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Foreword 
 

 

Since its inception as a small summit of like-minded literacy leaders in February 2012, the Texas 

Association of Literacy Education (TALE) has grown and thrived. A special tribute is due to Jack 

Cassidy, whose vision united a group of educators after the dissolution of the Texas State Reading 

Association. This year, TALE proudly celebrated its tenth anniversary, marking a significant 

milestone in its history. 

In 2012, the newly formed TALE held its first annual literacy conference, which, over time, 

evolved from a modest gathering of educators into a major event. Today, the TALE Annual 

Conference attracts literacy leaders from across Texas and the United States, including teachers, 

administrators, district coaches, college professors, teacher candidates, graduate students, and 

acclaimed authors. 

The TALE conference kicked off on March 1, 2024, with a keynote from Dr. Julie B. Lindsey, a 

renowned expert in phonics instruction. Her insightful presentation was followed by Author Van 

Garrett, who shared his experiences as a writer. On day two, Susan Lambert discussed her journey 

in speaking with researchers in the field of literacy on the "Science of Reading" podcast. The 

conference concluded with Dr. Tracey Flores, founder of Somos Escritoras, who emphasized the 

importance of creating safe spaces for diverse learners' voices to be heard and their experiences to 

be openly shared. In addition to the outstanding keynote speakers, we also offered a variety of 

diverse breakout sessions in literacy. Each presenter shared their perspectives on literacy, reflecting 

the central goal of our conference: that literacy is inclusive and touches every aspect of our lives. 

We are deeply grateful to the founding members of this organization, those who continue to stand 

with us, and those whose legacy lives on through their commitment to literacy. As part of this 

legacy, TALE awarded the Jack Cassidy Memorial Scholarships to graduate students pursuing 

literacy-related degrees, honoring Dr. Cassidy's lasting impact. Additionally, the TAIR Emerging 

Literacy Leaders Grant program awarded two $700 grants to support attendance at the 2024 TALE 

Annual Conference, along with mentorship from a member of the TALE Board of Directors. 

Throughout the challenges of recent years, we have also continued to provide virtual professional 

development opportunities, ensuring our members stay connected and supported. It has been an 

incredible journey to witness TALE's growth, from leadership initiatives to service projects. We 

are thankful for the unwavering support of our community and excited to enter another decade of 

promoting collaboration, best practices, and advocacy for literacy education. 
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As we look to the future, TALE remains committed to being a premier state literacy organization, 

expanding our network, and pursuing our mission to "promote literacy that will enhance the lives 

of all Texas citizens personally, socially, and economically." We eagerly anticipate gathering again 

for our next annual conference, ready to continue the important work ahead. 

Sincerely, 

Liza LaRue, Ed.D. 

TALE Chair, 2023-2024 
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~ Chapter 1 

 
Making it Real: Applying Coursework to Fieldwork 
in a Teacher Residency Literacy Methods Course 
 

 

 

 

Jennifer M. Smith, Ph.D. 

Texas Christian University  

 

Robin Griffith, Ph.D.  

Texas Christian University 

 

Abstract 

Teacher residency models are gaining momentum as powerful models for preparation because preservice 

teachers spend an entire year in a local classroom while also continuing their learning through required 

coursework. In its inaugural year of offering a teacher residency program, Texas Christian University 

modified course structures to allow residents to learn, apply, and reflect on the implementation of the 

course content into their residency classroom. In this article, the authors explain the modifications to 

course assignments and how residents applied course content to their residency experiences. Limitations 

of those applications are also discussed.  

 

Keywords: teacher residency, field experiences, school partnerships, literacy, teacher preparation 

____________________ 

 

 

The reality of the ongoing and ever-increasing 

teacher shortage is not news to anyone involved 

in teacher education. The increasing attrition rate 

is due in part to low salaries and dissatisfaction 

with working conditions. The retirement of 

veteran teachers also accounts for some of the 

decline in numbers. According to Guha et al. 

(2017), untrained novice teachers are especially 

likely to leave the profession after their first year 

in the classroom, particularly when their initial 

training lacked robust and meaningful classroom 

experience under the guidance of a successful 

mentor teacher. This final factor can be 

addressed through teacher residencies. The 

purpose of this article is to highlight how one 

educator preparation program modified 

coursework to encourage teacher residents to 

apply coursework to the residency fieldwork – in 

a sense “making it real.”  

