the actors" talent take shape. In her first interview, Csilla mused about her earlier 

attitudes about teaching as more controlling in the traditional sense: 

"So I thought, as long as I teach. ... I have all the control, almost ... and 
it's ... such a much more creative process ..." (Csilla. Interview #1) 

Through her own application of this more "transmission-oriented" view of teaching, as 

well as the continued engagement of her own learning by taking additional university 

classes. Csilla was able to reflect on the ineffectuality of this traditional approach. In 

response, she acted to change her own teaching praxis to make it more effective. Csilla 

was able to identify that one of the most important things to be learned by engaging the 

process is to step back and let the learning happen. An effective teacher's task, then, is to 

prepare and implement a syllabus while recognizing that the job of learning lies with the 

talent of the students. 

"...making the big plan, being a director, ... making it fun—I think those 
are skills that you can learn." (Csilla. Interview #2) 

Consequently, the way the teacher approaches the classroom can make all the difference 

to the students in their learning process. 
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Figure 5.1. Classroom Layout for Basic Skills 
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5.1.1.1."The Set" 

In establishing the "set." Csilla's classrooms can be described as "amphitheater 

style." where the students' desks were arranged in a semi-circle around the teacher's 

desk, situated directly before the front board. Both of the classrooms Csilla occupied in 

the fall session were similarly arranged (Figures 5.1 and 5.2). The afternoon class. 

Multiskills Workshop, occupied a proportionately larger space to accommodate the 

greater number of students. The room was also carpeted and had newer tables and chairs 

than the room used for the morning class. Basic Skills. Both, however, had windows 

along the north wall, boards on the east and south walls, and bare west walls. At different 

points in the session. I angled my metaphoric "camera lens" by sitting at different 

positions in the room to see whether a different persp)ective would elucidate any revealing 

information. 

The Basic Skills class began daily at 8:00. As the principal advising class for the 

lower proficiency leamers, it lasted for two hours. The additional class time is intended 

to give students more of an opf)ortunity to practice their listening and speaking skills. 
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Csilla engaged ihis discussion by introducing new topics, and by providing ample input 

both visually and verbally to activate the students' relevant schemata. She also 

supplemented the topics with reading, another focus of this class. To evaluate students" 

reading comprehension, she often had them integrate the several skills they were 

acquiring by having them give presentations on the books they read. Aware of their 

apprehensions, however. Csilla also gave students the opportunity to rehearse their 

presentations in class with peers to increase their confidence levels through practice. 

Csilla tells the students that if they are finished copying the questions 
[from the board], they should take out their books for their reports. She 
says. "Today in class we will practice." She hands out the paper report 
that they will have to do at home. She tells them to use the visitors'" and 
herself for the practice of giving a report. (Basic Skills: 9/27/1999. p. 128) 

On several occasions. Csilla assigned roles to the students in order to review 

material. In dyads, one person would be delegated as "teacher." the other as "student." 

After a short period of time, she would ask the partners to switch roles, giving each 

student the opportunity to gain a new perspective on the learning process from the 

traditional position of "teacher as knower." 

When necessary, she modeled what the students needed to do. In so doing, she 

would often share personal narratives. Throughout her shared stories, she would use lots 

of facial expression and give details. Often, she used pantomime to make her ideas clear. 

This type of modeling, then, ser\'ed as an instructional device on two levels: the students 

learned content and vocabulary from Csilla's stories and their comprehension of the 

In addition to myself, there were other occasional visitors from the University's English Language and 
Linguistics masters' program who came to observe CESL classes. 
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directions was facilitated through a salient representation of what they were expected to 

do. 

The Vlultiskills Workshop, which met from 1:00 to 1:50 on Mondays, 

Wednesdays, and Fridays, also benefited from reviewing information and repeating 

material from handouts a few times. The scheduling of this class, meeting every other 

day. also created a situation where repetition and making connections to earlier class 

work was necessary. One such example comes from a sequencing task in which students 

were required to organize a series of lines into a story. TTiis task not only enabled 

students to look at narrative sequencing, but also provided an opportunity for them to 

review vocabulary words and check their comprehension of a reading from an earlier 

class. Csilla followed up this activity by reading the story back to the students,enabling 

them to check the order they had guessed. Throughout the reading, students would 

identify new vocabularv' words. She would either elicit a definition from the class, or 

give her own if the term was generally unfamiliar to the group. This further aided in the 

students' overall comprehension of the story and provided them with the opportunity to 

understand why they might have made an error in their sequencing of the sentences. 

Again, when necessary for clarification. Csilla would model information for the 

students to facilitate comprehension. This, too, incorporated her beliefs about advanced 

planning and made a connection to the overall "big plan." One depiction can be seen in 

this segment when Csilla prepared the students for the final exam by previewing material 

that would be included. 

Csilla refers to the last class and the two Halloween stories. She mentions 
that they didn't finish going over the second story together. She asks RM 
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to help her explain and act out the story. (Multiskills Workshop: 
10/13/1999. p. 330) 

Here, the use of pantomime not only presents an opportunity to make the meaning 

of the story more salient to the students, but also, when the students are included in the 

perfonmance, serves as a way to check their comprehension and function as teacher-

models for their classmates. 

5.1.1.2. "The Actors" 

The Basic Skills class was comprised of six students. There had originally been 

seven students; however. I later learned from another student that he had returned to his 

country due to his inability to deal with the culture shock he encountered in Tucson and 

his own shame about not placing higher than Level 10. the entry level in the CESL 

program. The makeup of the classroom was rather lopsided. There was only one woman 

in the class, from Korea. Though she was relatively close in age to four of the other 

students, her personality and cultural difference appeared to create a large gap between 

her and the others. She was reticent to participate in class, even when directly called on 

for an answer, or to interact with classmates in pair or group activities. In fact, it was not 

until nearly the end of the session that she began to participate on any level. One of the 

students was a Mexican man in his fifties who had retumed to school for language 

training through a program with the US Department of Employment Services. Three of 

the young men in the class were also Mexican. All from Sonora in northern Mexico, they 

had either been friends previously or became friends after coming to CESL. I observed 

them together every morning before class sitting on the inside stairs of the building 
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talking about anything except class. The other student in this class was also a young man 

comparable in age to the others. He was from Mauritania. He was different from the 

other young men in several ways. For example, the enthusiasm he exhibited in class 

contrasted sharply with the passive stance taken by the others. Even more incongruous 

was the juxtaposition of his enthusiasm with his tardiness—he was frequently observed to 

arrive as late as the second hour. 

Despite the apparent differences between the students, friendships between them 

developed over the course of the session. They could be seen helping each other in and 

out of class and even played good-natured jokes on one another from time to time. This 

may have been due. in part, to Csilla's perseverance at developing a supportive 

atmosphere among the students. One panicularly noteworthy example involved the 

Korean student. KB. Though she had displayed an unwillingness to interact with the 

others for several weeks, by the end of the session she could be seen talking with her 

classmates outside of class. On one occasion, CB, a young Mexican man, had given her 

"extra" homework without her knowing. Csilla had handed out photocopies of stories for 

the students to read over the weekend. The prank was discovered in class when Csilla 

asked the students to take out their handouts in order to retell the stories to their partners. 

She noticed that KB had two and asked her about it. It appeared that CB had handed KB 

two stories to read rather than just the one assigned. When asked about it, he sheepishly 

replied that the two handouts were stapled together. Marking her acceptance into the 

"ingroup." KB herself laughed with the others when she realized what CB had 

"unwittingly" done. 
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The Multiskills Workshop had 10 students who did not always mix as well. 

There were two men from Mexico, two women from South America, one man from 

Cyprus, and five men from the Middle East. One thing that all these students had in 

common was their age—they were all young. Several, in fact, had recently graduated 

from high school and were at CESL prior to beginning their university careers. The 

conduct of the students reflected their immaturity and made the class seem very 

challenging for Csilla. Throughout the session, I could sense that there were schisms 

between the students themselves and their attitude toward learning in general was not 

always a positive one. On several occasions early in the session. I remarked on my 

impressions about the particular difficulties with this group of students and acknowledge 

Csilla's equanimity and professionalism in dealing with the situation before her. 

I'm surprised that Csilla is able to maintain her compKjsure so well. Some 
of the students are so disruptive that it doesn't seem like "good fun." In 
fact, the energy appears to be somewhat negative and destructive to a 
cooperative, cohesive learning environment. I don't know how I would 
react myself and I consider that perhaps I am currently a little tired as this 
is my first intensive day of observations and it is getting later in the 
afternoon. Still, I feel it is to her credit that she never breaks and remains 
supportive and on an even keel throughout the hour. {Ohsen er's 
Comments, Multiskills: 9/1/1999, p. 301) 

One Monday. Csilla confided to me that she had "lost it" in the Multiskills class 

the previous Friday. The students had apparently become so unruly that her emotions got 

the best of her. She decided to take a new approach to working with the group. Based on 

their own suggestions about classroom conduct, she created a list of rules. During class 

that Monday, she reviewed the rules together with the students, focusing on their desire to 

improve their English more quickly. She explained that they would be able to achieve 
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their goals faster if they avoided the continual interruptions and breakdowns in discipline. 

After readine over the information. Csilla asked the students to take the list home and 

reflect on its meaning, give feedback, and sign the paper if they agreed to the rules. 

Thus, using a democratic approach and focusing on the students" own desires. Csilla 

beaan to turn the negative attitudes in the classroom around, makins for a more 
tw w w 

cooperative and productive learning environment. 

While Csilla. as well as other CESL teachers, continued to have some difficulties 

with this particular group of students throughout the session, this was not reflected in 

their interviews. In fact, one of the students commented that she was the most effective 

teacher he had ever had because she continually looked for different ways to help the 

students leam. Others, too. stated how they appreciated the way she approached the 

class, giving them useful tools, incorporating a variety of skills, and generally trying to 

make the classroom an enjoyable place to leam English. 

5.1.2. Dean - "The Manager" 

Upon first sight. Dean's John Wayne-esque stature can appear somewhat 

formidable from a distance; he is rather tall and, though more on the thin side, broad-

shouldered. On closer inspection, however, his usual facial expression is anything but 

fearsome. Instead, he is almost always smiling with a smile that can only be described as 

somewhere between wry and devilish. 

When asked to give an analogy for his relationship to his students. Dean 

responded. "I suppose a manager to the work crew of a profit-sharing plan" (Dean, 
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Interview #2). Elaborating on this idea, he further defined the relationship by saying that 

in a profit sharing plan. "They're both gonna share in the good things that come from 

completing this task" (Interview #2). Throughout this discussion, however, it was 

significant that he was never able to specify his own rewards in tangible terms. Instead, 

he expressed how the students would be better prepared for entering the university. "I 

just get some satisfaction out of it I guess is all ... I mean if you can't feel good about 

your job ... you gotta feel good ... So that's, you know, a reward. There are a lot of 

rewards there ... They will do well and I'll praise them—^praise them high" (Interview 

#2). 

I had the opportunity to sit in on Dean's classes during the summer session. His 

comments about "profit-sharing" and praise were borne out in my observations. 

Moreover. I found his classroom to be a joyous place where students were always 

laughing and engaged in the learning process. Part of the profit-sharing revolved around 

the students" equal participation in the classroom. For instance, during a review of a 

daily vocabulary quiz, there was some question as to whether one student's response was 

accurate in the given context. Noting the way he handled the situation, I wrote, "Dean 

asks the students to decide what is fair for the others using a democratic process" 

(Ohscn er's Comments. English for Academic Purposes [EAP]: 7/29/1999). His fairness 

and welcoming of students' opinions in the tradition of Critical Pedagogy (though he 

does not profess to practice it) provided a foundation for a democratic environment where 

all students had the opportunity to present their subject positionalities. For example, I 

made these "observer's comments" on his approach on three separate occasions: 
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Dean is constantly allowing for different ideas, different approaches and 
ways of doing things. (EAP: 7/27/1999) 

Dean often asks the types of questions that require interpretation and 
prediction on the part of the students. (EAP: 8/2/1999) 

Dean finds many opportunities to praise the students and make them feel 
important. (EAP; 7/28/1999) 

It was also during the summer session that the theme "humor" began to emerge as 

something that appeared relevant to a definition of "effectiveness." Not only did Dean 

and the students from the summer session mention it in their interviews, but it also 

continued to play a central role in the classes I observed. The nature of humor in the 

classroom also supf>orted the mutual respect evident in the two-way exchange between 

teacher and students. 

Laughter is very common in this class. (EAP: 7/26/1999). 

Again it is obvious that humor—as stated in Dean's personal interview— 
plays a large and important role in his class. (EAP: 7/29/1999) 

The students joke and offer jokes as freely as Dean does. He is always 
quick to laugh at their jokes and genuinely appreciates the students" 
humor. (EAP: 7/29/1999) 

5.1.2.1. "The Office" 

"I look at this old building— of course I like it because it's old. and I look 
down the hall and it's clean and doors are old. You know, all that. And I 
just love it" (Dean, Interview #1). 

The above statement was uttered by Dean in the context of discussing how he saw 

school as a "refuge." This image has been constant for him since he was a schoolboy 

himself. Now. as an adult and a teacher, he attempts to recreate this feeling for his 
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Figure 53. Classroom Layout for Summer 
English for Academic Purposes (C215) 
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Figure 5.4. Classroom Layout for Writing (C203) 

SIDE BOARD 

• 

sfl 

V • spn 

• [ 
• 

• • • 

• 

T 
E 
A 
C 
H 
E 
R-
S • • • 

WINDOWS 

DdOR 

F 
R 
O 
N 
T 

B 
O 
A 
R 
D 

students where CESL is a safe haven for learning. More than that, for the international 

students, it is a place where they can begin to experience American culture and become 

accustomed to what is expected of them in the American university classroom. 

I was able to observe Dean in action during the summer and fall sessions. In the 

summer, he taught an advanced level class. English for Academic Purposes (HAP) 

(Figure 5.3). A conflict with my own teaching schedule prevented me from observing this 

same class in the fall although I was still able to administer the questionnaire to the 

students from that class. Instead. 1 sat in on his fall Writing class for the high 

intermediate level students (i.e.. Level 50) (Figure 5.4). In all cases, his classes were 

larger and more regularly attended than the typical CESL classes, with the summer EAP. 

fall EAP, and fall writing class to include 15. 12. and 15 students respectively. Due to 

the larger number of students. Dean's classes were generally assigned the larger rooms 

with free-moving, traditional-style desks in them. Though this provided the students with 

proportionately more freedom of movement than the rooms with tables, they tended to 
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remain in the back half of the room with a couple desks fringing off in an arc around the 

centrally located teacher's desk. While students very frequently turned their desks to 

work with partners or small groups on exercises, there was not generally much movement 

around the room during class. Instead, some students remained in their favorite seats on 

a daily basis while others would change to different locations around the room at the 

beginning of class. Once the p)Ositions were established from the beginning, they 

remained constant throughout the jjeriod. 

5.1.2.2. "The Workers" 

The title "workers" provides an apt label for the students in all of Dean's classes. 

Despite, or perhaps because of. the laughter and the exchange of ideas that is a continual 

part of this experience, all the students recognize the high expectations he has of them 

and they apply themselves diligently to meeting them. Students are required to take a 

daily quiz in both the EAR and Writing classes. Many students comment that this helps 

them to stay on track and keep their studies up-to-date. Of course, nothing is guaranteed 

to work every time; there is always the chance that a teacher's approach to one class. 

relative to the subject matter or the different mix of the students themselves, may not be 

welcomed by all or may simply require some time to be accustomed to. 

Dean calls on individual students to answer the item numbers that were 
due for this class period. As one student reads an item which incorrectly 
includes the preposition "near to," Dean tells the students to be sure and 
put an "X" over the "to" as many people make this same mistake. He goes 
on to add, "but not in this class, right?" There is no response from the 
students. (Writing: 9/20/1999, p. 208) 
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Tlirough his own recognition of what is and what is not working, however. Dean 

is able to focus in on what the students respond to and turn the climate of the class around 

relatively quickly. When I attended the same class only a week later, the relationship 

between him and his students was quite different. For example, while reviewing 

homework with the class, he identified a common American mistake. He explained that 

native sF)eakers of English often omit the '*-ly" on the end of adverbs and utter sentences 

like "He drives too slow." Emphasizing the ending, he repeated the sentence with the 

correct adverbial form and asked the students to try some of the examples. When there 

were no immediate volunteers. Dean tried a different approach by asking the students to 

identify themselves as "brave or chicken." Many students found this question humorous 

and giggled. Dean responded to their giggles by offering that "This is kind of "chicken" 

Monday, isn't it?" This led to a heightened level of laughter among the students. Once 

engaged in this manner, they were able to get past their hesitation and volunteer to 

practice the examples. 

Of all of the classes that I observed (and even the one where I only administered 

the questionnaire). Dean's classes were not as skewed as many of the others that had a 

higher percentage of students from one particular country' or cultural background. 

Rather, his classes exhibited interesting mixes of peoples from all over the world. 

Though CESL does not necessarily group students by nationality, it was not uncommon 

to see a group of 15 students representing at least 10 different countries in one of his 

classes. In fact, it should be noted that the students are usually able to choose between 

several EAP class options at Level 70. The fact that these classes are always full and 
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draw such a heterogeneous group of students inay also attest to Dean's reputation among 

CESL students and teachers as an app>eaiing. demanding, and effective teacher. 

5.1.3. Kev i n - "The Friend" 

We do dialog journals through e-mail ... And usually I sign off as, "your 
teacher and friend." And I think that aix>ut sums it up. I'm their teacher 
and I also consider them as friends of mine ... and treat them accordingly. 
(Kevin. Interview #2) 

While I was hoping for a more vivid metaphor that would evoke definite images 

for each teacher-participant's characterization that I could either defend or tear down, 

"friend" seemed the most appropriate. Not only did it come from Kevin's own words, 

but it also emerged naturally from the student-participant interviews as they described 

him. In addition to teaching. Kevin organizes and participates in many extracurricular 

events with students, such as spKjrts. He explains that "any time you do stuff with the 

students outside the classroom is, I think, very valuable because you create a bond that 

you can't get while you're inside a classroom" (Kevin. Interview #2). In CESL, he is one 

of the favorite teachers among the students and this is also reflected in his overall ratings 

based on the student evaluations. Similarly, several students, regardless of the class they 

were in at the time, listed Kevin as the best language teacher they had ever had on their 

questionnaires. My own observations further supported the friendship and mutual respect 

that existed between him and the students. For example. Kevin would often use the 

students' languages when possible during class, either to help with a translation when 

someone was struggling over a new word or to playfully joke with a student. Several 
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students also commented on this in their interviews, indicating that his efforts to 

acknowledge and give respect to their languages and cultures were greatly appreciated. 

Kevin also took opportunities to give students credit for their ideas and 

incorporate those ideas into the lesson. For instance, during a quiz one day. a student. 

ZC. claimed that he knew what the final question would be. When he offered the 

question. Kevin said, "That's exactly right." To reinforce his recognition of the ZC's 

idea, when it was time for the last question. Kevin turned to ZC and asked him to recite 

his question for the whole class, thus making it part of the quiz. 

ZC's belief that he knew the final question on the quiz also points to another 

feature of Kevin's classes: students know what to expect and what is expected of them. 

As students finish the quiz, the bell rings. Kevin says that he wants to 
assign the homework for tomorrow before the students take their break. 
He announces that there will be no quiz tomorrow. The students respond 
in chorus that it will be "on Monday." Kevin asks how they know. 
(English for Specific Purposes [ESP]: 9/16/1999. p. 523) 

Through the repetition of certain procedures on a daily or weekly basis, expectations on 

Kevin's part are easily recognizable to the students. They always know what is coming, 

and are freed up from learning the procedure in order to explore and leam the content and 

language. 

In his interview. Kevin refers to a pervasive "teacher's awareness." By 

conducting the observations, I could see how this awareness was apparent in his praxis. 

Kevin seems to address problems as they occur. As he hears students making some 

recurring errors, he takes a moment and breaks from an activity in progress to address the 

problem at hand (cf. Doughty & Williams, 1998). Similarly, during individual or pair 
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work. Kevin walks around the room, monitoring. In this way. the awareness is not 

reserved for only the few best students or the worst students, but tuned in to all the 

students equally. If he perceives that students are doing well, he leaves them alone. If. 

on the other hand, they are having some difficulty, he takes the opportunity to give those 

students personal attention. 

In addition to maintaining his heightened awareness, he remains active throughout 

the class. His body is very engaged when giving directions and explanations, helping to 

clarify the information he is presenting. This image of Kevin, however, presents him as 

somewhat of an enigma when juxtaposed with his "other" public demeanor. A rather 

private person, he doesn't often interact with colleagues. Inside the classroom, his voice 

is active and engaged. Outside the classroom with peers, he is sometimes barely audible. 

Also in the classroom, he is engaged, motivated, and interested in the students. This 

carries over into his organizing and participating in extracurricular sports with the 

students. Once class and sports are finished, though, he epitomizes the strong silent type, 

sometimes seeming aloof and unapproachable. While both are obviously parts of his 

nature. Kevin, like his students, appears to experience a sort of freedom within the more 

clearly defined roles of "teacher" or "coach." He can identify the expectations of these 

roles. 

5.1.3.1. "The Meeting Place" 

I was able to observe three of Kevin's classes, more than any of the other teacher-

participants. I attended two of his Writing classes, one in summer and one in fall, and his 
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Figure 5S. Classroom Layout for Summer 
and Fall Writing (C215) 
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English for Sjjecific Purposes class in fall. Two of the physical features of his classes 

were particularly noticeable: the layout of the room and the makeup of the students. 

At the beginning of every class period. Kevin came in early and single-handedly 

or with the help of students rearranged the desks so that they were all positioned against 

the walls of the room (Figures 5.5 and 5.6). The "free space" was utilized principally by 

Kevin himself. In his ESP class, the space was used at the beginning of every class 

period for a question and answer exchange between the students based on questions that 

Kevin had written on the board. Afterward, the students mostly remained at their desks 

throughout the class period. 

The second most salient feature was the demographics of the students themselves. 

Kevin seemed to have a large contingent of Arabic students in his classes. While there 

were certainly a large number of students from the Middle East during the period of the 

study, the number of Arabic students in Kevin's classes averaged approximately 50 per 

cent, representing the single largest ethnic group in any single class. While it is very 
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probable that placement alone could have been the cause, it is also worth noting that 

Kevin was practically the only CESL teacher to have studied some Arabic. His use of the 

language in class provided a comfortable environment for many of the Arabic students, 

which they attested to in their own interviews. It was also apparent in the classroom 

observations as suggested below. 

Already students have come to know Kevin's expectations of them. It 
seems the rapport he has talked about building in his classes has already 
begun to take hold in this one. What could it be? Is it the fact that he 
occasionally uses Arabic and the majority of the class is comprised of 
Arabic students? {Ohscn er's Comments. ESP; 9/7/1999. p. 504) 

In a typical example of his classes, the following excerpt indicates how class 

always began with a personal interaction. The rhetorical question. "Are you ready for 

English?" always indicated that class was about to begin. 

Kevin comes in the room and says. " Good morning, friends." KC 
reminds him that they still have a minute until the bell rings, suggesting 
that they are not ready to begin working. Kevin smiles and asks, "Am I on 
lime?" He sets his materials down on the teacher's desk and tums to ask 
the students who are present, "What's new?" 

By this point, all the students have arrived and Kevin asks them one at a 
time what is new with them... 

Kevin next asks everyone, "Are you ready for English?" The students 
chime in a group "yes." 

Kevin writes three questions on the board ... (ESP: 9/9/1999. p. 509) 

One of the most salient features of all Kevin's classes is the structure. With a 

slight variation depending on the subject of the class, the daily sequencing of the lesson is 

virtually identical. In turn, the students quickly leam what to expect in terms of 

classroom protocol. Perhaps this serves to facilitate learning on several levels. For 
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example, the students do not have to continually adjust to new tasks with new directions. 

Since ihey are already familiar with the types of tasks performed in the class, they are 

freed up to acquire the new information being presented. 

The structure also keeps the class from losing momentum. Students know what to 

expect and are able to pick up transitional cues quickly when tasks are changed. This 

pacing combined with Kevin's awareness to keep the class engaged and interactive. 

As he reviews the paragraph on weather's effects on intelligence. Kevin 
keeps prompting until students give a response to his questions. 

OC: This is another example of the pacing of the class, as well as 
Kevin's high energy level. When he is "teaching," he is always "on" with 
a high energy level. He withdraws to a great extent when students are 
working in pairs or presenting though he remains omnipresent. (ESP: 
9/9/1999. p. 512) 

At the risk of making Kevin sound like a fearful character, the following 

observer's comment clarifies his omnipresence. 

This "checking in" seems to serve several purposes. In one sense. Kevin 
is policing which keeps the students on task. He can also offer help to 
students when and if they need it. Finally, he is monitoring their progress 
(e.g.. Do they understand what they need to do? Do they get the grammar 
and pronunciation ?) and the time. (Ohserx er's Comments. Writing: 
9/14/1999. p. 608) 

5.1.3.2. "The Friend's Friends" 

The students are chatting with one another when Kevin enters. They have 
been planning to incorporate information from a previous class reading to 
play a joke on him. They decided that since it is cloudy today and low 
pressure increases forgetfulness. today is a poor choice for having a quiz. 
Kevin listens and laughs. Then he asks them what will help them 
remember. JC offers that an opjen book might work ... (ESP; 10/5/1999. 
p. 542) 
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As stated earlier, nearly half of the students in Kevin's classes were Arabic. TTie 

remainder of the students represented a veritable United Nations. At present, the one 

thing that was clear was that all his students considered him an excellent and effective 

teacher. Despite the time of day. nearly all students arrived on time for class—several 

even came early. Despite the high degree of structure, the students felt that they had 

freedom to express their ideas and practice English. Despite the driving pace of the class. 

all the students were attentive and involved. Despite the amount of work that they were 

required to do. all the students enjoyed the class. This latter fact emerged again and again 

in the interviews, questionnaires, and classroom observations. 

OC: Throughout the reading, there is a light, joking atmosphere. 

The anicle talks about how one female doctor says that "white" foods are 
bad for people. One example is milk from a cow. When the next sentence 
begins with "She says..." Kevin asks who "she" is. One of the students 
jokingly says, "The cow," and all the students laugh. (ESP. 9/21/1999, p. 
527)"" 

OC: Again, the freedom for joking in this class is apparent. The teacher 
himself often engages in initiating jokes with the students and is not put 
out if they initiate something. In fact, he maintains a good sense of humor 
throughout. The atmosphere is almost always easy in the sense that 
students feel it's okay to joke with one another and with the teacher. 

Kevin asks. "Anybody who never told a lie?" HS offers himself. From 
the response of the students it is apparent that none of his classmates 
believe him. Kevin says maybe BS never told a lie. but he wouldn't really 
believe anyone else. (Writing: 9/23/1999. p. 617) 

Returning to the original characterization presented in this section, it hardly seems 

appropriate on my part to offer "friend" as an analogy for Kevin in his relationship with 

his students. Judging from his own description and his students' supporting comments. 



137 

he is a friend to his students in addition to being their teacher. They appear to genuinely 

love him for the former, and respect him for the latter. 

5.1.4. Laurel - "The Choreographer" 

While this characterization was not the one that originated from Laurel herself. I 

felt justified in using it based on her discussion of her passion: dancing. Moreover, her 

appearance resembles that of someone from the world of dance. She can often be seen 

walking in a very determined manner down the hall with her head upright and her back 

straight, wearing a loose skirt and colored tights. Though "dancer" might immediately 

seem to be an obvious choice. I chose the related characterization for several reasons. 

When I directly asked Laurel about the relationship between dancing and teaching, she 

clearly noted that there were some differences for her. Indeed, she always explained 

what she wanted students to do. often modeling things for them to make directions and 

ideas clear. The activity and energy that embodied the classroom resulted from her 

arrangements of the students in all sorts of combinations for different activities. Variety 

and creativity were quintessential parts of every class. The following excerpt, then, 

combined with my classroom observations and her outward appearance, led to my 

interpretation and choice of "choreographer." 

Laurel:(Laughing) Dancing is elemental ... There's a rhythm and a 
swoop and a creativity to it if the music is right ... It's freedom. 
power, creativity, grace, joy. all at the same time. It's timeless... 

LB: Do you ever bring this sense of "dance" into class? 
Laurel: (Laughing) I should have anticipated that question. 
LB: You should have. 
Laurel: There's an echo of it. Larry. There definitely is. There definitely 

is. It's not physical like dance— it's lacking that. But it's—there's 
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definitely a dance of the classroom where activities and minds and 
moods ebb and flow and I get to play with that, balance it. tickle it. 

Herein it is possible to see the nature of the choreographer. Laurel is always 

creative, always willing to let students explore their talents. She provides them with the 

music, models the choreography, and lets them dance. During and after class, she is 

supportive, encouraging, and ready to give well-deserved praise. I often observed this 

latter feature and mentioned it in my field notes: 

OC: Laurel gives a lot of encouraging, positive feedback. After the 
bookshare. she said. "I am very impressed. This is fantastic." and 
continued to praise the students for their selection of books and the way 
they conducted the exercise. Time seemed to move very quickly and it 
was breaktime before I realized it. (English for Sp>ecific Purposes [ESP]: 
9/1/1999, pp. 401-402) 

Another element I noticed about Laurel's nature, at least as a teacher, was that she 

always remained in control. However, like the earlier reference to "control" in Csilla's 

inierview. control here does not equate with "controlling." or "overbearing." Instead, this 

t>pe of control is part of her conscientious awareness of what is desired by and what is 

working for the students. Thus, the control is not imposing, but attentive in relation to 

the perceived and/or stated needs of the students. 

...Laurel has been very specific about her motivations for nearly 
everything to me. She is very methodical about how she organizes the 
class and it rarely seems like anything goes on that is not accounted for, or 
at least in some small way possibly anticipated by her. She calculates 
every possible move as if she were engaged in a large chess game. 
(Ohscn-er's Comments, ESP: 9/8/1999, p. 409) 

To further emphasize Laurel's control and awareness of the events in class, I have the 

following example. In the course of my observations, I noticed that there were a few 

occasions when Laurel left the room for a few minutes while students were working on 
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some group activity. From my persjjective. there was no apparent reason for this sudden 

departure; that is. she didn't retum with additional materials or anything that would 

necessarily explain her move. One day. noticing my confusion, she came over to me and 

confided that she goes out of the room on purpose. She staled that students might be 

inhibited from talking when the teacher is in the room, so she intentionally gave them the 

opportunity to talk more freely. This information added support to my earlier idea that 

she calculates everything. 

During one class period where Laurel had started the class by telling a story about 

her own experience in Kazakhstan some years earlier, she introduced the concept of 

culture shock. As this group's advisor, she felt responsible for their adjustment to 

Tucson, as well as to CESL. By sharing her own story, she was able to get the students to 

open up and discuss some of their frustrations with the class. CESL in general, and 

Tucson. Respectful of their differences and concerns about retribution she found ways to 

enable all their voices to be heard. 

Laurel goes back to talking about culture shock. She gives some social 
science definitions and tries to get the students to apply it to their own 
experiences here in Tucson. She asks the students to anonymously write 
on a file card something that they are angry about right now. whether it be 
in the US, Tucson, or CESL... 

Laurel explains the next task. She asks the students to find one partner 
and exchange their ideas with one another. When they are finished, they 
should find a new partner and exchange their ideas. She asks them to try 
and remember the different complaints that they hear... 

OC: The students are very active in this interchange of ideas. Laurel 
says that she keeps looking for signs of the discussion waning, but doesn't 
think it has let up at all. She says she considers this a healthy way for the 
students to vent their frustrations. There is also laughter amongst the 
talking. (ESP: 9/22/1999. p. 432) 
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5.1.4.1. "The Roor" 

"When the dancing is at its best, the partner and me and the music all 
merge. There's just a oneness." (Laurel. Inter\'iew #2) 

In my first year teaching at CESL. I occupied the cubicle adjacent to Laurel. The 

first time I saw her desk. I recall referring to it as "organized chaos." Though there 

appeared lo be papers, books, and other implements associated with a teacher's office all 

over the place. Laurel could easily identify which items were on the desk versus in the 

desk, and could readily locate any one of them at a moment's notice. My first exposure 

to her teaching some three years later gave me a similar impression. Many things were 

going on at the same time: there was a cacophony of voices coming from all directions, 

students were arranged in a variety of groupings, some were seated while others were 

moving about, and everything seemed to be in a state of chaos. Like Laurel's desk, the 

organization was not apparent, yet. upon closer inspection, it did exist. This time, 

however. I declined from my previous characterization and opted for the analogy of a 

"three-ringed circus." The difference was enjoyment. Students were smiling, some were 

laughing, and everyone was speaking English. The mood was joyful. 

As the above description states, activity was constant in Laurel's class. Referring 

to herself, she reinforced this notion by saying. "I think students stay more awake if you 

don't always stay in the same place in the classroom or use the same tone of voice or start 

your lessons in the same way" (Laurel. Interview #3). It is for this reason that I also omit 

a classroom layout for this particular class. Though this 40's Level group occupied room 

C215 (refer to Figures 5.3 and 5.5). the students' desks hardly ever remained in the same 
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places during the course of the lesson. I made several entries to the observation field 

notes that reiterated this fundamental idea of motion in her classroom. 

One thing that I have noticed between the two days I have been in 
attendance so far is that students tend to be very active in class. They are 
always engaged in some activity that quite often requires them to interact 
and move around the room ... (Ohsener's Comments. ESP: 9/3/1999. p. 
405) 

Once again, there is a flurry of activity where students are asked to engage 
actively in the class and their learning process. There is rarely a passive 
moment when students are not doing something. {Ohsen-er's Comments. 
ESP: 9/13/1999. p. 416) 

Again, the constant motion in the classroom and the way in which Laurel arranges 

it provides support for the characterization chosen for this section. The "dance of the 

classroom" unfolds with the students' participation, interaction, and shared creativity. 

Their learning/acquisition of English emerges through co-construction and epitomizes the 

Vygotskian Zone of Proximal Development (Scarcella & Oxford. 1992: Vygotsky, 1962) 

where two or more can fill in the gaps of one working alone. 

5.1.4.2. "The Dancers" 

The composition of Laurel's class consisted of the following: seven Arabic men 

from different parts of the Middle East (Qatar, Saudi Arabia, the United Arab Emirates, 

and Lebanon), one Chinese woman from China and one from Taiwan, two young 

Japanese men and three Mexican youths—two males and one female—fresh out of high 

school, and an older Mexican woman undergoing job retraining—fifteen people in all. 

This group came together on a daily basis in CESL's room 215 from two to four o'clock 

in the afternoon. When I asked if any of them would volunteer to be interviewed, twelve 
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of the fifteen agreed. I found the student-participants in this class to be exceptionally 

willing as a group to express their ideas, positive or negative, and to take pan in my study 

in whatever capacity requested. While this was certainly reflective of the students' own 

personalities. I can't help believing that a portion of their willingness was due to the 

supportive and democratic cla.ssroom environment that Laurel actively created with them. 

Both in class and out. Laurel welcomed the students to share their voices and responded 

by letting them know their voices would be heard. Continuing the discussion on 

complaints from above, the following segment from the observation field notes provides 

an excellent example of problem-posing and negotiated action taken in a classroom. 

With the whole group. Laurel asks if they can identify what are some of 
the major complaints. The students say that there are too many tests and 
there is too much homework. Laurel wants to hear more. 

BR retorts in disbelief. "TTiis [CESL] is not a democracy." Laurel 
responds. "No. but it is a negotiacracy." She explains that not all good 
ideas come from teachers. One of the students makes the suggestion that 
they have the weekends free from homework. To this. Laurel asks why. 
"What would you do?" Several students offer very good and reasonable 
possibilities for engaging in other English practice, such as learning about 
Tucson, going to movies, and reading. (ESP: 9/22/1999. p. 433) 

Acknowledging their suggestions and reflecting on her desire to foster leisure reading 

among them, she decided that she must give them some time outside of class to read for 

fun. Laurel agreed, at least for her class, that she would not give any more homework 

over the weekend. In this way. she showed the students that their contributions were 

welcomed, important, and respected. 
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5.2. ADDENDUM TO THE CHARACTERIZATIONS 

This section is necessary to clarify one small point. The above characterizations 

were intended to give clear descriptions of these teacher-participants in their classroom 

contexts with specific students. While I have focused primarily on the positive, 

reinforcing, and effective qualities these teachers possess, it was never my intention to 

present two-dimensional caricatures of the "perfected" teacher—I myself am suspect of 

any too-good-to-believe individuals. Therefore, let me reassure the readers that these 

teachers experienced the same occasional anxiety and frustration, as well as the joy. as 

other teachers. Indeed, part of their strength exists in their humanity. Here I propose that 

the term "humanity" functions on two levels. First, humanity emerges out of what Freire 

(1970. 1992) refers to as the "ontological vocation" of man: becoming more human. By 

recognizing and owning their own unique strengths and weaknesses, these teachers can 

admit their own fallibility to their students and position themselves as panners rather than 

dictators In the learning process. This may, in fact, be one crucial element that 

determines effectiveness in teaching from the student perspective. As one student says. 