Teacher Residency Programs  

Teacher residencies are gaining momentum as 

tools for addressing the increasing teacher 

shortages while building a talent pipeline for 

school districts. Inspired by the medical 

residency model, teacher residencies are defined 

as year-long programs in which the resident 

works as an apprentice alongside a master 
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teacher while taking closely linked coursework 

at the university. Many teacher residency 

programs are situated in high-need, urban 

districts (Guha et al., 2017; Wasburn-Moses, 

2017).  

 According to Guha et al. (2017) residencies, 

when well-designed and well-implemented, can 

create significant long-term benefits for schools, 

districts, and the students they serve. They 

require educator preparation programs to rethink 

the nature of clinical experiences and reimagine 

coursework (Dennis, 2016). One of the 

characteristics of a high-quality teacher 

residency program is relevant coursework tightly 

integrated with clinical practice (Guha et al., 

2016; 2017; Pathways Alliance, 2022).  

Wasburn-Moses (2017) emphasizes that 

“integration between course and fieldwork is the 

bedrock of the residency model” (p. 39). 

 Research supports theory-to-practice 

connections between course content and field 

experience in educator preparation programs 

(Jenset et al., 2019; Korthagen & Kessels, 1999). 

Grossman and colleagues (2008) suggest when 

“assignments that link coursework and fieldwork 

are thoughtful, purposeful, and well-

constructed,” the impact on teacher candidates 

may be more influential than simply the amount 

of course or fieldwork (p. 283).  

Teacher candidate experiences within residency 

programs also support the close alignment 

between coursework and clinical practice. 

Mourlam et al. (2019) found that when course 

content was closely linked to the residents’ field 

experience, residents perceived it as more 

relevant and impactful on their knowledge, 

skills, and confidence. 

This study seeks to build upon the existing 

research to analyze how teacher residents 

enrolled in a literacy methods course use, apply 

and reflect on the implementation of the course 

content into their residency classroom. 

TCU Teacher Residency Program 

Beginning in the summer of 2022, the College of 

Education at Texas Christian University began 

the process of designing a Teacher Residency 

model for students pursuing Early Childhood 

through Sixth Grade (EC-6) certification. This 

process included partnership meetings with the 

National Center for Teacher Residencies 

(NCTR) and local school district administrators. 

There was also a site visit to a successful 

residency program. Faculty developed a plan to 

recruit and select residents for the 2023-2024 

pilot year and made EC-6 program changes to 

support the residents’ limited time on the TCU 

campus (see Table 1).

Table 1 

EC-6 Programmatic Differences Between the Residency Program and the Traditional Program  

  TCU Teacher Residency Program TCU Traditional Senior EC-6 Program 

Fall 2023 Four days a week in clinical 

teaching/residency classroom 

One day a week on the TCU campus 

to take three senior courses  

One day a week in a field placement classroom 

experience 

 Six senior courses 

Spring 

2024 

Four days a week in clinical 

teaching/residency classroom 

One day a week on the TCU campus 

to take three senior courses; one 

evening course 

Five days a week in clinical teaching 

 

One evening course 
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This also involved a redesign of senior 

coursework so residents would have 

opportunities to apply what they learned each 

week directly into their residency classrooms. 

Thirteen residents were selected from the 

existing junior-level EC-6 cohort to participate 

in the 2023-2024 TCU Teacher Residency 

Program. TCU partnered with one large urban 

district for this inaugural year, and residents 

were placed across four elementary campuses as 

paid employees and received a $20,000 salary 

for the school year. Both the residents and their 

host teachers attended a full-day workshop on 

the TCU campus to learn about the co-teaching 

model (Grady et al., 2019), so they could 

collaborate effectively to support the students. 

Residents reported to new teacher training with 

the district in late July and started teaching on 

the first day of school. Once the TCU semester 

began, the residents taught four days a week in 

their residency placement and came to the TCU 

campus one day a week to complete the required 

coursework. EC-6 program changes were made 

to accommodate this schedule.  