"Every teacher has good ability to teach but good teacher is rare because humanity is 

more difficult than teach[ing]." (CA, Level 70. 10/7/1999) 

Second, humanity as a critical process enables teachers to recognize the different 

capacities to fail as well as to succeed, for both themselves and students. In this way. 

teachers avoid the dehumanization of students that comes from imposing a unilateral 

image of achievement on them, understanding that individuals may be "programmed" to 

be a certain way. "but not determined" (Freire, 1992, p. 98). In searching for a way to 
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respond to potential differences in student performance and avoid dehumanizing students. 

Dean suggests. "Aim for the top half, and those that don't make it. they'll get something 

out of it even though they don't pass...if they try. [I try to be] respectful of effort ... 

encourage differences ... tolerant of criticism." (Dean. Interview #3). 

Laurel expands on this thought by musing: 

There comes a point where I have to invoke the old mantra, "You can't be 
everybody's best teacher." And the other old mantra. "Some people aren't 
here to leam what you think you're here to teach." These things do 
reassure me. but I'm not willing to have recourse to that comfort easily. 
(Laurel. Interview #3) 

And perhaps, that is what makes all the difference in effectiveness—a willingness to keep 

engaging the process and looking for ways to give each and every student something that 

will benefit him or her when he or she walks away from the classroom. 
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6. RNDINGS 

6.1. HOW DO THESE ESL TEACHERS CHARACTERIZE EFFECTIVE LANGUAGE 

TEACHING? 

From ihe interviews of each of the teacher-participants, the categories that were 

derived revealed a great deal about how these individuals approach the task of teaching 

ESL in a multicultural classroom environment. That approach, as well as the themes that 

emerged from this study, reveals information about the teachers as people, situated 

synchronically and diachronically in their praxis. This information was further supp>orted 

by the classroom obser\'ations. 

Reviewing the hierarchical categories that were advanced in Section 4.2.2. each 

will be presented in turn as it contributes to the teachers* definition of effective language 

teaching. These are: 1) Beliefs about learning. 2) Beliefs about teaching. 3) Beliefs about 

the program and curriculum. 4) Beliefs about language teaching as a profession. 5) 

Teachers' background!self-assessment. 6) Self-reflection on their own learning 

experiences. 7) Student-teacher relationship, and 8) Definitions of effective language 

teaching. 

6.1.1. Beliefs About Language Learning 

Richards and Lockhart (1994) assert that language teachers' beliefs about learning 

often stem from their own life experience and teaching preparation, as well as their own 

personal experience as language learners. Evidence in support of this statement appears 

directly in the teacher-participant interview transcripts. Combining all three of these 



146 

sources of experience. Laurel reflected on her own somewhat restrictive "upbringing" to 

offer the following: 

You know I don t often think about how my early life affects me as a 
teacher. I tend to think more about how much I've learned from 
workshops and from other teachers and from books and from people here 
at CESL and from conferences ... There is a strong strand in my thinking 
about every class 1 teach that the students are in charge of their own 
learning—and it's quite possibly a reaction to exactly that upbringing. It 
makes sense, doesn't it? That what I impose on them will not be as useful 
to them as what they choose to do. So student choice I think is one of the 
absolute most important variables in any teaching/learning situation. And 
at the bottom, the basis for that is my belief that the desire to learn is just 
an unstoppable human propensity. People love to leam. Learning is fun. 
And if you give people choices. ... they will come and unerringly choose 
the one that's best for them. They will not make the lazy choice because 
it's a lot more fun to be in the challenge zone. So if you give students 
enough choices, they'll choose the right challenge and they'll leam faster. 
(Laurel. Interview #2) 

Complementary to the reflection about where teachers' beliefs about leaming 

originate, there exists a cenain expectation which those beliefs inform. In his discussion 

about how his own leaming experiences influenced him. Dean states that "being easy on 

a student is just counterproductive ... you have to expect a lot. It probably falls into line 

with that not much was expected of me. so I— I try to expect more of my students" 

(Dean, Interview #1). This idea is echoed by Laurel who explains that, "if you believe 

the best of people, they rise to it again and again" (Laurel. Interview #2). 

Yet alongside the high expectations that these teacher-participants have, they also 

have the awareness that students, too, have expectations. Occasionally, this awareness 

may be predicated from teachers' beliefs about different language orientations (Kono, 

2(XX); Ruiz, 1984, 1998). 
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...for them. English is not a goal: it's a tool. For me. it was a goal. In a 
way. it was a tool because I use English to teach, but being perfect in 
English was ... part of being an English teacher ... (Csilla. Interview #2) 

There is further the recognition that students" beliefs about language teaming may be 

profoundly different from the teachers". Thus. language teachers also need to 

acknowledge "the importance of clarifying to learners the assumptions underlying 

teachers' classroom practices, or accommodating classroom practices to match them 

more closely to students' expectations" (Richards & Lx>ckhart. 1994. p. 35. italics added 

for emphasis). 

We [language teachers] are interested in words— many of us— words for 
words" sake. We like dictionaries and we like foreign languages and we 
think words are just fun. See our students are just not that way. They"re 
trying to get their engineering degree ... they want to memorize and use 
[the language to] get through school ... I tend to guard against thinking 
my students have the same interests as I do. (Dean. Interview #3) 

Within these segments, the beginnings of the working definition emerge as the 

teacher-participants focus on meeting expectations, identifying that this is a 

multidirectional function which must be continuously renegotiated in the task of teaching. 

6.1.2. Beliefs About Teaching 

In a separate study looking at teacher and student beliefs about language 

instruction. Schulz (1996) surveyed 92 second/foreign language teachers and over 800 

students. Her analysis revealed that a gap existed between what each thought was 

necessar\' to facilitate and enhance language learning. While students generally felt that 

they needed more explicit error correction and grammar teaching, the majority of 

teachers embraced a communicative approach as the best way to teach language. This 
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gap underscores what I believe to be a major problem contributing to ineffective 

language teaching: there is often very little meaningful dialogue between the teachers and 

the students about what is happening in the classroom. As Freire (1970) suggests, the 

failure of many educational curricula is due to the teachers' lack of consideration for the 

desires of those involved: the students. With regard to the current study, this does not 

seem to be the case. In many instances, the four CESL teachers either share their 

students' beliefs, accommodate their beliefs when feasible and practical, and/or do their 

best to articulate why they follow their particular approach. Thus, they maintain an 

ongoing student focus and provide variety in the classroom to address as many different 

needs and desires as possible. They also have a plan prepared, but remain aware and 

versatile enough to make changes to their plan at a moment's notice, even if it is already 

in progress. 

Laurel explains how she views teaching as: 

a mutual process of discovery between me and the student as to what 
needs to be learned here and what's the best way to leam it ... The best I 
can expect to do is understanding what the student wants or needs to leam. 
(Laurel. Interview #3) 

Dean also maintains this student-focus as he asks himself, "what kind of things do 

they need" (Dean. Interview #3). He explains that "There's a mixture of ... nurture and 

nature" (Interview #2), which Laurel refers to as "caring intensely and letting it show" 

(Laurel. Interview #3). Scarcella and Oxford (1992), in detailing their own approach to 

communicative language instruction (the Tapestry Approach), find these characteristics 

"essential because they are foster caring, growth-inducing relationships that enhance the 

quality of lives" (p. 4). Thus, effective language teaching combines the professional 
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development from pre-service education, in-service development, and experience, with 

the human soul of someone who genuinely cares about the students (cf. Freire. 1970. 

1992. 1998). 

Planning and preparation also play an important part in the teacher-participants* 

perspectives on teaching. All of them discuss arriving about an hour or so before class to 

review the plan for the day and. in some cases, preparing for the following day's lesson. 

Despite this advanced planning, however, these teachers believe that effective teachers 

develop "teacher kind of senses." which are described as "keeping you ears open for 

interaction and ... seeing ... whether they seem to be involved with each other or not" 

(Kevin. Interview #2). This type of awareness relates to the lesson where a teacher might 

"realize it's a bad plan. Or it's a good plan, but for some unforeseen reason it's just not 

working with this group of students" (Csilla. Interview #2). In those moments. "If 

something doesn't work, usually I'll terminate it. Like if it's bombing ... change it" 

(Kevin. Interview #2). 

One way to develop a good plan is to find a balance. Variety seems to be the key 

(Oxford. 1993). "I believe in variety in a classroom to keep people awake and alive. 

Don't always do it the same way" (Laurel. Interview #3). This variety can refer to many 

things, such as the way the teacher presents new material, the way the students engage 

learning, the types of grouping that take place in any given class period, and the types of 

media used for and by students. The possibilities are only as limited as the imagination 

of the teacher and students. But this is not to suggest that every moment of class should 

be a surprise to students. As this case study has taught me, students not only want, but 
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may also need a certain degree of repetition to make connections either to their own 

experience or to material from previous classes, facilitating schematic relationships and 

enhancing learning. "It's not that I believe in unbridled variety. That's why I like 

routine. Classroom routine gives students an anchor" (Laurel. Interview #3). 

6.1.3. Beliefs About the Program and Curriculum 

Language teaching programs, on some level, may be considered a sum of their 

parts (Richards & Lockhart. 1994). In any program, the philosophy, mission, policies 

and practices, are reflective of the "collective decisions and beliefs of individual 

teachers" (p. 38). Among the many issues that may be explicitly represented as part of 

the curriculum or only implied in praxis are a focus on needs analysis, student centrality. 

the use of authentic materials, and multiculturalism. 

In reflecting on his own experience. Dean refers to school as a "refuge." In his 

first interview, he describes his feelings about school as "a friendly, warm place.' and 

makes a connection to CESL. He sees CESL. in particular, as a safe haven for the 

international students entering this strange "new world." 

"They don't have to provide their own activities which is especially 
difficult in a foreign country for a lot of people. There is the prospect of 
future success and wealth...in a word, it's a hope. Pretty hard driving 
force and most of our students are hard driving ... for ESL students, a new 
world is opening I'm sure. As it did for me. there's a new world out there 
with new people and they're looking at themselves, their own culture you 
know within a different light ... It's a secure place where they're learning 
to think." (Dean. Interview #2) 

In a sense. Dean, Kevin, and Laurel, "grew up" at CESL. They have all been 

employed there in excess of 20 years. Additionally, all the teacher-participants refer to 



151 

the ease with which they seemed to obtain a teaching position there despite the fact that 

there is strong competition for posts in the program. Csilla's narrative also reflects the 

apparent ease with which she became a member of the faculty: 

I called [the Director]. He gave me an interview. I told him I wanted to 
observe classes. He let me observe and then I went back and I said. 
"Would it possible for me to teach here?" And I was very lucky because 
that was one of the good years, I think. You know, enrollment was sky 
high and he offered to let me teach the TOEFL class first. (Csilla. 
Interview #1) 

While the process was clearly more involved than this excerpt implies, the teacher-

participants' own experience and qualifications made them shine above other fK3tential 

candidates. 

If the teacher-participants have one complaint about the program, it is curricular 

and relates to the materials available. Both Dean and Laurel refer to the paucity of good 

material to address the diverse student needs and interests. It should be noted here that 

CESL does maintain a library' which houses current journals in the field, as well as 

research books and a wealth of textbooks for the teaching of a wide variety of skills, 

levels, and purposes. Moreover, the teachers make use of the library extensively. Yet. 

considering the individual differences of students who make up any given class, and the 

fact that students must purchase the books that will be used for classes, these teachers 

regret the seeming inability of any one text to reach a wider audience. Indeed, this 

concern emphasizes the student-focus maintained by these participants in this multicase 

study. 
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6.1.4. Beliefs About Language Teaching as a Profession 

Language teaching as a profession still does not share equal status with many 

other professions, including leaching in other disciplines (Richards & Lockhart. 1994). 

The reason for this may also be connected with ihe way language is viewed as a subject 

and part of the reason why language teachers seek innovative approaches to engage the 

task of second language acquisition. Since a first language is something that everyone 

acquires naturally, without explicit instruction, the attitudes about the best way to learn a 

language abound. However, second language researchers have shown that learning a 

second language is not parallel to learning a first language (Bley Vroman, 1989; Bley 

Vroman. Felix. & loup, 1988) and can benefit from direct instruction (Doughty. 1991). 

In some cases, such as in the United States, for example, many people cannot even 

understand the utility of learning a second language and. thus, relegate language 

education to second-class status. Yet research indicates that there may. in fact, be some 

cognitive advantage to knowing more than one language (Bialystock & Hakuta. 1994; 

Collier. 1995; Swain. 1987; Swain & Johnson, 1997; Wolfe-Quintero. 1998). There's 

also the human element that reflects the individual's orientation toward language in 

general, and language teaching by association: 

I think I had some idealism about teaching a language that could bring 
people together, you know, and help communicate. I think I still have that 
... Getting people to be able to talk to each other ... (Kevin, Interview 
# 1 )  

The teacher-participants in this study also acknowledge their own initial attitudes 

toward becoming English teachers. For all of them, teaching ESL seems to have 

happened by default rather than through careful choices in career planning. 
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I had a really good English teacher in high school ... my mom wanted me 
to be a scientist or a doctor and I knew I definitely didn't want that. And. 
I fell in love with the English language and the literature that she was 
teaching me ... So then the logical step, when I was 18.1 wanted to go to 
college. So what am I going to major in? I'm going to major in English. 
And at that point I did not know about teaching or I didn't have a clue that 
1 was going to be a teacher or wanted to be a teacher ... (Csilla. Interview 
# 1 )  

While this excerpt may sound like the start of a career in English teaching. Csilla later 

clarifies in the same interview that it was rather fortuitous in the first place that she met 

her English teacher. 

... you go 8 years grade school. And then I had to choose a secondary 
school to go to. And I was terrified by having to do that. I grew up in this 
little village and the secondary school was in Budapest. And the only 
thins I knew is that I didn't want to be the onlv one in that class, and not 
know anybody. So I had this good friend, and she decided to go to this 
certain high school to study English. (Csilla. Interview #1) 

Other teacher-participants early reflections are even more explicit. 

The thought of being an English teacher never crossed my mind ... I was 
traveling and I was hitchhiking and was running out of cash ... [and there 
was] a tremendous demand for English. And I was getting along so well 
in it and ... I thought, you know, doing a good job. So that's when I 
thought ... I would do it for awhile. But I thought it was just a temporary' 
thing. (Dean. Interview #1) 

Often, a lack of direction led to a situation where the teacher-participant simply 

"fell into" language teaching without considerable forethought. 

It all started with a kiss in Egypt ... I was 19 years old ... After one year 
of college I was booted out of the University of Nevada and they said, "Do 
not come back." So there I was traveling, feeling sort of lost in the world 
and very much enjoying being in Egypt, but feeling like a total failure 
academically ... when I walked past an open doorway. People were 
studying to get the masters in ESL at the American University in Cairo 
and they were practicing for a midterm exam ... One of them said. "Okay, 
what's an implosive bilabial click?" I was just walking past the door so I 
walked back. And I said, "Yo." and all these older academic people 
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looked up at me and I went like this (blows a kiss), and walked away ... It 
was a moment of epiphany. (Laurel. Interview #1) 

Regardless of their beginnings, the teacher-participants all went on to complete a 

degree in English language education, have attended and/or given numerous conferences 

and workshops, and attempt to stay current in their praxis. Their attitudes have changed 

toward the profession and their professionalism is reflected in the way they approach 

teaching and interact with their students. 

I've got the world's best job for me. I love it. I absolutely adore it. The 
same reasons I got into it turned out to be true. I'm my own boss. I can 
be creative. The world comes to me. It's never boring. There's always a 
challenge. (Laurel. Interview #3) 

6.1.5. Teachers' Background/Self-Assessment 

Though the previous sections reveal a great deal about the teacher-participants' 

belief systems, there are other necessary considerations in providing findings that emerge 

from a exploration of context that is diachronic as well as synchronic. The statement. 

"We teach who we are" (Palmer. 1998). effectively expresses this idea in the examination 

of the participants' subject positionalities (see also Chapter 5 for additional information 

on this topic). 

Dean discusses his background, revealing that "...in rural Montana. ... there were 

no different cultures, no foreign languages, no foreign influence at all. [It] all came from 

reading I guess..." (Interview #1). His impressions about school as a "refuge." 

references to his family's "elevated English" despite their humble existence, and focus on 

reading as an initial way to experience other cultures merged to interest him in travel as 
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both experiential and educational. Much like the other teacher-participants, he opines the 

formative and transformative nature of travel. "Travel not only brings people together, 

but it separates...the way they look at the world ... [It] caused me to look at the world 

and see it in a different light" (Interview #1). 

Among the common features of these teacher-participants suggested in Dean's 

comments, reading and travel play prominent roles in their backgrounds. Kevin, for 

instance, explains his original choice of college major. English literature, based solely on 

the fact that he liked to read. Subsequently, his interest in traveling combined with his 

degree to give him the opponunity to teach English in the Peace Corps. From that 

experience and his many years of teaching, he has framed a fundamental viewpoint. "I 

like working with foreign students, foreign people. I like the exposure to different 

languages and different cultures and ... different viewpoints. [It] helps me from 

becoming too narrow-minded ... ethnocentric" (Kevin. Interview #2). 

There are also certain traits that surface from the teacher-participants' 

backgrounds that translate into praxis. Some of these materialize from memories that 

they are trying to rectify with their own students, such as the lack of mentoring. As 

stated earlier. Laurel sets high expectations for her students. Perhaps this reflects her 

own upbringing where she states "An A- was not enough." While she speaks openly 

about her own attempts at overcoming this perfectionist attitude, she simultaneously 

recognizes that a caring teacher needs to show an interest in her students' success. "I was 

graduated with highest honors from high school, but...nobody mentored me" (Laurel. 

Interview #1). Dean. too. agrees that "being easy on a student is just counterproductive." 
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relating back to his own experience where "no one really made excellence important" 

(Dean. Interview #1). 

Yet underlying the "pushing" or "mentoring" is not merely a replication of the 

high standards these teachers were or were not expected to achieve in their youth, but a 

genuine interest in the students' individual development. Laurel explains that her sense 

of perfectionism was imposed from outside. "I didn't know how to make decisions for 

myself' (Laurel. Interview #1). Clearly, reflecting on her personal experience led her to 

avoid this form of impKJsition with her own students. 