 

TCU instructors also redesigned syllabi to 

support the integration of theory to practice into 

the residents’ senior coursework and to make the 

day on the TCU campus an effective learning 

experience. Each of the three courses offered in 

the fall was an in-person class, and faculty 

decided to reduce the time in class from two 

hours and forty minutes per class (traditional 

course time) to one hour and fifty minutes since 

residents would be applying coursework to their 

fieldwork experiences. Faculty also redesigned 

many assignments to ensure they were 

“thoughtful, purposeful, and well-constructed” 

(Grossman et al., 2008, p. 283) to bridge the 

theory-to-practice gap.                      

Figure 1 provides an example from the syllabus 

of a literacy methods course for grades 3-6. The 

“Classroom Application” column was added to 

the residents’ syllabus, and each week residents 

had tasks to complete in their classroom 

connected to the course content. This 

information was submitted as an assignment 

(noted in the last column of Figure 1) for a 

grade, and time was built into the class session 

for residents to discuss the assignment and their 

residency experience with each other. 

 

Figure 1   

Syllabus example from Reading Instruction in Grades 3-6; Week 2 
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Method 

Study Context 

Thirteen residents were enrolled in the 2023-

2024 TCU Teacher Residency Program. Twelve 

of the thirteen residents consented to participate 

in the research study. In the fall semester, all 

residents were also enrolled in three university 

courses including Reading Instruction in Grades 

3-6, a literacy methods course focused on mid-

upper elementary students taught by one of the 

researchers. This course built upon a literacy 

methods class for grades K-2 that students took 

during their junior year. Reading Instruction in 

Grades 3-6 included a wide variety of topics 

such as prior knowledge, advanced word study, 

comprehension, vocabulary, and differentiation. 

 An essential component of a residency program 

is close alignment between course content and 

the residency experience (Mourlam et al., 2019). 

As a result, residents completed weekly tasks 

that allowed them to apply the course content 

and readings in their residency classrooms (See 

Table 2). Since assignments were redesigned for 

the residents’ unique experiences, the course 

instructor/primary researcher was interested in 

how the residents understood and applied the 

course content in their placements. The research 

questions that guided this study were: 

1. How are teacher residents applying the 

course content of a literacy residency 

course in their residency classrooms? 

2. What do the coursework-to-fieldwork 

assignments reveal about residents’ 

understanding of the course content and 

their residency experience? 

 

Data Collection 

Data collection occurred throughout the fall 

2023 semester. The data included ten “Response 

to Classroom Application” assignments. These 

assignments required students to consider the 

readings and course content to apply the learning 

to their residency classroom. As noted in Figure 

1, the first Response to Classroom Application 

assignment required the residents to read two 

chapters from their textbook, Differentiated 

Literacy Instruction in Grades 4-5 (Walpole et 

al., 2020), and become familiar with the district 

reading curriculum using both observations 

during the school day and application of the 

material in the reading. The other nine Response 

to Classroom Application assignments followed 

a similar pattern.   

Data Analysis 

Constant comparative methods (Corbin and 

Strauss, 2008) were used to analyze the data. We 

intentionally chose five Response to Classroom 

Application assignments to analyze that 

represented different topics and spanned the 

entire semester (see Table 2). We began with a 

priori codes based on the research questions that 

included the application of course content, 

understanding course content, and residency 

experience. This revealed that most responses 

were reflections on the application of course 

content, which provided insight into residents’ 

understanding of the course content and their 

residency experience. 

Next, we used open coding to analyze students’ 

responses to the five selected prompts, 

identifying nine additional codes to reflect 

specifics of what the data revealed. These codes 

included the application of course content to 

specific students or situations, ways in which 

they saw personal growth in themselves, and 

tensions between what they saw in the classroom 

and what they wanted to see.  After each 

assignment was analyzed for participants, we 

wrote a summary statement detailing the key 

ideas and themes, and we noted representative 

quotes. The details of each data source, themes, 

and quotes are discussed below. 
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Table 2 

Classroom application assignments analyzed for this study  

Classroom 

Application  

Readings / Content Classroom Application prompt 

1 Read: 

Differentiated Literacy Instruction 

in Grades 4-5: “Differentiation and 

Tiered Instruction; Designing an 

Upper Elementary Literacy 

Program” (Walpole et al., 2020)  

  

Become familiar with the district reading 

curriculum and closely observe how it is 

implemented in your classroom.  

● How much time is allotted for ELA 

instruction per day? How is that time 

used? 

● How are differentiation and tiered 

instruction implemented? 