Students need to feel that they're getting what they need. And if I don't 
ask them. I don't know what they need ... the theme that emerged from all 
the things I wanted to do was, "you are in charge." So the activities that I 
chose were ones that, by and large. ... emphasized the fact that they're in 
charge of their own learning. (Laurel. Interview #2) 

6.1.6. Self-Reflection on Their Own Learning Experiences 

While their life experiences discussed in the previous section have been 

educational and have had consequences in their praxis, the teacher-participants were also 

asked to talk about specific formal leaming memories that came to mind. In addition to 

the concept that we teach who we are. there is also the generally held belief that teachers 

leach as they were taught (Hinkel. 1999). Still, a certain amount of teaching praxis 

appears to develop from teachers' conscious choices based on reflections of what works 

and what doesn't. These choices can result from 1) a consideration of what worked for 

them in their own leaming process; 2) the recognition of how students respond to 

different practices; or 3) a comparison of different teaching approaches and/or styles. 
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In general. Dean had a very positive attitude about school: 

[I] hated to miss school and whenever I was absent, it was the worst thing 
in the world ... I was behind everybody else and I'd miss something— not 
only the academic stuff, but the friendships and the games that were 
played— all that good stuff. (Dean. Interview #1) 

Despite his general love for school, though, he mentions a "mean" teacher from whom he 

learned a great deal; "I learned geometry. I was afraid not to" (Dean. Interview #1). In 

contrast, he refers to a very nice teacher who was "worthless." In searching for these 

elements in his classroom conduct, neither characterization seems appropriate. Indeed. 

his own students find him caring, funny, and effective. 

Csilla's portrayal of her high school biology class lends a somewhat different 

experience to the analysis. "It was repulsive" (Interview #2). Juxtaposed with classes 

she has taken at the University of Arizona since she started teaching at CESL. there is a 

marked difference. 

I've been taking classes here for the past... I would say 3 years ... Fm 
having the time of my life. I think it's easy, it's interesting. Even the bad 
teachers are superior compared to many of my [former] professors ... 
Probably my attitude has changed a lot about learning. (Csilla, Interview 
# 1 )  

Nevertheless, she questions what was at the heart of her feelings about the exp)erience. 

"I'm not quite sure if the classes are really that different, or I changed a lot ... I see 

myself being much more involved" (Csilla. Interview #2). 

Perhaps the notion that teachers teach as they were taught can be revised. As it is 

clear that Dean and Csilla have experienced both effective and ineffective teachers. It 

might be more accurate to suggest that teachers' praxis emerges out of positive 

experiences with their own teachers. To highlight this distinction. Laurel refers to herself 
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as "a hands-on sort of learner" (Laurel. Interview #1). This rings true in her own 

classroom as she involves her students in a good deal of "hands-on" learning as witnessed 

in the several observations I made. Kevin also emphasizes experience as an excellent 

teacher. He notes that a good deal of his learning about how to teach "just [came] from 

doing it." He has reduced the distinction of what constitutes a good class to the common 

denominators" of "it was interesting, it was fun, it was active. The students performed. 

The teacher didn't stand up there and talk forever" (Kevin. Interview #1). 

"Mostly I learned from my students and I learned a lot teaching freshman comp 

from my students" (Laurel. Interview #1). In this statement, it is evident how the 

effective teacher is also a student (Freire. 1970). Part of the effectiveness comes from 

maintaining an awareness of the moment by moment atmosphere of the classroom. 

These teacher-participants continue to take the temf)erature of the room by listening and 

watching what happens, and altering the direction of the lesson if students appear 

confused, frustrated, or bored. 

In comparison to their own experiences with the educational system, the teacher-

panicipants can see marked differences. 

Students are considered more as ... equals and ... not just objects sitting in 
the classroom ... to be lectured at... Communicative learning methods are 
kind of spreading throughout the field. Or that's what I saw when I took 
these astronomy classes. That even the science teachers are putting you 
into groups and giving you questions to answer with your partners ... I 
didn't see any of that in college in Hungary. You sat down, you listened 
to your professor. You went home, you memorized what you were 
supposed to ... [as] opposed to sit[ting] with a bunch of people and figure 
out what the correct answer is ... It's just so much more enjoyable. 
(Csilla. Interview #1) 
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This excerpt points to many of the changes that are taking place in the American 

educational system related to multicultural education (Banks. 1994). This type of 

collaborative cla-ssroom appeals to different kinds of students with different ways of 

knowing (Bruffee. 1993) and remains consonant with the communicative approach to 

language leaching. Indeed, finding new approaches to pedagogy can transform the 

subject into something accessible to the students (Banks. 1994). In one of Laurel's 

reflections, she talks about a professor she had at the university. Even though she was 

already interested in the subject from the beginning, she muses. "I learned about grammar 

in a way that I hadn't before" (Interview #1). In effect, the teacher, whom she had earlier 

referred to as "deadly" based on her participation in a previous seminar conducted by the 

same person, affected her greatly through his approach and changed her attitude about 

him as a professor. 

These comments emphasize the conjecture that teachers' practice emerges out of 

positive experiences with their own teachers. If teachers only conducted their classes as 

they had been accustomed to through their earlier educational experiences, innovation 

could never happen. It therefore seems more likely that teachers' teaching behavior, as 

suggested by these panicipants. joins what they consider effective language teaching 

practices, modulation to student respKjnse, and part of their own personalities to create a 

composite of effective language teaching. 

6.1.7. Student-Teacher Relationship 

"There's mutual respect in the classroom." (Dean, Interview # 2) 
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"No adults like having their comprehension checked continually. It's 
demeaning. It's not a human/human interaction—it's a teacher/student 
interaction. It's a power differential interaction." (Laurel. Interview #3) 

"Try to listen to them carefully and to accept their ideas without being 
judgmental. Give them opportunities to express their opinions and not to 
be critical of their opinions. To treat them in a professional way. (Kevin, 
Interview #2) 

These statements advance what seems to be one of. if not the most important 

features of the student-teacher relationship in effective language instruction: respect. In 

the classroom, the teacher is almost certainly viewed as the central power figure. In a 

multicultural ESL classroom, it is the student focus that enables teachers to recognize that 

theirs is not the only subject position. These conditions provide for an atmosphere of 

mutual resjject. Coupled with that respect, there must also be a willingness on the part of 

the teachers to assume the various roles that may be necessary during any given class 

period with any individual student to address needs, accommodate learning styles, or 

simply meet expectations—to be an "ally." 

"An ally is someone who believes you can do anything that you set your 
mind to. An ally is someone who provides the resource you need when 
you need it. somebody you can count on in life." (Laurel. Interview #2) 

Scarcella and Oxford (1992) provide detailed information on what they deem to 

be the several roles of the teacher. "Teachers are information-gatherers, decision-makers. 

motivators, facilitators, input providers, counselors, friends, providers of feedback, and 

promoters of multiculturalism—depending on the context in which they teach" (p. 4). 

With regards to the final tag, it is also necessary to realize that the students are the living 

element in the classroom; they provide for the constant flux which is the classroom 

context. Thus, teachers prepare to meet the expectations of that classroom through the 
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recognition of the diversity that exists there on several levels, such as the multicultural 

makeup of any group of students and the individual student differences. 

"Everybody's different. The more I learn about my students, the better I 
can leach them. And that informs a lot of my practices as a teacher." 
(Laurel, Interview #1) 

"I said the class has to be interesting ... so it stans with understanding your 
students—what they are interested in. who they are ... One way of 
understanding them for me is to relate their life experiences or their 
altitude to something that I experienced. But it's always kind of an 
individual connection." (Csilla. Interview #1) 

6.1.8. Definitions of Effective Language Teaching 

Effective language teaching, with all that entails, is a challenge. Csilla provides a 

binary categorization for teaching that seems an appropriate consideration in the 

development of a working definition. 

I begin to see teaching more and more as a bunch of skills that are 
leamable. You know, it's aLso a gift, and many people are gifted. But 
there's a huge part of it that is just learning skills, learning how to do it ... 
And I'm always challenged by that ... The area of gift includes things like 
sense of humor ... Another gift is ... the ability to make personal 
connections ... being a good storyteller ... Making the big plan, being a 
director, making it fun. I think those are skills that you can learn. (Csilla. 
Interview #2) 

In addition to these ideas mentioned above, the teachers offer an array of qualities 

that range from a list of descriptive adjectives about the teacher as a person; 

• "available;" 
• "cogent, logical, and clear...not confusing;" 
• 'hard, but fain ' 
• "fluent;" 
• "real;" 
• "well-organized;" 
• "consistent, repeating what you presented so there's carry oven" 
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to descriptive adjectives about the instruction the teacher provides and the classroom 

atmosphere the teacher fosters: 

• "enjoyable;" 
• "fun;" 
• "lively;" 
• "nurturing:" 
• "practical;" 
• "useful:" 
• "a class has to be interesting at whatever the cost, so your first thing is 

to find out what is interesting to your students;" 

to specific acts that define the teacher as outstanding: 

• "keep it light, keep it humorous, keep them interested;" 
• "setting goals—what is this class about;" 
• "show an overall plan.. .that goes beyond that particular class;" 
• "he did the unexpected so it wasn't boring and, even more important. 

he had high expectations of his students;" 
• "to be a good teacher you really need to expand your horizon." 

Comparing the above descriptions from the voices of the teachers with the 

students" definitions of effective language teaching in the following section, common 

themes emerge. These themes move the study closer toward the evolution of the working 

definition presented in Section 6.4. 

6.2. HOW DO THESE ESL STUDENTS CHARACTERIZE EFFECTIVE LANGUAGE 

TEACHING 

6.2.1. Defining "Effective" 

On the questionnaire (Appendix E), the students were asked what "effective" 

meant to them. This item immediately followed an implied comparison between 

language teachers in their home countries and the CESL teacher-participants. In 
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response, they offered a variety of ideas.Analysis of the data uncovered several themes 

that mirrored the discussion by the teacher-participants in their interviews. For the 

purpose of deriving Grounded Theory, this discovery helped to fortify the grounding in 

the themes from the teacher interviews and classroom observations, and confirmed that 

the working definition of effective language teaching would resonate with the agreement 

of both the teacher- and student-participants. 

A few of the students appear to have interpreted the question as a detached 

request for information. Using individual words like "good." "better," "help." and 

"intensive." these definitions of "effective" lack the aspects of "connectedness" and 

contextualization that characterize many of the other responses. 

• How good it is. (Level 30) 
• Have good effect (Level 30) 
• Able to understand easily. (Level 50) 
• "Effective" means "help." (Level 70) 
• It means "that works;" it helps to make things better. (Level 70) 

Some attempts to define the term advance synonyms that emerge from the teacher-

participants" definitions. However, it is unclear whether the student offerings refer to a 

pure definition of "effective," the language being learned, or the language teacher. 

• When you can learn it more easy and quickly and you can practice it. 
Effective means like useful. (Level 30) 

• "Effective" means like interesting, useful, and attractive to me. (Level 
40) 

• Effective means efficient, pra[gjmatic, he[l]pful, interesting. (Level 
50) 

• Useful, practical. (Level 70) 
• Helpful. (Level 70) 

'" In this section, students' comments were only identified by their CESL class levels. The construction of 
meaning through the development of common themes here did not seem to warrant any additional 
identification. 
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• Unlike other subjects, such as histor>'. science and literature. English is 
the way to communicate with others. It is more practical than others. 
I think the "effective" mean to learn more practical use of language. 
(Level 70) 

As reflected in the last statement, it is quite often apparent that the students 

measure effectiveness based on their own outcomes. 

• It's to get high score in the test. (Level 10) 
• Effect on me. (Level 30) 
" Effective is to reach result. (Level 50) 
• See the expected result. (Level 70) 
• Whether or not it is helpful for me to communicate with English 

speakers. (Level 70) 

Those outcomes can take on several forms. For instance, time and visible improvement 

seem to be on key concern to the students. They come to CESL for an intensive 

experience in language learning and hope that the intensity of the program will increase 

their proficiency in the shortest amount of lime possible. 

• Effective means leam fast and easy a language. (Level 30) 
• Improve speaking and free communication. (Level 40) 
• I think, "effective" meaning to me is that I can fluently speak English 

more, and understand English more quickly. (Level 40) 
• Learning quickly (Level 50) 
• I feel interest when I am studying the language. Also I feel that my 

language is improving. (Level 50) 
• Speak English fluently. (Level 70) 
• Students improve skill in communication. (Level 70) 
• I can talk with everybody about everything. (Level 70) 
• "Effective" means to have more vocabulary in the shorter time, realize 

what native people speak, read more anicles and write better essays. 
(Level 70) 

• That you can practice the language with other people who speak 
English. This is best way to examine my own English abilities. (Level 
70)" 

The reference to sjjcaking English underlies the reason most of these students seek out an 

intensive language program in the United Stales: to leam in a native speaker 
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environment. This condition is expected by the students and reappears throughout the 

data. It is not. however, the only skill the students expect to gain through their 

participation in the CESL experience, as alluded to by the following explanations of 

"effective:" 

• It's to advance reading comprehension. (Level 10) 
• Effective is "you can to get the better." TTie teacher so want to help 

leam more aspects & more vocabulary and pronunciation. (Level 30) 
• To leam correctly the language, like the meaning of words, grammar. 

And when you finish, to can speak and write. (Level 50) 
• I can speak, listen, and write with English. (Level 70) 

Additionally, several students identify their own contribution required to achieve their 

intended goals of improvement. Thus, there is the awareness that student commitment is 

part of the learning process. 

• If the teacher give me a lot of homework it's effective. (Level 30) 
• It's mean study very hard. (Level 40) 
• Practice more English after school. (Level 40) 
• That you need to feel that as much as you force yourself you also 

improve yourself. (Level 50) 

Along with the awareness that they must apply themselves in order to meet their own 

expectations of learning useful skills that will benefit them in their future endeavors. 

students also recognize the value of authenticity. In other words, the language they are 

learning is not intended to exist in a vacuum, but to connect them to the outside world. 

both synchronically and diachronically. 

• I think it mean when you leam some thing and you still know it all 
[throughout your] life. (Level 30) 

• Effective means it's useful in life, not just for test. (Level 40) 
• That you achieve your goals or reach your objectives. (Level 70) 



166 

Thus, the usefulness of language learned inside the classroom must reflect the 

macrocosm of the real world that exists outside the classroom. 

In some cases, the item about the meaning of effectiveness invoked an overt 

comparison of prior language teachers with those of CESL. In the following segments, 

students refer directly to the English teachers they had in their home countries. 

• They don't take care about student. (Level 30) 
• They don't care about how much did we leam. (Level 30) 
• Because they know we don't care about this language so they also 

didn't care for teaching English. (Level 30) 
• He was not patient like these teacher[s]. (Level 40) 
• In Korea, they teach just grammar, and reading, little listening. That's 

very bor[ing]. (Level 50) 

These statements are not. however, to suggest that teachers and programs in other 

countries are not effective. Instead, the lesson to be learned here relates to the 

expectations students have based on their personal belief systems and their individual 

goals and whether their classroom language teachers are meeting those expectations. To 

emphasize this point, not all students had negative comments to make about the language 

programs in their home countries. Those students" interpretations of effectiveness at 

CESL rather reflected their expectations of the native speaker environment and the 

program. 

• Es mejor aqiti: alia no mas vas una o 2 horas v luego ya no mas 
praciicas. (Level 10) [Translation: 'It's better here. There you only go 
one or two hours and then you still don't practice.'] 

• They teach us English with good way, but the problem is to study 
English for 45 minutes in a day and I practice it 0 minutes a day. 
(Level 40) 

These comments highlight one major difference between learning language in a foreign 

language environment versus a second language environment. All the students in this 
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study saw the distinction as important enough to make them travel to the United States to 

study English. Therefore, providing opportunities to engage in English enhancing 

activities outside the classroom for these students goes a long way toward meeting their 

expectations regarding the imp)ortance they place on the second language environment as 

an essential element in the language learning process. 

From the comparisons in the students' responses, ideas relating to the functions of 

what effective language teaching means in a multicultural ESL classroom emerged. 

These functions might loosely be conceptualized as pedagogical, environmental, and 

societal. They are represented respectively in the following three statements about 

teachers and learning exp)eriences in the students' home countries. 

• I mean that they [the teachers] don't have more effective style that 
urges us to learn English because they already know that we don't care 
about English because we didn't know it's important. (Level 30) 
"pedagogical function" 

• Not fun. Most people don't speak English, we study only grammar 
and teacher don't leach good pronunciation. (Level 40) 
"environmental function" 

• I think we have learned useless English. For example, even though we 
have studied English for 6 years, we can hardly talk with native 
English speakers. (Level 70) "societalfunction^' 

While there are clearly some overlapping ideas in the students" comments, there are also 

elements that support this analysis. The first statement focuses on "style." suggesting 

what teachers offer in terms of both their skills and gifts. In the second student's 

response, he begins with "not fun." Followed by the mention of speaking the language 

and the types of activities engaged in the classroom, the notion of the immediate learning 

environment seems central. Lastly, the reference to "useless English" indicates the 
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orientation of this student who expects the language to serve a purpose beyond the 

classroom. These functions are discussed in greater detail in Section 6.4 where their 

imponance to the working definition emerges through the comparison to additional 

sources of data obtained in the study. 

Furthermore, student definitions of effectiveness suggested or listed specific 

teacher qualities that they believed were important. Ideas such as maintaining a student 

focus, presenting ideas clearly, and finding challenging and useful material were all 

featured in students' perceptions of good praxis. 

• The teacher that teach, help, show the best way to study, learn; give 
activities, works for us; and teach us what he knows, what is necessary 
for us know and learn for we have a good English to work, study, live. 
(Level 40) 

• You have to have a good grammar and good phrase to can understand 
your student. (Level 50) 

• Getting ideas what they saying—to understanding. (Level 50) 
• It means a little hard for me but useful for improving my language 

ability. (Level 70) 
• How to let the students like to leam other language, knew how to teach 

them from the level they can start with. & speak only English in the 
class. (Level 50) 

6.2.2. Effective Teacher Qualities 

For the final item of the questionnaire, the student-participants were asked to tell 

about the best language teacher they had ever had. In many cases, they referred to the 

teacher-participant whose class they were in at the time. Even more interestingly, a good 

number of those who didn't name that particular teacher, instead named another one of 

the teacher-participants in the study whom they had studied with prior to completing the 

questionnaire. Regardless of whom they presented for their examples, references in the 
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student narratives to the teachers' praxis abounded. From these references, recurring 

themes, such as the student-teacher relationship represented by mutual respect, humor, 

and love, provided consistency to the student questionnaires and played an important role 

in the development of emerging model. For that reason. I leave the reader here with the 

students, whose voices more eloquently express what I am trying to define.'"^ 

Csilla why—Porque trata de huscar metodos para que aprendamos mejor 
como juegos. lihros. etc. [Translation: "because she tries to find ways so 
that we can learn better, like games, books, etc."] (Mexican male. 18. 
Level 10) 

Because we leam more English playing than stud[y]ing and exams, etc. 
We leam more vocabulary playing with fun classes. With boring class we 
can't leam. We have to do more activities. (Mexican male. 19. Level 30) 

My best teacher taught German, she was from Germany. She taught this 
language with interesting stories, songs or activities. (Chilean female. 22. 
Level 30) 

It's Laurel. In Japan. I hate learning English. Laurel...teaches me what I 
don't know about English, for instance how to use in my life. (Japanese 
male. 22. Level 40) 

Dean and Kevin were because they have [the] same way for classifying 
the time of the class. They start with [a] review [of] what they were giving 
yesterday, then get you to the new lesson [by moving?] between what we 
took and what we will take. (Saudi male. 39. Level 50) 

CESL teachers. Learning from them. I could really recognize that the 
study of language is not desk work. (Japanese male. 35, Level 70) 
Praxis, then, can be seen in the way teachers meet the challenges which arise in a 

multicultural classroom. Recognizing the "diversity" that exists, teachers can. according 

to these students, develop a "good style" by looking for a variety of ways ("metodos") to 

With the exception of a few corrected spellings and words added in brackets to facilitate clarity, the 
words are taken verbatim from the students' questionnaires. Excepting the Spanish provided by the 
initial contribution, italics are added to highlight some key words that led to and/or reinforced the 
common themes. 
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reach their students. Using different "activities" to keep the students engaged, this 

variety keeps the class "interesting" and "fun." not "boring" like "desk work." Making 

connections also becomes an important way to link material from one class to the next 

through "review," and to link language learned in the classroom to the larger society (i.e.. 