● Which comprehension strategies are 

used? (see p. 27) 

● Which indicators (pp. 20-21) do you see 

present in the instructional materials? 

4 Content: Learning by Scientific 

Design (LbSD) from the previous 

week (Deans for Impact, 2023a) 

Analyze two warm-up activities that occur in your 

classroom this week. Consider: 

● Is relevant, specific prior knowledge the 

focus? Explain. 

● How does the warm-up activity support 

students’ organization (schema-building) 

of the prior knowledge that will connect 

to the new material? 

● Are all students involved (all write or all 

talk)? Explain. 

● What, if any, pitfalls do you observe? 

5 Read: 

“Implications of the DRIVE Model 

of Reading: Making the 

Complexity of Reading 

Actionable” (Duke & Cartwright, 

2019) 

-AND- 

“A Closer Look at Close Reading: 

Three Under-the-Radar Skills 

Needed to Comprehend 

Sentences” (Mesmer & McCully, 

2017) 

Consider a student that you have worked with in 

your classroom. 

● How does the DRIVE Model of Reading 

help you understand this student’s reading 

strengths or challenges? Be specific as 

you consider each step of the model. 

● How might you use the practices listed in 

the Mesmer & McCully article to support 

this student’s sentence comprehension? If 

you are able, try one or more of these 

practices with the student. 
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7 Read: 

Differentiated Literacy Instruction 

in Grades 4-5: “Building 

Comprehension” (Walpole et al., 

2020) 

-AND- 

 Teaching Reading in Small 

Groups: “Guided practice toward 

independence: Strategy lessons for 

comprehension, print work, and 

fluency” (Serravallo, 2010) 

Choose an instructional method for either whole 

group or small group reading instruction from the 

readings. Implement with students in your class. 

● Which instructional method did you 

choose and why? 

● How did this look in your classroom? 

What modifications did you make from 

the reading to your implementation? 

● What went well? How do you know? 

● What areas do you want to grow as an 

instructor? 

10 Read: 

Differentiated Literacy Instruction 

in Grades 4-5: “Building 

Vocabulary” (Walpole et al., 2020) 

-AND- 

Differentiated Literacy Instruction 

in Grades 4-5: “Building Fluency” 

(Walpole et al., 2020) 

Choose to focus on either vocabulary or fluency in 

your classroom integration this week.  

● Reflect on how vocabulary or fluency has 

been taught or addressed in your class this 

year. How does this connect to the 

chapter(s)? 

● Select an aspect of the instructional 

planning/strategies listed in the reading 

and implement it in your class.  

● What went well? How do you know? 

● What areas do you want to grow as an 

instructor? 

 

Findings 

The analysis of the classroom application 

assignments revealed residents’ connections to 

specific students or situations, their perceptions 

of their personal growth, tensions they observed, 

and what they wanted to see.  Residents’ 

responses on the five analyzed Classroom 

Application assignments began with their 

observations of the classroom in which they 

were working (#1). In week six of the semester, 

students submitted Classroom Application #5, 

and several students discussed their teaching and 

ways the material was supporting instruction. 

The final two responses that we analyzed (#7 

and #10) asked students to choose a strategy 

from the reading and implement it in their class, 

which provided further insight into their 

classroom environment and ways they wanted to 

grow as instructors. The following four themes 

emerged across the data analysis: (1) application 

of course content, (2) modification of strategies, 

(3) tensions related to scripted curriculum, and 

(4) goals for professional growth. 

Application of Course Content 

Across all data sources, residents consistently 

applied the course content to their residency 

classroom, often citing specific course content or 

readings and how they saw the same or similar 

pedagogical practices enacted in their 

placements. Classroom Application #1, asked 

residents to become familiar with the district 

reading curriculum and observe how reading 

instruction was implemented in their classroom. 

Residents identified specific instructional 

strategies and described how they were 

implemented in the classroom.   



 

              
Texas Association for Literacy Education Yearbook, Volume 11:   
The Heart of Literacy Connects Us All! 
©2024 Texas Association for Literacy Education 
ISSN:  2374-0590 online 

16 

Several weeks later, residents were asked to 

consider how activating prior knowledge was 

utilized in their classrooms in response to 

Classroom Application #4. All residents 

included evidence that they were applying the 

content to their classroom analysis, as they 

discussed relevant prior knowledge, schema 

organization, and pitfalls (which were part of the 

prompts). One student reflected on a math lesson 

and noted the support present for schema 

building:  

This warm-up helps students organize 

their prior knowledge by requiring them 

to actively apply their understanding of 

prime and composite numbers. Sorting 

numbers into these two categories 

reinforces their schema related to this 

concept. It connects their existing 

knowledge to their upcoming lesson on 

prime and composite numbers. 

 The following week, residents read about the 

DRIVE model of reading (Duke & Cartwright, 

2019) and were asked to use this information to 

better understand a student’s strengths or 

challenges and then to use the second reading 

listed to identify how they might support this 

student. Eleven of the twelve participants 

directly applied the content of the readings to 

specific students, including one resident who 

wrote: 

The DRIVE Model of Reading helped 

me understand more about how reading 

is an interdependent process. [Student] 

will read a passage with fluency, 

however, in follow-up questions and 

activities, it seems as if she missed the 

underlying message. Following the 

model, I can clearly see where her skills 

need attention and how it is negatively 

impacting her comprehension. 

One resident did not apply the content of the 

literacy articles to a specific student, but she was 

likely not in a reading placement. Instead, she 

discussed both articles and what she would do, if 

able. The other eleven residents crafted their 

responses in a way that discussed students’ 

strengths/areas of need and how they would use 

the material from the readings to support their 

students. Additionally, seven of the residents 

cited content or quotations from the readings, 

separate from their discussion of the application. 

This illustrates their close reading, 

comprehension, and how they were processing 

this new information which allowed them to 

successfully apply the knowledge to their 

students. 

Modification of Strategies 

Residents were also encouraged to experiment 

with various strategies they were learning in 

their residency classrooms. In many cases, this 

meant adapting the instruction and modifying 

the strategy learned to fit the grade level, 

classroom context, and needs of the students.  

For example, when students read about 

comprehension instruction and strategy lessons 

(Classroom Application #7), one resident 

decided to incorporate a strategy to support 

inferencing into her math instruction. She 

recognized that word problems required students 

to infer information; she learned reading occurs 

across disciplines, and reading strategies can be 

used to support students outside of the literacy 

block. 

 Other residents modified the strategies they 

were learning by integrating them into different 

literacy activities. For example, they modified 

existing literacy centers. They adapted 

inferential questions to use with an 

informational text based on the post-reading 

questions provided. One student decided to 

modify a semantic feature analysis (Classroom 

Application #10) for use during a science lesson: 

I chose to implement semantic feature 

analysis in my class. According to the 

book, semantic feature analysis is used 

when there are multiple vocabulary 

words that belong to the same category 

and can be compared and contrasted on 

a specific set of features…In class, I 

created a table with the four vocabulary 

words and then engaged the students in 
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a discussion about which ones allowed 

light to pass through, which stopped the 

light, and further talked more 

specifically about the specific effects 

each one has on light.  

These modifications of learned content required 

the residents to transfer the learning into their 

instruction. Instead of only demonstrating their 

understanding of a concept, they were making 

connections to their practice and observing how 

this instruction supported their students when 

applied. 

Tensions Related to Scripted Curriculum 

A consistent theme across the findings was a 

tension related to the district-mandated scripted 

curriculum. Tensions were coded as ways in 

which students recognized that the instruction or 

learning environment differed from what they 

wanted to occur. Residents specifically reflected 

on the limitations of the scripted curriculum and 

the lack of differentiation in their classrooms 

which they often attributed to their school’s 

strict adherence to the curriculum.  

 These tensions were immediately voiced by 

students after Classroom Application #1, as they 

were asked to become familiar with the reading 

curriculum. This involved noticing how the time 

was used in their ELA classroom and reflecting 

on the implementation of differentiation and 

tiered instruction. One resident noted her 

frustration, writing, “…     [curriculum] does not 

accommodate differentiation within the 

classroom.” Another resident reflected, “I would 

love to see more reading happen…something 

that I feel [curriculum] could grow in is 

providing students with more hands-on text 

material instead of just the teacher reading the 

story to the kids.” 

 Later in the semester (Classroom Application 

#7) when students were learning about small 

group instruction and strategy lessons, another 

resident stated, “The curriculum we use does not 

provide many opportunities for small group 

instruction centers and I would love to have 

more strategies that I could use to incorporate 

that into my classroom.” These responses 

demonstrate the tension these residents felt, as 

they wanted to provide exemplary instruction 

but felt limited due to the curriculum. 