"use in my life"). 

My best language teacher was the assistant teacher of my last class 
yesterday. She was like so funny, but she explain[ed] everything good. 
You know you learn more when something it's////?/iy. (Mexican male. 18. 
Level 40) 

Kevin is the best teacher here because he loves to teach and he wants to 
teach. (Kuwaiti male. 20. Level 40) 

For me. I want teachers to listen to students, to pay attention to their needs 
and to do as much as he can improving their levels...t/h-er^/rv is also good. 
(Mauritanian male, 27, Level 50) 

Mr. N. (American) [not a CESL teacher], who teached me English in my 
first year in the university. 
• He was expert to deal with nonspeakers. 
• Patient 
• Flexible 
• Cooperative 
• Use simple word to communicate with us. 
• We often met him outside the class. (Saudi male. 28. Level 50) 

Mr. P [CESL teacher] was an excellent jjerson. He was funny, he was 
patient... He tried to do something new. It was sofor us. He 
also trusted in us. It made us feel safe ... In fact, we used to go to his 
class every day, nobody dropped it. (Mexican female. 25. Level 70) 

Here in CESL my best teacher is Dean. In his class [it] is very funny. 
interesting and difficult. This is the best combination for me. (Bulgarian 
female. 22. Level 70) 

He [Dean] is so friendly anytime. I can talk to him [about] anything 
because he is intercst[Q<\ in] my country and try to understand me. I think 
he is effective. (Japanese female. 19. Level 70) 
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He [Dean] encourages us to use our own way of thinking. (Chinese 
female, 19. Level 70) 
In addition to incorporating knowledge about pedagogy in general, students 

describe effective language instruction and its practitioners with the following adjectives: 

"active." "cooperative." "flexible." "funny." "interesting." "patient." and "smily." They 

also suggest that language teachers be "encouraging" and challenging (i.e.. "difficult") in 

order to push the students to achieve their highest potential. 

Kevin. Because he has good style in teaching, and he always has smily 
face. I like his activity and kindness. He always respects you. help you as 
soon as he could and he deals good with us. (Arabic male. 18. Level 30) 

Ms. S. [CESL teacher]: Because she give[s] you the opportunity to 
participate and pays a lot of attention. Also she is a respectful person so 
she let you trust her speaking and asking in class. (Mexican male. 24. 
Level 50) 

The teacher should [make] the students feel self-esteem because when the 
people are learning in language they feel "as a baby" and with a sen.se of 
frustration. (Mexican female. 40. Level 50) 

Language teacher, especially in speaking class, should be like entertainer. 
1 think learning language with laughing together is the best way to 
improve. And he made cozy atmosphere to talk w'xih friends. (Japanese 
male. 25, Level 70) 

In CESL. ... Ever\' teacher has good ability to teach but good teacher is 
rare because humanity is more difficult than teach[ing]. (Korean male. 25. 
Level 70) 

The classroom atmosphere should be "friendly" and "cozy"—a place where the 

student-teacher relationship can be seen as "friends" "laughing together." In the 

university-level classroom especially, students are adults and need to maintain their "self-

esteem." They feel that mutual "respect" when teachers "trust" in them to find their 

"own way" and listen to their "needs." To meet all these requirements, students and 
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teachers must find a balance. While students still recognize the need to "improve" their 

language skills and the role of their teachers in meeting those expectations, a certain 

degree of love and friendship goes a long way toward addressing individual student 

differences. 

6.3. COMMON THEMES: FROM THE VOICES OF THE STUDENTS... 

The student inter\'iews were, by far, the most instrumental data source in terms of 

pulling the all themes together. I first had a good sense of this during the actual 

interviewing process, but confirmed my feelings through the constant comparative 

analysis. The students" words, especially when used in cross-source comparison, 

solidified many ideas that were coming together by giving names to them. In effect, 

using the language they knew, regardless of proficiency level, they reiterated many of the 

themes already apparent from the teacher interviews, classroom observations, and other 

sources, then named the themes in clear, precise language (Spradley, 1980). 

Applying the same analytic process to all the data, units of analysis (Lampert & 

Ervin-Tripp, 1993: Slobin, 1993) were identified by shift in topic. As with the transcripts 

from the teacher interviews, the divisions included short or extended exchanges that 

represented cohesive discourse. Notes and comments made in the margins, relative to the 

individual units of analysis, emerged into labels. I then separated the units by physically 

cutting the transcripts into strips at the marked topic shifts. These "data strips" were next 

color-coded according to conceptually similar themes to render the strips of paper more 

easily visible for sorting. I found that, in several instances, data strips had two or even 
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three colors associated with the same unit of analysis, representing overlapping themes 

within one cohesive discourse unit. It seemed that some type of pattern was emerging, 

but the many strips of paper were too unwieldy to work with. Using the same color 

schemes that were on the data strips from the transcripts. I proceeded to create a set of 

cards with domino-like colored dots on them to make the task of identifying a pattem 

more manageable (see Figure 6.1). The result of all this tedium is presented in the 

working definition in the following section. First, however. I would like to present the 

themes and their subthemes as they emerged from the data. 

Figure 6.1. Examples of Color<Coded* Cards Used for Pattern Identification 

* Each circle represents 1 color (i.e.. cards containing more than one circle are 
representative of multiple themes identified within a unit of analysis). 

6.3.1. Individual Differences 

Second language acquisition and teaching research has generated a wealth of 

information and theories surrounding individual differences. Ellis (1994) states that the 

differences learners possess account for the manner and rate of learning an L2, as well as 

the ultimate attainment they achieve (see also Towell & Hawkins. 1994). He cites the 

sources of individual differences as being cognitive, affective, or social in nature. 

Gardner (1990) extends these distinctions by advancing four categories of classification 
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with specific regard to the L2 classroom. Like Ellis, these include !) cognitive variables 

(e.g.. field dependence/independence: leaming strategies) and 2) affective variables (e.g., 

anxiety, motivation, tolerance of ambiguity), but Gardner divides the social variable 

according to context. He posits 3a) pedagogical variables, those directly related to the 

teacher, the classroom and overall school situation, and 3b) environmental language-

relevant variables, those that affect individuals at the societal level. Gardner (1990) has 

claimed that the first two categories most directly represent factors that pertain to internal 

learner differences. He suggests that the latter two external categories representing the 

classroom and the larger sociocultural milieu ought to be considered to the extent that 

they influence students" cognitive and affective variables by interacting with them to 

produce differences in individual proficiency. Sternberg (1997) also proposes that 

thinking styles may influence student performance in the classroom. Focusing on the 

potential interaction of several categories, he suggests that a certain predisposition to one 

style may cause students to prefer certain pedagogical and leaming environments over 

others. 

For the purposes of this study, the societal level will be handled separately. In 

referring to individual differences. I specifically refer to the cognitive and affective 

elements of those particular students present in the classroom environment whom I 

observed. There is also a certain degree of what Gardner labels "pedagogical variables"'^ 

which evolve from the nature of the classroom where the several individuals interact. I 

Though the use of the term "variable" here emerges from a quantitative approach to research, already 
explained as contrary to the aims of this study. I will utilize this label here to refer to the individual 
differences inherent in teachers, as opposed to students, and henceforth use the term "differences." 
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also extend the use of the expression to refer to differences in the experiences that the 

students bring to the classroom environment. 

CESL students mentioned cognitive differences in both terms of actual ability (I-

3) and strategies (4). Thus, students placing at the same level were ultimately aware that 

learning was achieved and addressed differently among peers. 

1. I think she spends much time and I know our levels are different. ... 
(UR. Level 40. I0/7/I999) 

2. We have the same chance to participate in class, but not everybody 
have the same level in English. (BB. Level 10. 10/15/1999) 

3. You must know how is each student because all the students cannot 
have the same intelligence. (BB. Level 10, 10/15/1999) 

4. Because he has different tactic for to learn English. (BB. Level 10. 
10/15/1999) 

Affective differences addressed students" motivations, also identified in the 

teacher-participant interviews, as predominantly instrumental in nature. In other words, 

students" comments about learning English indicated that they viewed it as a necessary 

tool in achieving their personal goals (5). 

5. I need 100% English if I want to go in a better job in my major. (LA. 
Level 70. 10/14/^1999) 

The individual differences related to affect were also most often cross-coded with other 

themes, such as humor, indicating that other elements that the teachers can bring to the 

environment contribute to finding the students' comfort zone and reducing their affective 

filters (6-7). 

6. Is important to me because you feel comfortable. When we see the 
people is rude most of the people afraid. (DS, Level 40. 10/25/1999) 
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7. That's when you see like teachers laugh with you like that and make 
it—the weather inside the class is good. Maybe have chance to— ... I 
think is this. Like your brain open to understand. Because in this time 
you'll be like less tendency to be scared. (BR. Level 40. 10/8/1999) 

6.3.2. Learning Skills 

In discussing the ways to leam a language, the students invariably forward which 

skills they consider to be most important to their development. Elaborating on the 

differences between "formal" and "informal" learning (8). students relate what they 

expect to leam from teachers in connection with what they believe about language 

learning (9). 

8. I think they have a lot of ways, like the formal and the informal. And 
the formal is to go at school like CESL or kind. And the informal is 
sometime, you know, to talk to people, you know, in the cafeteria and 
restaurant. And for me the most important thing is to read a lot I think. 
One way to leam a language is to read. (FW. Level 50. 10/7/1999) 

9. To leam a language, okay, for me many ways. But the first way is 
speak with the people and we need to understand the grammar. It's 
very important. Know vocabulary, a lot of vocabulary. Writing really 
for me is important...I like multiskill. It's very interesting. Grammar 
and reading— Reading give a lot of vocabulary for you. (PM. Level 30, 
10/21/1999) 

Without question, the single most numerous response to how to best leam a language had 

to do with speaking (10). Indeed, students cite 1) being in the target language 

environment, both inside and outside the classroom (11); 2) having the teacher be a 

native or near-native speaker of the language (12); and 3) speaking the language as much 

as possible (13) as relevant to their ultimate achievement. 

10. The best way to leam a language? I think speaking is a big problem. 
Just, for example, if I write an essay or write a composition, I think 
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clearly because I can think carefully and the vocabulary and. you 
know. I can organize all the things carefully and clearly. But if I 
speak, it's too hard for me ... And I found out if you read a lot. then 
your speaking, writing, all the things will improve. (UR. Level 40. 
10/7/1999) 

11. I think if I want to leam English, I will go to America or England. So 
I think I want to study some language. I will go to— I should go to the 
country which the language is spoken. (HR. Level 40. 10/21/1999) 

12. [to be a good language teacher] First, you speak ver\' good (Laughing). 
(CA. Level 70. 10/7/'l999) 

13. I think it's practice- speaking English with other people. (MS. Level 
40. 10/21/1999) 

While the myriad accounts posit speaking at the top of the "skills" list, it may be 

relevant to consider why these students chose to travel to the United States in the first 

place to study. With that in mind, it seems only natural that these students, as opposed to 

students studying in their home countries, would hold this belief. Nonetheless, the 

coniinual mention of this and other skills goes to the heart of students' expectations and 

the link to students' future achievement that those skills may possess, whether real or 

imagined. 

6.3.3. Real World/Diversity 

Students also affirm the need for language teachers to make connections to the 

real world, linking the classroom microcosm to the society for which it is presumably 

preparing them. Their comments also reiterate the teacher-participants' discussion of the 

need for more authentic materials and real world focus in the classroom environment (14-

16). 
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14. This could ... happen in our daily life. So I think it's interesting more 
than we just use the book. (CS. Level 40. 10/15/1999) 

15. You have to use the things which I want to use or have to use in our 
life. (HR. Level 40. 10/21/1999) 

16. Because it's something in the daily life...it's good. (RR. Level 40. 
10/8/1999) 

In addition to seeing English as a tool, it appears, then, that they appreciate the 

communicative value of language learning as it connects them with the external world in 

which they are studying, working, and living. Part of that communicative value relates 

directly to the multicultural nature of the CESL classroom and the process of 

globalization in the modem world (17-18). 

17. In CESL. it's more different countries' people. They have a lot of 
different cultures and they have a lot of different experience in his life. 
(CS. Level 40. 10/15/1999) 

18.1 see diversity, you know? Students come in different origin, different 
country, different continent, and they have no same ability or same 
idea and some of them are shy. They are different. (FW, Level 50. 
10/7/1999) 

Thus, it seems important that the teacher in the language classroom, possibly 

more than any other type of educational situation, recognizes the value of authenticity 

and places "classroom culture" in a procedural framework which can be openly discussed 

and negotiated with the students in a teacher-student partnership (Freire, 1970). 

6.3.4. Student-Teacher Relationship 

The student-teacher relationship as defined by the student-participants does not 

differ greatly from that of the teacher-participants in this study (Section 6.1.7 above). In 
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fact, the students' comments go even further to define the several aspects involved in the 

relationship of mutual respect and the changing roles of the teachers in relation to the 

students" changing needs. What leads to the classification by the students of these 

teacher-participants as effective, then, is indicated by the nature of the relationship where 

the teachers fulfill multiple functions. They are simultaneously meeting their students' 

expectations regarding their f)ersonal and professional interactions, making the 

connections to the external world the students find themselves in. and finding a balance 

within the classroom between their multiple teacher roles (Scarcella & Oxford. 1992). 

relative to the individual students" needs. 

Much as the teacher-participants express the need for mutual respect between 

teachers and students, the student-participants in this study identify this aspect of the 

relationship as integral to their ability to effectively take part in the business of learning 

(19-21). 

19. She respect[s] me and she is like my friend. (DB. Level 10. 
10/8/1999) 

20. If you feel this man... respects you. you can have contact with him. 
you can share with him. I like that. But if you feel he does not respect 
you from inside, you will hate this man. So you cut all the connections 
that lie between you and him. (OR. Level 40. 10/8/1999) 

21. In my opinion, if you respect people. ...they give you respect ... My 
father all the lime he told me. "You resjject the world, the world 
respect you." And this is true. (DS, Level 40. 10/25/1999) 

In some cases, the mutual respect defines how students see the teachers' 

awareness of and attention to their needs (22-23). In one example (24). a student even 
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goes so far as to imply that the learning of the language is connected to this student-

teacher relationship. 

22. She knows about each of us and I think she treats us properly. (HR. 
Level 40, 10/21/1999) 

23. You have to talk with the students to see what is the problem with 
student. (HM. Level 30, 10/14/1999) 

24. You must help the student and if the student have any problems or 
something like this, don't make like war between the student and 
teacher. You must connect between the student and teacher and 
language. (SM. Level 30, 10/22/1999) 

Another side of the respect that students expect from teachers has to do with 

teachers' appreciation for the students" diverse cultures (25-26). In other words, 

embracing and living an ideology of multiculturalism while striving to make the 

classroom a more democratic environment goes a long way toward student 

empowerment. 

25. He understands Japanese culture, but he never talk[s] Japanese. [He 
also understands] about Mexican culture and the Korean culture. (RA, 
Level 70. 10/21/1999) 

26. First of all. I think you have to leam about your different customs for 
people in the world, around the world. And second, it is very 
important that you have to understand that you are teaching to the 
class. They don't want to know how much do you know ... "I'm a 
doctor, I have a master"— we don't care about it. We come here to 
leam ... we don't care if you know more than someone else. (LA. 
Level 70, 10/14/1999) 

Transforming the classroom into a microcosm of working democracy in the 

Freireian sense, teachers are redefined from being storehouses of knowledge and 

authority figures to "teacher-learners" and panicipants in the learning process. As 
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individuals who can also leam from their students as well as teach, they fulfill the many 

roles required to make them effective (27-28). 

27. If we have a teacher that he doesn't respect...we can't feel good in 
class and maybe we wouldn't ask him or her. (MS. Level 40. 
10/21/1999) 

28. In our country, we usually just sit down and the teacher talks all the 
lime. We do nothing. But she [Laurel] wants us to share with her in 
the class— to speak together, discuss together, read together, sometimes 
find the main idea together ... so all the time we share with her the 
class. (OR. Level 4oT 10/8/1999) 

6.3.5. Praxis 

Earlier in this manuscript. I defined praxis as the nexus of theory and practice. It 

has also been contended that the "ideal" for effective praxis exists when theory and 

practice inform and transform each other (Freire. 1970; Gore, 1993; Richards. 1990; 

Wright. 1990). From this standpoint, I also propose that praxis is not a static entity, but 

as much a process as learning and research are. As teachers employ certain practices in 

their classrooms, they maintain an active awareness of student reactions in order to 

determine what is working. Consciously or subconsciously, this awareness transforms 

into inquiry as teachers analyze and make adjustments to their practices. Herein lies the 

essence of problem-posing: Teachers identify and name a problem, they reflect on how it 

might be changed, and they implement those changes. At the same time, teachers do not 

engage this inquiry in an eclectic manner, but make a conscious effort to improve their 

content and procedural knowledge to inform their practices (Freeman & Freeman. 1994). 

The four teacher-participants in this study, for example, revealed their own ongoing 
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efforts to "update" and "renew" themselves in their interviews and profiles. They 

discussed how they read research, attend classes (content as well as teacher-related), and 

participate in teacher development workshops and conferences. All these endeavors 

come together to inform and transform their praxis in an attempt to meet students' needs. 

Student references to teachers" praxis incorporate ideas relative to teachers" 

beliefs about both learning and teaching (Sections 6.I.I and 6.1.2). In the comments 

assembled below, the student-participants reveal their thoughts about teacher knowledge 

and technique that they deem important. First and foremost, teachers need to be ready to 

approach the task of teaching with content knowledge (29). Students further suggest that 

maintaining a student focus should enable teachers to make use of their pre- and in-

service development in order to address student needs and individual differences (30). 

29. You have to be prepared and you have to know English very well. 
(YS. Level 50. 10/21/1999) 

30. Improving to your level or your method of teaching you have 
sometimes to listen to the students" suggestions ... (FW. Level 50, 
10/7/1999) 

Part of the transformation of the classroom into a more democratic environment 

necessitates the teachers' admission of fallibility (31). That admission requires that 

teachers are constantly alert to the changing rhythms of the classroom, reminiscent of 

what the teacher-participants refer to as the teachers' awareness (31-32). 

31. Everyone can do a mistake, but most important thing is to look at your 
mistakes. ... to be responsible and to be aware of your mistake and tr>'. 
you know, next time make some changes. (FW, Level 50. 10/7/1999) 

32. She listen, whether we speak wrong English, but she listen. (SR, Level 
40. 10/21/1999) 
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Part of the students' perceived notions about teacher praxis has to do with making 

cnnnections. Accomplishing this task on the teachers" part may be as simple as repeating 

information so that students receive the same input on multiple occasions or so that 

continuity can be established from one class period to the next (33-34). Repetition of 

ideas may also be the key to intake on the students" part, facilitated by the clarity of the 

instructor (34-35). Making connections also relates to the teachers" ability to link 

students to the real world, respond to their future goals, and prepare them to meet that 

future (36). 

33. You have to smile at the student. Don"t be angry and you have to 
explain the lesson not just one time, like if you explain the lesson 
today and tomorrow you have to review the lesson to know all the 
students understand this lesson. (HM. Level 30. 10/14/1999) 

34. He repeats a lot of things like I think that I will always remember his 
statement. (FW. Level 50. 10/7/1999) 

35. She explain easy. We understand easily. (SR, Level 40. 10/21/1999) 

36. [He] help you with what you have to do because when you come, you 
don't know what's better. And he helps better to these; these you have 
to be tough. He's not tough in class, but he tells what you have to go 
through like this. (FS. Level 40. 10/8/1999) 

As the former statement suggests, bringing students from where they are to where 

they want to go is part of their life journey that teachers have an opportunity to share with 

them. Regardless of students" orientations toward the language it.self. effective teachers 

enable students to reach their individual language goals by fostering an environment that 

is supportive and conducive to learning (37). In such an environment, students have the 

unencumbered right to fail or succeed in a partnership with their teachers. Ultimately, 

teachers are resf)onsibIe for finding the balance that cultivates this type of classroom. 
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Previewing the subsequent section, statement 38 indicates that this balance in the 

teachers" praxis requires more than mere content knowledge and technique. 

37. Laurel gives me place where we...speak English. For example, in 
class she gives us many activities so we have to speak, but we can 
enter into speaking in class. (HR. Level 40. 10/21/1999) 

38. She's fun sometimes. She's not like a teacher, is not very serious. 
She's like me sister, like mother. (SM. Level 30. 10/22/1999) 

6.3.6. Humor 

39. Don't make the students bored. You have some jokes—20 minutes. 
one joke. Like salt in the food, something like that... The food 
without salt is not good, so to make good. (KC, Level 30. 10/7/1999) 

The above metaphor belies a particularly relevant point that may. in fact, underlie 

the uniqueness of language teaching and language as a subject different from other 

disciplines. As an inherent human capacity, language is a natural part of the human 

experience. While individuals may possess different acumen in understanding physics, 

applying science, and appreciating art. every human has the capacity to master a mother 

tongue (Collier. 1995). Despite the different processes involved in first and second 

language acquisition, students* ability to speak their native languages can lead to great 

frustration in the face of an inability to quickly learn a second language. To counter this 

feeling of language shock and to keep students interested in the subject at hand, these 

student-participants almost unanimously stated that humor is an essential element in the 

repertoire of the effective teacher (40-42). 

40. Grammar and reading I think is not serious, but [the teachers should] 
make fun class because [if] they say, "Don't make fun,'" maybe sleep. 
(WW. Level 50, 10/20/1999) 
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41. Kid with me. like I think that's more important because if you are 
tired, ... that helps you I think. (DB. Level 10. 10/8/1999) 

42. Probably if the teacher is funny sometimes, not all lime, but the class 
is more agile ... or more interesting. More, and not monotonous. 
(PM, Level 30, 10/21/1999) 

Some students, as seen in the comments below, believe that humor helps to keep 

them focused in the class (43-44). It also lets the classroom ring with authenticity as it 

connects the microcosm to the real world (45). 

43. Because I feel better when it's funny, when there is no pressure 
between people in the class and it makes you feel more...concentrate 
and to do the best what I can. (BA. Level 70. 10/7/1999) 

44. It also make people to be involved more in the class. (CA. Level 70. 
10/7/1999) 

45. It's something in the daily life ... It's good. (RR. Level 40. 10/8/1999) 

Yet. despite the call for classes that are more "fun." students do recognize that 

language learning is not just fun and games (46-47). 

46. All the class be jokes and we will not leam...because I think when all 
the classes are jokes, the students don't care about. (GR. Level 40. 
10/14/1999) 

47. But not always funny. ... all the time funny. You know? He has to do 
teaching. (FC. Level 30, 10/22/1999) 

Agixin. finding a balance between the amount of humor that facilitates language 

learning and that which becomes detrimental to it is a fine line that an effective teacher, 

in these students' views, walks. Nonetheless, the attempts to walk this line offer rewards 

for both teachers and students (48). 

48.1 saw wonderful teacher, funny teacher, you know, with us. I love this 
subject. (FC, Level 30, 10/22/1999) 
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6.3.7. Love 

.. .the task of the teacher... is both joyful and rigorous. It demands 
seriousness and scientific, physical, emotional, and affective preparation. 
It is a task that requires that those who commit themselves to teaching 
develop a certain love not only of others but also of the very process 
implied in teaching. It is impossible to leach without the courage to love 
... (Freire. 1998. p. 3) 

It is doubtful that many teacher preparatory programs emphasize the importance 

of "love" in their curriculum, but Freire saw it as central to teachers' praxis (Freire, 1970. 

1992. 1997. 1998). Additionally, "love" implies many things for the working definition 

of an effective teacher, such as commitment to students and their learning, and dedication 

to the profession. In the student-teacher relationship, it can be manifested as quasi-

parental love or friendship relative to the changing roles of the teachers" fulfillment of the 

students' needs. Students also recognize the importance of love, as indicated by their 

comments below. It can work in conjunction with humor to motivate students (49). 

Moreover, these student-participants suggest that it may have a direct connection to 

learning although they are divided over whether this connection is specific to language 

learning or not (50-51). 

49. I think it you have a tough teacher maybe you'll hate his class. But if 
it's funny, you will love the class. You will try to show the teacher 
and the rest of his class you are considerate of his class. (OR. Level 
40. 10/8/1999) 

50. The first thing in my opinion, the first thing for learning anything, the 
teacher should make you love this class. (KC, Level 30. 10/7/1999) 

51.1 think not in the [other] class, but in language. Because the language 
is kind of new for us and we have to. like, love this language. If I hate 
this language, I cannot leam. (SS. Level 40, 10/17/1999) 
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It is at this stage that I'd like to propose a "non-causal" link between humor, love, 

and learning, as suggested by the student-participants (Figure 6.2). As students believe 

that humor helps to lower their affective filter and keep them interested in the class, they 

claim that it makes them love the language. This engagement in the class causes them to 

apply themselves to studying which may facilitate, expedite, and enhance their learning 

of the language. 

52. To work hard, to study hard. If you like the English you can learn 
with the English, but if you don't like that language, you can't do 
anything. (MW. Level 50, 10/14/1999) 

Figure 6.2. Non-Causal Links in Effective Language Instruction 

6.3.8. Definitions of Effective Language Teaching 

Similar to the teacher-participants' definitions of effective language teaching, the 

student-participants' accounts can be divided into 1) descriptive adjectives about 

teachers; 2) descriptive adjectives about the class; and 3) action verbs to define effective 

praxis. 
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Referring back lo the functions introduced in Section 6.2.1. the pedagogical, 

environmental, and societal functions of effective language instruction in a multicultural 

ESL classroom can be used to frame this discussion if these labels are reinterpreted. In 

this case, the pedagogical function meets the expectations of what the teacher brings to 

bear on his or her praxis. This can be conceived of in terms of the descriptive adjectives 

students use to talk about "good" teachers, both in professional and p)ersonaI terms (53-

61). Thus, "active," "challenging." "clear." "encouraging." "energetic." "passionate." 

and "patient" are qualities offered by these students to in their characterization of an 

effective teacher. 

53. She likes to help everybody and every time if I. like, sometime if I 
don't know the answer to her question, she don't tell me every answer. 
She lets me [have time]. DB. Level 10, 10/8/1999) 

54. He always is— what is the word— energetic all the time. (JC. Level 30. 
10/8/1999) 

55. I have 4 classes in level 40. but my favorite teacher is Kevin because 
he teaches very activity. I don't know how to say that. (CS. Level 40, 
10/15/1999) 

56. His teaching is clear. I studied same subject before, but I couldn't 
understand about that. But he teaches that again so I can understand. 
(UW. Level 50. 10/8/1999) 

57. When I answer something that may be wrong, he encourage me ... 
(WW, Level 50. 10/20/1999) 

58. Patient. More patient. Because maybe you explain something it's 
easy, but it's difficult for a student. (WW. Level 50. 10/20/1999) 

59. He's passionate and he helps us a lot about pronunciation. (LA. Level 
70. 10/14/1999) 
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With regard to the environmental function, students offer other descriptive 

adjectives about the class itself in which teachers and students attempt to find a halancc 

between a variety of questions and answers about teaching and learning. Here lies the 

context where praxis is carried out. where love of teaching can translate into love of 

learning, where the student-teacher relationship is most poignant, and where humor plays 

a crucial role in the language acquisition process (60-64). 

60. It's easy to memorize because I always said something useful ... (MA, 
Level 70, 10/14/1999) 

61. To make the class more interesting and the students like the class. For 
example. I like her class more than all the classes...because it is a class 
of many kind of activity. (GR. Level 40, 10/14/1999) 

62. She have many abilities, many things for teach English. (PM. Level 
30. 10/21/1999) 

63. Class is not for one thing; some other things: vocabulary, grammar. 
reading. (GR, Level 40, 10/14/1999) 

64. In his class it's very interesting...and we can leam...English when we 
have fun. (BA. Level 70. 10/7/1999) 

Deconstructing praxis within the socictal function, it can be posited that good 

praxis links the microcontext of the classroom with the macrocontext of the outside 

world. This is accomplished by making connections between what teachers do as 

teachers in the classroom and the extent to which they address what students are exfjected 

to do with language in the real world. This praxis is depicted by student-participants' 

comments about teachers' behavior, whether spontaneous or contrived (65-71). 

65. A good teacher needs to prepare his class. (MS, Level 40. 10/21/1999) 

66. She takes time for me. And not during teaching hour, in different 
time. (RR, Level 40, 10/8/1999) 
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67. I think good language teacher...experience is very important ... many 
countries have many teaching style. If you want to be a good teacher. 
... you can go to many countries. Then to know how they teach their 
students. Then to learn something you can leam. not just stand in your 
country. (IR. Level 40. 10/14/1999) 

68. When she explains something, [she is like a] marionette ... When she 
is doing something it's something we understand because the teacher 
is specific with the specific words and style for moving [her] hand. 
[her] feet or foot, [her] eyes and everything. (RR. Level 40. 10/8/1999) 

69. I think you have to usually talk with your students and to understand 
what they want to leam. Yeah, why they want is very important. (IR, 
Level 40. 10/14/1999) 

70. She can give us a common word that we can use daily in our life. 
(OR. Level 40. 10/8/1999) 

71.1 think he's one of the most effective men I have ever met because he 
gives a motive. The students speak more. And he's also kind of strict. 
TcA. Level 70. 10/7/1999) 

The above discussion and designations made for the pedagogical, environmental, 

and societal functions are in no way meant to be taken as final interpretation and purpose 

of these distinctions. Clearly there is a good deal of overlap in talking about any one 

particular element from the study. Rather there is an attempt here on my own part to 

establish the flexibility and/or multidirectionality of these abstract mental constructs. 

6.4. A WORKING DEFtNITION OF EFFECTIVE LANGUAGE INSTRUCTION IN A 
MULTICULTURAL ESL CLASSROOM 

Figure 6.3 presents a model for the working definition of effective language 

instruction in a multicultural, university-level ESL classroom. This model was derived 

through the process of the constant comparative method of data analysis used to derive 

Grounded Theory. It is specifically intended for the context of the Center for English as 
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Figure 6^. Model for Effective Language Instruction in a Multicultural ESL 
Classroom 
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a Second Language at the University of Arizona in Tucson. Arizona. More specifically, 

it applies to the classrooms of those teachers who participated in the study and the 

students who shared classes with them. The themes presented in the model and the 

following discussion are not for the purposes of prescription as they emerged from the 

study of a particular context. TTiat said, any transferability which might help other 
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language teaching professionals in their individual situations will be discussed in Section 

7.1. 

To begin, the two-way arrows symbolize the Critical Pedagogy perspective that 

effective language teaching is not an end in itself, but extends beyond the classroom into 

life (Freire, 1970, 1992; Wink. 1997). Thus, the teacher in the classroom is not separate 

from the individual whose humanity pervades his or her praxis. 

... anything I'm interested in in my life and anything the students are 
interested in becomes grist for the mill. We're not limited to a certain 
corpus of information or knowledge as one might seem to be, or feel that 
one is, leaching some other subject. We're teaching language here. All 
sorts of things can happen in language ... So the subject matter is life. 
(Laurel. Interview #2) 

This final comment, "the subject matter is life." suggests that this teacher has an 

orientation towards the teaching of language that matches the students' predominant 

orientation toward language as being primarily functional. Furthermore, within a Critical 

Pedagogy framework, it also exemplifies how the classroom is a microcosm for the larger 

society. In this respect, teachers can foster a problem-posing approach which will 

empower students to think critically inside and outside the classroom in their attempts to 

transform society. 

The larger themes of meeting expectations, making connections, and finding a 

balance are purposely forwarded as verbs. In this active form, the nature of the 

multidirectional process of education is realized. Working from the outer circles toward 

the core, three functions are identified as pedagogical, environmental, and societal. The 

pedagogical function enables the language teacher to meet student expectations and to 

communicate what their own expectations of those students may be. It merges theory 
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with practice in preparing to address students' emotional and psychological needs, and 

provide access to the skills necessary for their individual development. The 

environmental function moves toward finding a balance in the classroom to 

accommodate the needs of the students as individuals and as members of distinct and 

diverse cultures. The societal function connects the classroom and the real world. 

situating its microcontext in the larger context of life. It further conjoins the language 

orientations of the students (e.g.. "language as a tool") to the curriculum and prepares 

them to meet the language requirements of whatever their future endeavors may be. 

The convergence of all three spheres in the core is where effective language 

instruction, in these contexts, is defined. The excerpts from the teacher and student 

inter\'iews resound with references to praxis as it merges variety, humor, and love in the 

relationship between the students and their teachers. Praxis brings all forces and 

functions to bear on an environment where teachers find a balance between theory and 

practice to meet students" needs and desires for their futures in the external society. This 

further requires making connections between the classroom and the real world, the 

content and its use. 

Variety is also a necessary element from all persfjectives. Society is not one-

dimensional. so neither can its classroom counterpart be. However, the balanced 

environment within the microcontext is not intended to promote an uncontrolled variety, 

but rather to attend to the diverse and changing needs of the students from both a 

pedagogical and human standpoint. To paraphrase one student, humor is the "salt" that 

flavors every aspect of language instruction considered "effective." At once, it connects 



194 

the content of language to the real world, gives balance to the seriousness of study and 

makes it enjoyable, and allows teachers to be a little more human. Love, too. defined as 

teachers" commitment and dedication to becoming belter in their profession, and to their 

students" achievement, features prominently in what students and teachers consider to be 

effective language instruction. When teachers truly love what they do and dedicate 

themselves to it. it becomes apparent to students through their interactions. The students 

appreciate and can reciprocate the love generated by the teachers by applying themselves 

to the task at hand: learning a language. To initiate these positive interactions, dialogue 

must commence. "Love is at the same time the foundation of dialogue and dialogue itself 

... If I do not love the world—if I do not love life—if I do not love people—I cannot 

enter into dialogue" (Freire, 1970. pp. 70-71). 

All of these things are created and fostered in the student-teacher relationship. In 

Critical Pedagogy, the democratic process that education is intended to be provides for 

the mutual resfject of all individuals. As a result, a multicultural ESL classroom allows 

students to leam a new language in a challenging yet supportive environment where 

everyone has a subject position which is welcomed and redefined through the process of 

coming to know others' subject positions (i.e.. conscientization). The student-teacher 

relationship, immersed in mutual respect, redefines education from viewing the teacher as 

authority figure to a process whereby teachers aLso leam and students also teach. Finally, 

the action element, essential to a definition of Critical Pedagogy, is realized in two ways. 

Effective teachers will adjust their praxis to accommodate the changing needs of students 

inside the classroom, and the societal function transports the educational, problem-posing 
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process outside the classroom to support the transformation of society toward the ideals 

of democracy in a pluralistic, multicultural world. 
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7. DISCUSSION AND CONCLUSION 

7.1. HOW TO USE THIS "WORKING DEFINITION" IN ANOTHER CONTEXT 

A colleague asked me about the model presented in Chapter 6. She wanted to 

know how I had come up with the design. "Is it really what the participants think? Or is 

it panially what you as a teacher/researcher helped to come up with based on your own 

opinions?" A similar question had been previously put to me by members of mj' 

committee regarding to what extent I perceived the design as prescriptive. Having 

already considered this question in both cases. I was prepared to answer. I will address 

these issues in two parts: 1) the research process and derivation of the model, and 2) the 

transferability of the model. 

7.1.1. The Research Process and Derivation of the Model 

Just as students do not enter the classroom empty-headed, waiting to be filled with 

the knowledge of the teacher (Freire. 1970). I was not approaching this research devoid 

of experience, preconceived notions, and opinions. In fact, despite the realization that 

qualitative research expects a degree of subjectivity. I had wondered how I'd be able to 

maintain some degree of objectivity in terms of not imposing my own ideas onto the data. 

The answer came by engaging the process of deriving Grounded Theory through 

naturalistic inquiry'. The clarity and honesty in the teacher- and student-participant 

interviews, the triangulation of several sources of data, and the auditing process 

maintained the rigor and integrity of the research. As I analyzed new data and compared 

them to other data of the same and different types, I developed new themes, modified 
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existing ones, and abandoned others altogether. My own stance regarding Multicultural 

Education. Critical Pedagogy, and the Communicative Approach to language teaching 

were detailed in Chapter One and. I hope, clarify my positionality as distinct in some 

ways from the teacher-participants. 

As for the model, the themes and their interrelationships came directly from the 

words of the teacher-participants, student-participants, and. in one case, the external 

auditors. Thus, meeting expectations, making connections, and finding a balance, as well 

as the other labels applied in the its construction, can be found directly in the transcripts 

and notations provided as part of the data collected for the study. Although more than 

one appellation may have appeared in the data, certain distinctions (e.g., individual 

differences) were chosen over others (e.g., affect or cognitive abilities). This was due, in 

part, to one term's wider application (i.e., cognitive abilities can be included under 

individual differences) within the study and within the field. It was not the case, though, 

that the latter theme came first (i.e., a priori), causing me to superimpose constructs from 

language teaching and second language acquisition literature onto the model. A detailed 

account of how the interrelationships were sorted to produced the layout is given in 

Chapter Four. 

The one possible exception to external imposition is the category of functions, 

which emerged naturally from an examination of the themes' interrelationships. These 

are my contributions to the design. Even so. I cannot claim them as uniquely my own 

since they are based in the research literature. Thus, the various essays on pedagogy 

(Freire, 1970, 1992, 1997, 1998; Shor, 1980. 1987, 1992, 1996) and the several 
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references to the similarities and differences between school (environmentalfunction) 

and the world outside the classroom (societalfunction) are realities which the model 

extends, encompasses, and integrates. 

7.1.2. The Transferability of the Model 

So what about implications for reapplying the findings of this study to other 

contexts? Let me respond by restating what I proposed from the beginning of this study. 

In an effort to understand these four teachers* praxis in context. I designed and 

implemented a multicase study which would describe and interpret why and in what 

specific ways they are considered so effective by the administration, their peers, and the 

students. These findings were never intended to be prescriptive in the sense of being 

universally generalizable. However, while there is always a certain degree of subjectivity 

in interpretation, the findings do have implications for our understanding of ESL teaching 

in multicultural contexts, and hence, for praxis in those contexts. 

If the findings were never intended to he prescriptive, what's the point? As the 

naturalistic paradigm recognizes the incredible diversity of humanity, it would be 

impossible to replicate these teacher-participants" personalities and behavior to any 

degree without losing those qualities that make each of us unique. The backgrounds, 

experiences, and approaches to teaching taken by Csilla. Dean. Kevin, and Laurel are 

quite different. The emphasis here is that ver>'different people can all be considered 

effective as language teachers. 
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How does this study benefit other teachers in multicultural classrooms? The 

transferability discussed by Lincoln and Cuba (1985) and Glaser and Strauss (1967) 

refers to the level of abstraction implicit in the themes that emerged from the theory 

grounded in the data. Using the model in other contexts is not impossible, but 

prescription in any form is not possible through the re-application of the themes as they 

stand. Rather, each of the themes must be redefined with specific regard to the teacher, 

students, and school context in question. In other words, it is not sufficient to simply 

state that students have individual differences. It is necessary to identify what those 

particular students' particular differences are. The University of Arizona and Tucson are 

contexts unlike any other. To find a balance within the classroom environment and make 

connections to the immediate society, considerations need to be made for responding to 

the day-to-day lives of those students in the locale where they find themselves. All the 

themes (and probably many more) need to be examined in order to approach 

effectiveness in language instruction. The working nature of the model indicates that it 

can be adapted, but it is never finished. As Critical Pedagogy implies, once an answer 

has been forwarded as "best." it probably meets the needs of only a few and reflects only 

one subject positionality. It therefore needs to be reexamined to ensure a more 

democratic approach to education. 

7.2. THE "FIT" OF CRITICAL PEDAGOGY WITH THE "WORKING DEFTNITION" 

Just as "effective" must be defined within a context, that context is delimited and 

defined by those who co-construct it. Accepting that, it is only logical that their several 
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voices are heard in the defining. This is where I feel that many taxonomies for effective 

language instruction have failed. As a teacher. I often think I know what is best for my 

students. Thai's when they remind me that I am still engaged in the process of becoming 

(Freire. 1970); I am a teacher-student trying to understand my profession and its 

applications. No one can speak for the students, except the students. Any attempt to do 

so without invoking their voices and different positionalities runs the risk of being an 

imposition that does not speak for their true needs and desires. The vocation of the 

teacher, then, is not to know, in some omnipotent sense, what the students need, but to 

constantly seek to better understand their experiences and needs, and thereby to help the 

students achieve what they want once they have expressed it. And how do you get them 

to express those wants'? Start by asking questions. 

In this study. I have attempted to adopt a problem-posing approach to asking 

teachers and students what they think effective language instruction is. Through the use 

of the constant comparative method and the external auditors. I was able to identify 

themes from the participants" own words, check the consistency of their ideas over 

several occasions and against other forms of data, and question my own interpretations in 

terms of their authenticity and grounding. Through this process, the development of the 

model for a working definition of effective language instruction in a multicultural ESL 

classroom cannot be said to be a singular effort. The knowledge obtained about the cases 

in their various contexts and the model derived through their comparison were co-

constructed through the multiple efforts of all who participated. 



201 

In many ways, my own role was co-constructed through my engagement of the 

process. I saw my status among the students change as they moved from viewing me as 

an outsider observing their class to a part of the class. While it cannot be said that I ever 

achieved complete in-group status with the students—the students recognized that I was 

another teacher at CESL—I became pan of their daily experience in the classroom. 

Indeed, on a few occasions when I was absent for some reason, students would stop me in 

the hall or come up to me immediately before the next day's lesson and ask why I hadn't 

come to class. Their investment was made apparent by their continued interest in how 

the study was going, the high percentage of both return on the questionnaires and the 

participation in the interviews, and their questions during the interviews about why I was 

doing this. 

My answer to the question about why I was doing this is simple: to learn and to 

grow, to become a better teacher and. in turn, become a better human. All of these 

ambitions, however, are about processes, and since these are processes. I am not ready to 

rest my case and accept that I have presented the ultimate model; I intend to stay with my 

working definition. 

7.3. IMPLICATIONS 

7.3.1. Where To Go From Here 

Throughout the presentation of the findings. I remarked how interesting it was 

that CESL students' comments so closely matched those of these teachers, suggesting 

that their belief systems, at least with regards to language teaching, are more in sync with 
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these teachers' than might otherwise be expected (cf. Schuiz. 1996). Are students merely 

repeating what teachers say language teaching should be. or are these teachers simply 

effective because their praxis fits with what students want? I would offer that the answer 

to the former is no. and to the latter is yes—somewhat. 

Not all the students felt these particular teachers were especially effective. That 

does not. however, negate the fact that these teachers are effective at what they do. nor 

does it invalidate the findings of the study. Again, the answer to why some students were 

dissatisfied is more complex. It may be that some part of the model for the working 

definition was not being addressed for those particular individuals—perhaps their 

expectations were not being met as those of other students were. In some cases, it seems 

that the problem arose from the placement of the student in a class that was too easy 

rather than a specific reference to the teacher as "bad." In no instance, however, did any 

student actually claim that these were ineffective teachers. At most, they said they 

wished the teacher would focus more on speaking or one of the other skills they thought 

were essential to language learning. Thus, not all students agreed with the assessment 

that these teachers were meeting their needs and they may have based their opinion on 1) 

an unfamiliarity with American classroom culture; 2) a preference for smaller classes in 

order to have more personal attention; or 3) dissatisfaction with a curriculum that focuses 

on the improvement of all skills rather than just those the individuals may want to work 

on. These latter two points involve contingencies of student enrollment and/or visa 

requirements and are beyond the immediate purview of the classroom teacher. In effect, 

if programmatic changes are to be made, the effective teacher can identify the problem 



203 

and open a probiem-posing dialogue with the students in order to initiate action. Yet 

those students may still feel dissatisfied with the system as a whole if they cannot see the 

results beyond the classroom in the time it takes for them to complete the program. 

The above evidence suggests that the responses given by the students were 

genuine and not some sycophantic form of teacher accommodation. In addition, the 

assurance the students received of anonymity, both prior to signing the participation 

agreement and throughout the study, enabled them to freely represent their ideas in the 

questionnaires and during the one-on-one interviews. I further believe that their ability to 

answer my questions with complete candor also arose through our association. I let them 

know that I wanted to hear their honest opinions—good or bad. that 1 was honestly 

interested in their ideas. 

In response to the second question raised at the beginning of this section, "are 

these teachers simply effective because their praxis fits with what students want," I said 

"yes—somewhat." That is. in effect, the crux of the issue. Referring again to the model I 

proposed in Chapter Six. the working definition for effective language instruction in a 

multicultural ESL classroom depends on the teacher meeting students' expectations, both 

of and through pedagogy, making connections between the classroom and the world 

beyond it. and finding a balance within the classroom environment where learning can 

lake place. All of these functions must be attended to in context. Any definition that 

does not attend to context cannot adequately address the functions in a way that will be 

satisfying. 
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7.3.2. Areas for Further Investigation 

The implications here suggest an ongoing reexamination of everything related to 

second language instruction from language teacher education to program curriculum 

design. In order to frame this discussion, I return to the three functions—societal, 

environmental, and pedagogical—presented in the model derived from this case study. 

For example, the profession has already seen a shift over the past several years from a 

purely skills-based approach to a more theme-ba.sed or content-based approach to 

language teaching. This shift reflects an attempt to make connections on a societal level 

to both the way students perceive language and the way language is used in the world. 

Furthermore, as education itself is a process, teachers must also be prepared and flexible 

enough to find a balance within the constantly changing environment of the classroom. 

The realities of the macrocontext of the larger society and the trends in the microcontext 

of the classroom require teachers to attend to the pedagogical function as well in order to 

meet the changing needs of their students. Current and future teachers need to develop 

methodologies to examine the efficacy of these shifts. Consequently, what is called for is 

more classroom-based, action research of the type conducted in this case study to enable 

the incorporation of effective language instructional techniques into second language 

curricula in both language teacher educational programs and the language teaching 

programs them.selves. 

Focusing on how students view the function of language in society, it seems that 

they perceive the study of language as substantively different from the study of other 

content areas. In many cases, language is not seen as the "thing" they want to learn as 
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much as it is a necessary means to an end. These students need the language to be able to 

complete course work in their content areas while attending an American university. It is 

for this reason that they come to the United States in the first place. The language serves 

as a tool that enables them to achieve their intentions, as well as to survive and thrive in 

the United States for however long they remain. Recognizing this as a predominant 

orientation of university-bound ESL students is important for language teachers in their 

process of becoming more effective. Students also indicate that humor is an important 

feature of the language classroom. This may, in part, be due to the view that humor, like 

language, is considered a normal part of daily life. Teachers working toward 

improvement need to connect the "real-world" nature of language and laughter with their 

praxis. Ultimately, their effectiveness is determined by those students, either directly 

through evaluations of the teachers and classes in question, or indirectly by the students' 

performance in the classroom and on tests. 

All things considered, however, teachers and students must acknowledge that 

while the classroom ojierates on some level as a microcosm for the larger society, it is 

still a classroom. Bringing elements from the outside world into the classroom context, 

however, must always be tempered with purpose. Teachers need to find a balance 

between what is educational and useful, with what students need. As the methodology in 

the present study has suggested, the best way to obtain answers for what students think 

they need (and here I am including language teachers, current and future, in the act of 

becoming) is to ask them. It seems unthinkable that any attempt to define effectiveness 

in language instruction would emerge from a purely top-down process. Not only does 
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this type of prescription run the risk of advancing the image of an idealized learner, 

completely ignoring the myriad differences inherent in the individual, but it also negates 

the environmental influences that change both diachronically and synchronically in any 

given classroom context. Therefore, every working defmition must include the voices of 

the students involved and recognize that each descriptive definition will have natural 

variation based on the changing needs and expectations of the students from one context 

to the next. An awareness for these changing needs and expectations, along with an 

appreciation and respect for the cultural diversity and individual student differences 

inherent in a multicultural classroom, can and should be fostered in teacher preparation 

programs. While there is no guarantee that all teachers will develop these qualities (and 

it is uncertain how the degree to which they do could be determined regardless), it cannot 

be assumed that they would simply "pick them up" on their own if not exposed to them 

during their preparatory programs. 

Both inside and outside the classroom, teachers bring their pedagogy to bear on 

meeting the expectations of the natural fluctuation in life. Like their students, the 

teacher-participants studied here share a love of learning. This can be seen in their 

ongoing participation in university courses and professional conferences, even their own 

reading of research about current trends in pedagogy and second language acquisition. 

They continually work toward self-improvement and renewal, both for their students and 

their own personal well-being. Indeed, if teachers want to foster lifelong learning in 

students, they themselves must serve as examples. This. too. should be highlighted in 
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teacher preparation to emphasize the nature of process in working toward more effective 

language instruction. 

Preparation programs and in-service should also focus on variety in language 

teaching rather than simply adopting a "one-method-fits-all" approach. By not doing so, 

they do their students (i.e.. future teachers), and their students' students a great disservice. 

Focusing on one approach to language instruction assumes an ideal that this study. I 

hope, has gone a long way to argue against. It further misses the p)oint of recognizing and 

appreciating the diversity inherent in a multicultural classroom by imposing a one-sided 

view on how learning should happen. Perhaps the greatest benefit of the 

macroframework provided by this research is its depiction of the interconnected 

relationships that teachers must define for themselves with their students in an ongoing 

process in their own classrooms. Using the model presented here as a guide, teachers can 

apply it and themselves to the task of developing a way to examine, reexamine, and 

adjust their praxis. This case study also details a methodology (i.e.. problem-posing) that 

provides a compatible, organic way to ask the questions and conduct the research in 

defining effectiveness. 

7.3.3. Shared Traits of the Teacher-Participants 

The teacher-participants in this study were diverse in many respects. There was 

no formulaic, "one-size-fits-all" behavioral pattern indicated by the findings. Instead. 

they demonstrated individual combinations of their "skills and gifts" as introduced in 

Chapter Five. Despite this diversity, however, certain shared traits could be recognized 
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in their praxis that enabled the working model of effective language instruction to 

emerge. Revisiting the model from Chapter 6,1 suggest how the four teacher-participants 

drew on their theoretical and content knowledge, as well as their growing familiarity with 

their students, to identify the right mix of activities and techniques in any given context 

on any given day (see Figure 7.1). 

Figure 7.1. Shared Traits of the Teacher-Participants 

m 
% 
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In attempting to provide more effective language instruction, these four teacher-

participants made connections beyond the classroom. They recognized that the students' 

language orientations were different from their own—the students were not interested in 

learning language for its own sake, but for the access it would give them to the larger 

society in terms of admission to an American university and/or advancement in the 

workplace. They incorporated authentic language into the curriculum to provide the 

students with a sociolinguistic awareness of appropriate language use in the real world. 

Their teachers' awareness kept them alert in the process so that they could alter the mix 

or modify their own roles within the environment as needed. Additionally, the materials 

they provided were not only educational, but also useful to the students* own needs and 

goals. In their own individual ways, they found a balance that enabled students to engage 

in learning. 

These teachers not only attempted to foster life-long learning in their students, but 

also exhibited their own interest in self-improvement and renewal. Thus, their personal 

engagement in life-long learning demonstrated by enrolling in additional courses, reading 

research to stay current in the profession, and attending conferences enabled them to 

serve as role models. Finally, they used various means to approach the task of teaching. 

Their skills and gifts blended together in their praxis to address a wide array of individual 

differences and customize the variety of skills being learned to the needs and desires of 

the student-participants. 



210 

7.4. CONCLUSION 

What has been learned as a residt of this multicase study ? Contextual analysis 

must be part of any efforts toward defining and becoming a more effective teacher. Each 

multicultural classroom requires a case-by-case examination, which, in turn, demands an 

exhaustive look at the immediate context. This includes an ongoing awareness that goes 

beyond the locale to the changing diversity of the students. Just as no two teachers are 

the same, no two students are either. The individual differences present in the makeup of 

any one class cannot be predictive for a different class, with either the same or different 

students. Thus, praxis based principally on the nature of one class" ethnicity, gender, or 

ethnicity and gender will never be sufficient. Students are no more predictable simply 

because they are male or female. Japanese or Arabic, rich or poor. 

Finally, effective language teaching is not so much a matter of replicating 

behavior as it is a matter of customizing behavior. Although none of the teacher-

participants claimed to be practicing Critical Pedagogy, the critical cycle—observing and 

naming, reflecting, and acting—was evident in all of these classrooms to some degree. 

The teachers" awareness and direct questioning of the students enabled each of these 

teachers to notice and identify needs and/or problems. Through reflection and problem-

posing in a relationship of mutual respect with the students, plans were devised to 

respond to the needs and resolve any problems. Finally, and perhaps most importantly, 

the plans were implemented. These teachers, in conjunction with their students, took 

action. TTirough pedagogy, they brought the external society into the classroom 

environment where, through love and laughter, language was learned. 
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It is here that I return to the discussion of Critical Pedagogy within a multicultural 

classroom environment where facilitating students" development of a communicative 

competence is the goal. My insistence on its "fit" is simple. By engaging a critical 

classroom, diversity in the multicultural nature of the teachers and students in the class is 

recognized and embraced. All voices have the opportunity to express their subject 

positionalities and share in the co-construction of knowledge through the use of language. 

Communicative competence is achieved by expressing and coming to understand the 

various experiences of the involved individuals. Herein it becomes clear that 

Multicultural Education and the Communicative Approach to Language Teaching are not 

incompatible. The practice of Critical Pedagogy in a multicultural ESL classroom 

provides a framework wherein a working definition for effective language instruction can 

be derived. Consequently, teachers and students working together can critically examine 

and redefine praxis to make it more effective. 
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APPENDIX A 
Teacher Profiles 

N.B. PLEASE INDICATE IF YOU WOULD LIKE ME TO USE A PSEUDONYM AND/OR 
OTHER METHODS TO PROVIDE SOME DEGREE OF ANONYMITY FOR YOU. BEAR IN 
MIND THAT I WILL GIVE YOU THE OPPORTUNITY TO REVIEW ANY INFORMATION 
PRIOR TO REPORTING IN ORDER TO ENSURE YOUR SAFETY AND THE ACCURACY OF 
MY OWN INTERPRETATION. 

• Please make attempts to secure my anonymity. 

• I am not worried about my anonymity. 

• I would like to review your report prior to its submission. 

• I do not need to review your report (but I may choose to comment on it to ensure accuracy). 

BIOGRAPHICAL INFORMATION 

Place of Birth: 

Age: 

Religion: (optional) 

First Language: 

List any additional languages spoken: 

CESL EXPERIENCE 

How many years have you taught at CESL? 

Please indicate all levels you have taught. 

• 10 • 20 • 30 • 40 • 50 • 60 • 70 

• Special Program(s) (Please specitS): 

Please indicate all classes you have taught. 

• Reading • Writing • Listening • Speaking • Grammar • Vtx;abulary 

• Pronunciation • 2-Hour Block • Multiskilis Workshop 

n Other elective Please specify: 

n Other lab Please specifv: 

Please list any committees you have or are currently serving on at CESL; 
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PROFESSIONAL HISTORY 
PLEASE GIVE AS MLCH DETAIL IN COMPLETING THE FOLLOWING AS YOU ARE ABLE. 
ANY DETAILS YOU PROVIDE MAY SERVE AS AN INVALUABLE SOURCE OF 
INFORMATION FOR THE COMPLETION OF THIS RESEARCH. 

PRR-SF.RVICF. 
Please give detailed information about your educational background. List your degree, 
the name of the institution(s) you attended, and the courses taken as part of your degree 
program. 

List any extracurricular activities you engaged in that you believe were relevant to your 
development. 

N.B. If you served as a teacher or teaching assistant at any time prior to the completion of 
your degree program, please indicate. 
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IN-SERVICE 
* SOME OF THE FOLLOWING INFORMATION MAY BE INCLUDED IN YOUR 
CURRICULUM VITAE OR A TEACHING PORTFOLIO. IF YOU WOULD RATHER ATTACH 
ONE OF THESE, PLEASE DO SO. BUT RESPOND TO ITEMS THAT ARE NOT INCLUDED 
THEREIN. 

Please list your teaching experience (i.e.. Where did you work, in what capacity, and for 
approximately how long?) 

What additional training and development have you had since the completion of your 
degree? 

Please list any additional professional endeavors that you believe were relevant in your 
development as a teacher. Include membership of professional organizations. 

Please list any extracurricular activities you engage in with students. Include both 
activities and/or clubs which you have initiated or in which you have participated. 
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RESEARCH 

Are you engaged in any txpe of research that may have a bearing on your practice? 
Please discuss below. 
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APPENDIX B 
Teacher Interview Protocols 

N.B. The amount of time we have agreed upon (30-45 minutes per inten iew) will he 
respected. These questions are merely intended as guidelines for semi-structured 
interviews. You needn't worry about allotting time for each. Also, please do not feel that 
you have to prepare anything for the inteniews. I am only giving you these questions in 
advance in the event that your reflection may lead to something that you consider 
especially relevant in your experience. 

Interview #1 (Focus: I.ife History) 

How did you come to be an ESL teacher? 

Tell me about your learning e.xperiences. 
school 
non-school 

Describe your favorite learning experience. 
Describe your most uncomfortable learning experience. 

Tell me about someone who was especially influential for you. 

Interview #2 (Focus: Contemporary Experiencet 

What is it like for you to be an ESL teacher? 

Describe a typical e.xperience (e.g.. an individual class, a school day). 
Describe a favorite experience. 
Describe an uncomfortable e.xperience 

What is your passion? 

How would you describe your relationship to your students (e.g.. give an analogy: "ship's captain to 
crew") ? 

Interview #3 (Focus: Reflection on Meaning) 

What does it mean for you to he an ESL teacher? 

Given what you said in the first two interviews, how do you make sense of your work (i.e.. what connections 
do you see)? 

What are some current concerns you have? 

How would you characterize effective language teaching? 
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Periional Inrormation 

1. My country is 

2. My a.iie is 

3. Mv relieion is 

4. My first language is 

5. I am a ( male / female ). 

I am in CESL level 

I am in 

I have been at CESL for 

I have been in the U.S. for 

APPENDIX C 
Pilot Student Questionnaire 

. (optional). 

(What class?). 

years / months. 

years / months. 

Previous Language Education 

10. I studied English for years / months in my counlr\'. 

11. I also studied language for years /months in my country. 

(List all languages studied: ) 

12. I studied language ( in my school / at university in my country / at a private language school in my 

country ). 

13. My English language teacher was from (What country?). 

14. My English language class was taught ( just like my other classes / differently from my other classes ) 

at school. 

Beliers and Expectations 

15. a. I think learning language is like 

15. b. Why? 

1 A. a. I expected CESL teachers to teach ( the same as / different from ) language teachers in my country. 

16. b. Why? 
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17. a. I think CESL teachers teach (the same as / different from ) language teachers in my country. 

17. b. Why? 

18. a. The way CESL teachers teach (helps / doesn't help ) me to learn English. 

18. b. Why? 

19. a. For me. the way teachers in my country teach language is ( more effective / less effective ). 

19. b. What does effective mean to you? 

20. Describe the best language teacher you ever had. Tell how and why you thought he / she was effective. 

What do you think this questionnaire is tr>'ing to determine? 

Please comment as to how you think it could be improved. 



APPENDIX D 
Descriptions of CESL Courses 

Course 
Number 

Hours per 
Week 

Course Name Description 

10 10 English: Basic 
Skflls 

A 2-hour "block" class, the students' 
teacher also functions as their advisor. As 
the beginning proficiency level, course 
work focuses on developing reading and 
oral skills in English. 

30 10 English for 
Specific Purposes: 
Low Intermediate 
Skills 

This advising class helps low intermediate 
students to improve their reading and oral 
skills. Short, individual oral presentations 
are required. 

40 10 English for 
Specific Purposes: 
High Intermediate 
Skills 

This advising class helps high intermediate 
students to improve their reading and oral 
skills. Medium-length, and researched 
individual oral presentations are required. 

70 10 English for 
Academic 
Purposes 

An advanced level 2-hour block class, 
course material focuses on college-level 
vocabulary, discourse, and reading. 

34 J Multiskill 
Workshop 

This course is required for ail lower level 
students. It integrates listening and 
speaking through a variety of means, such 
as theme-based or content-based 
instruction. It also serves as a supplement 
to the 2-hour skills class. 

42 5 Writing 
(Intermediate 
Level) 

This course generally combines grammar 
skills and writing at the sentence and 
paragraph levels. Short essays may also be 
developed. 

52 5 Writing (High 
Intermediate 
Level) 

There is a strong focus on grammar skills 
while simultaneously introducing various 
types of essay structures. Longer essays 
are attempted 

62112 5 Academic Writing 
(Advanced Level) 

Conducted in the second summer session 
(4 weeks), two levels were combined to 
focus on preparation for college level 
compKJsition. 

72 5 Academic Writing 
(Advanced Level) 

Usually comprised of pre-university 
students (graduate and undergraduate 
levels), this course focuses on written 
academic discourse. 



220 

APPENDIX E 
Student Questionnaire 

Personal Information 

1. My country is 

2. My age is . 

3. My religion is (OPTIONAL). 

4. My first language is . 

5. I am a ( MALE / FEMALE ). 

6.1 have been at CESL for (HOW LONG?). 

7.1 have been in the U.S. for (HOW LONG?). 

Previous Language Education 

(Please identify your language learning^ experience before coming to CESL. List as many as 
possible.) 

Example: I studied French for 2 years in the USA at university . My teacher was 
LANGUAGE TIME COUNTRY LOCATION 

from Beleium . 
COUNTRY 

8.a. 1 studied for in 
(LANGUAGE) (TIME) (COUNTRY) 

at . My teacher was from 
(LOCATION) (COUNTRY) 

8.b. 1 studied for in 
(LANGUAGE) (TIME) (COUNTRY) 

at . My teacher was from 
(LOCATION) (COUNTRY) 

8.C. I studied for in 
aANGUAGE) (TIME) (COUNTRY) 

at . My teacher was from 
(LOCATION) (COUNTRY) 

8.d. I studied for in 
aANGUAGE) (TIME) (COUNTRY) 

at . My teacher was from 
(LOCATION) (COUNTRY) 
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Beliefs and Expectations 

9. In my country, English was taught other subjects at school. 
A. the same as 
B. different from 
C. (WRITE YOUR OWN) 

lO.a. I expected CESL teachers to teadi lanmiase teachers in mv country. 
A. the same as 
B. different from 
C. rWRITE YOUR OWN) 

lO.b. Why? 

11 .a. I think CESL teachers teach language teachers in my country. 
A. the same as 
B. different from 
C. CWRITE YOUR OWN) 

ll.b. Why? 

12.a. I think learning language is like... 

12.b. Why? 
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13.a. The wav CESL teachers teach 
A. helps 
B. doesn't help 
C. (WRITE YOUR OWN) 

me to leam Enelish. 

13.b. Why? 

I4.a. For me, the way teachers in my country teach language is 
A. more effective 
B. less effective 
C. (WRITE YOUR OWN) 

14.b. What does "effective" mean to you? 
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15. Describe the best language teacher you ever had. Tell how and why you thought he / she was 
effective. 

I would like to interview some students on their responses to this questionnaire. Your name and 
answers will NOT be made available to CESL, your teachers, or your classmates. If you agree to 
be interviewed, please indicate here by writing your name so I can identify you (Your name will 
remain private). 
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APPENDIX F 
Student Interview Protocol 

0. Information on student's major or profession. 

1. What is the best way to learn a language? 

2. Do you think your teacher is effective? Why or why not? 

3. Do you feel respected in this class? (Scale of I-10) 

4. What role, if any. does respect play? 

5. Do you feel you have enough opfKjrtunity to participate in this class? (Scale of 1-10) 

6. Do you think everyone in the class has an equal opF)ortunity to participate? Why or 
why not? 

7. What role, if any. does humor play in class? Is it important? What is the connection of 
humor to learning a language? What does humor have to do with learning a language? 

8. (How would you characterize an effective teacher?)... Imagine that I am your friend 
and I want to be a language teacher. Based on your experience studying language in your 
home country' and the U.S.. what advice can you give me? What can I do to be an 
effective language teacher? 
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APPENDIX G 
Directions to External Auditors 

You are being asiced to participate in the analysis of data in a study of effective language 

teaching. The labels you are about to see were derived from transcripts of teacher 

interviews. TTie researcher is attempting to answer the question: 

"How do ESL teachers characterize effective language teaching in the 

context of a multicultural ESL classroom?" 

In the assignment of labels, the question was kept in mind in order to suggest beliefs 

about how teachers view themselves as individuals and their environment (both inside 

and outside the classroom), and what connections and/or meaning they make of the two. 

Keeping this in mind, the process you are undertaking has two parts: 

First, you will need to look at the labels one at a time (in no particular order). Read the 

first label and place it on the table in front of you. Read each subsequent label and decide 

whether it has a conceptual relationship to any of the labels already placed on the table. 

If so. place it together with that label. If not, start a new stack. You may decide for 

yourself to what extent, if any. the relationship is direct or indirect. 

Second, after you have conceptually organized the labels on the table, go through each 

grouping and. using a hierarchical order, assign a higher order abstraction (label) to that 

grouping. 

N.B. At any lime, you may refer to the original if you feel this will help to clarify the 

interpretation of the researcher in assigning labels to units of analysis. 

Thank you for your participation. 
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APPENDIX H 
External Reviewers' Category Names 

Cat.* 
Reviewer # I Reviewer #2 Reviewer #3 Reviewer #4 

I. "systemic—overall 
prosiram" 

"ovMi learning 
experience" 

"their relation.ships 
with their parents" 

"(ESL) student 
behaviors; what students 
leam in an ESL class" 

I. 

1 a. "with respect to 
program in .aeneral" 

"ovMi learning 
experience" 

"their relation.ships 
with their parents" 

"(ESL) student 
behaviors; what students 
leam in an ESL class" 

I. 

I b. "with respect to 
teaching (ail 
a.sF>ects)" 

"ovMi learning 
experience" 

"their relation.ships 
with their parents" 

"(ESL) student 
behaviors; what students 
leam in an ESL class" 

I. 

1 c. "with respect to 
students" 

"ovMi learning 
experience" 

"their relation.ships 
with their parents" 

"(ESL) student 
behaviors; what students 
leam in an ESL class" 

-> "world view—bigger 
picture" 

"learning exfjerience 
with others" 

"personal 
development" 

"behaviors of effective 
ESL teachers" 

3 "self reflection on 
learning experience" 

"relationship/ 
connection to 
students" 

"the teacher's own 
learning experiences" 

"somewhat negative 
learning exf)eriences" 

3 

3a. "how teachers 
affected learning 
experience" 

"relationship/ 
connection to 
students" 

"the teacher's own 
learning experiences" 

"somewhat negative 
learning exf)eriences" 

3 

3b. "generally good 
or bad" 

"relationship/ 
connection to 
students" 

"the teacher's own 
learning experiences" 

"somewhat negative 
learning exf)eriences" 

3 

3c. "what's necessary 
for good/effective 
learning" 

"relationship/ 
connection to 
students" 

"the teacher's own 
learning experiences" 

"somewhat negative 
learning exf)eriences" 

4 "student—teacher 
relationships" 

"why I like CESL" "how and why they 
became ESL 
teachers" 

"background of ESL 
teachers & how it 
contributes to their 
teaching" 

5 "model/effective 
language teaching" 

"CESL" "their views of good 
ESL teachers and 
effective language 
teaching" 

"(self-)reflection on 
language 
learning/teaching" 

6 "system/program 
features: outside 
classroom" 

"student—teacher 
relationship (in 
USA)" 

"enjoyable/interesting 
experiences" 

7 "definitions of 
effective language 
teaching" 

"attributes of a good 
program (how the 
proaram should be & 
how it is" 

8 — — "student—teacher 
relationships" 

* These categories are not intended to be sequentially comparable: that is. Reviewer #1 's 
category 5 does not correspond to Reviewer #2's category 5. etc. Instead, the numerical 
sequencing of each external reviewer's categorical groupings was assigned as the 
groupings were obtained from the individual. 
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APPENDIX I 
Alternative Observation Instruments 

Classroom management 
1. Itotc(WlcaMnaeeordiii(toibcMlo«fngkC7: 

br 
1 
2 
i 
« 
S b* 

1. 1 2 3 4 5 

i. Tke CIM Widtniaotf vrta •« •MIII4 M *0 MM i 2 3 * ^ 

3. All insnctiOM «CR cleir «  ̂ 5 4 5 

4. Every mdcm wai involved M aoBie poMi 1 2 3 4 4. 

5. All taideiia woe imMMd in tfie knon J 2  ̂ J 4 5 

6. IW Mckcr earned out eoiiipRlMBBoe dHcfcf 1 2 3 4 s 

7. MsKfikb and kamieg acaviiie* «we i^propriaie 1 2 3 4 5 

8. Stadem pet^ififS end snb-poupings viae apprapriate 1 2 3 • 4 / 5  

9. Oaaa aBMcptef* was positive 1 ' 2 3 4 5 

la 71k pecittf of ihe leaoa wai apinpfiaie 1 2 3 4 5 

11. Ttec was eaougb vwtdjr in tfk Icaon 1 2 3 4 5 

12. Hie leactcr did MC oOe loo moch 1 2 3 4 5 

13. Eirarcamcoonand feedback was apprqiriaie 1 2 3 4 5 

14. Thoe was genuine cooMMnicatian 1 2 3 4 5 

15. Thent was teaeiwr skill in orgfrmg pvup woA 1 2 3 4 S 

16. There was appotuatty for conaoUed practice 1 2 3 4 S 

17. Swdems were eMtKaiasac 1 2 3 4 S 

18. Cttral eUuiBom atiaatcwem waifaod 1 2 3 4 5 

ArtifMKl tnm Ml K$A cliir>liii 
(Ad^xd ftmn Nuean. D. 19SS. TIte Learntr-Ceiartd 
Currieulum. CMBfarid(e: Cnsfaridge Univcnicy Press.) 

2 Work in pairs or small troupe to compare 
jrowr answtTL 

What similarities and differences are iberc? 
How would you aeooant for these? 

(reprinted from Nunan. 1990, p. 79) 
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Task analysis 

1. To wbMtexwat are the fioUowwg tutcmcnts Ma 
accunte xcflectiaa of the lesson? 

Kf! 
1 MItf 
* J tmr 
• ii if 

-nie itacHcr OMd icalia aod MlKBiic •aioiala. 1 2 3 4 
LaaiMfs raiiarad; ia ciMi. iUU ihay w9l Mid 

ia teal rnnimirHitr linMtiowoaBidcdiw. 1  2 ^ 3  4 

Hie otqscrivcs of the kam wnc deario liic lonen. 
Hmr wcfc oppoRwiiies for oorMM practice 

of vacifie IrngMKcpoiius. 

I 2 3 

1 2 3 

4 

4 

Hk Kiiviiies woe ctaUengiaK b«l not ihreateninf. 
Leamen wefc reqnred to do foncihing (e^. nlve 

1 problem, coie ID a CBnchiiioB.coHH)kK«taafc). 

1 2 3 

1 2 3 

4 

4 

Leamen voe icquifBd lo caopeaie. 
Leanicn woe nqiiired ID dare infonnaiiaa (Le. 

•here w« an infonnaiion pp coopoaem 10 te 
loaoB). 

There was an evaluauoB caapanem ID the ksKM 
whidi would aOow leanen ID jndfc the degree 
ID whickihey had succeeded or failMl. 

1 2 3 

1 2 3 

1 2 3 

4 

4 

4 

The acttviiies would have beea iwitaWc for araixed 
abSiijr class. 1 2 3 4 

(Adapttd from Nuaan. D. 1988. Syllabus Design. Oxford: 

Oxford Univenity Press. 

Work tai pairs or small gniups (o coiii|»are your 
answers. 
What iiaiilariCics and fifTcrcnoes arc there? 
How irould jrou account for these? 

Worfcins with a panner, select the five most imponant 
characteristics a lesson from the above list. 
(Or, alienutively, provide your own characteristics). 
For those diarM?»istics which are not reflected in the 
lesson, suggest ways in which it might be modified to 
reflect these chaiacieristics. 
Suggest a foUow'up task. 

(reprinted from Nunan, 1990. p. 80) 
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Classroom interaction 

Wticfa the kaaeu again, and place a tally maifc apimt 
the following cvcBB each time ibey occur. 

TaUiet Total 

•B wMdi she kMM dtt aancr). 

X. 

3 Tcacher explain a cnmoMtieal point. 

4  T c a c h c r m p l a i w  — a n j a g o f a j a m .  

S TcadKxcxpIaiasfinciieaalpaiai. b 

6 Tcactacrei9laiaspaiMiclMii«iottecamHN 
(dwoM/topic) of ibe kMoa. 

7 UtekerghmiamtKtiom/dineooaa. 

t Tmdbtrpaiam. 

9 TMchcroUciaes. 
/ 

12 Laan«r ttffcs le aaodMr kner. 

13 taiod of dace or eonfoiiaa 

In small groups, 
rttsntaa the MIowing 

1. Compare your tallies. What similarioes and differences 
are there? 
How would you account for these? 

2. What insights into the lesson, if any. did this activity provide? 

3. Do you think there would be any value in audio recording 
and rating a segment 6om one of jrour own lessons? 

(reprinted from Nunan. 1990. p. 81) 
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