Goals for Professional Growth 

The final theme that emerged from the data was 

that residents noted goals for their professional 

growth. Two of the Classroom Applications (#7 

and #10) asked residents to consider areas they 

wanted to grow as instructors, but they began 

naming goals for themselves in the first 

assignment at the beginning of the semester. 

These goals were often directly related to what 

they were learning, applying, and reflecting 

upon each week. Differentiation was repeatedly 

discussed, and one resident commented on her 

desire to improve small group differentiation 

“that makes their content appropriate and 

promotes growth, no matter their level.” 

 The residents’ goals also incorporated learning 

from previous courses. For example, residents 

learned about the importance of engaging 

students in effortful thinking (Deans for Impact, 

2023b) a concept that was reinforced with the 

analogy of getting students to “scuba” instead of 

“snorkel” with the content. One resident 

thoughtfully reflected on her goal of asking 

higher-order questions: 

One area that I want to grow as an 

instructor is improving the kind of 

questions that I ask. Although I have 

made it a goal of mine recently to ask 

more higher-order thinking questions, I 

still catch myself asking lower-level 

questions that don’t require as much 

effortful thinking as other questions 

might. While these lower-level 

questions are still useful from time to 

time, I want to improve on asking more 

difficult questions more frequently to 

really get the students thinking and 

making connections in their minds. 
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Insights from the Inaugural Year of the TCU 

Teacher Residency Program 

Residents consistently applied course content to 

their field placement classrooms. They read 

closely, modified learned strategies for their 

context, and critically considered student 

performance and their areas of growth. We were 

encouraged by the many thoughtful responses to 

the classroom application assignments while 

acknowledging areas of refinement that 

surfaced. 

 The classroom application assignments focused 

on literacy knowledge, skills, and strategies. Yet 

not all residents were placed in literacy subjects; 

some taught math or science. Depending on the 

prompts, the residents in non-literacy 

placements occasionally struggled with applying 

the content to their classrooms. We saw 

evidence of residents modifying the strategies to 

fit other content areas, but we realize this was a 

struggle we will continue to encounter and will 

need to review.  

 The scripted curriculum used in the district was 

a regular talking point in class and repeatedly 

mentioned in the written responses. Most of the 

residents had little freedom to deviate from the 

scripted curriculum, which often limited new 

strategies or instructional techniques they were 

able to implement in the classroom including 

small group instruction, differentiation, and 

authentic reading opportunities. We also realized 

the residents needed more in-class opportunities 

to specifically address the scripted curriculum 

and discuss ways to work within these 

constraints. 

Conclusion 

TCU is committed to the Teacher Residency 

Program. Our second cohort of residents has 

been selected for the 2024-2025 school year, and 

we continue to make necessary adjustments to 

the program. We are expanding the program to 

partner with another district. Our literacy 

coursework now includes modules from the 

Texas Reading Academies to further prepare 

teacher candidates. We look forward to 

continued celebrations of residents’ preparation 

in this year-long clinical teaching placement and 

continued insights as we modify our program. 

 

AUTHORS’ BIOGRAPHIES 

Jennifer M. Smith is an associate professor of 

professional practice of literacy and the 

coordinator for the early childhood through 

sixth-grade program in the College of Education 

at Texas Christian University. Dr. Smith teaches 

literacy methods, children’s literature, and 

adolescent literature courses. She aims to 

support current and future teachers in providing 

exemplary literacy instruction while also 

promoting the joy of reading.  

Robin Griffith is a professor of literacy and 

chair of the Department of Teaching and 

Learning Sciences in the College of Education at 

Texas Christian University. Dr. Griffith shares 

her strengths-based approach to literacy learning 

with pre-service teachers and through 

professional development that helps teachers and 

literacy specialists recognize, understand, and 

reflect on the thousands of instructional 

decisions they make on a daily basis.



 

              
Texas Association for Literacy Education Yearbook, Volume 11:   
The Heart of Literacy Connects Us All! 
©2024 Texas Association for Literacy Education 
ISSN:  2374-0590 online 

19 

References 

Corbin, J. & Strauss, A. (2008). Basics of Qualitative Research: Techniques and Procedures for 

Developing Grounded Theory, 3rd ed. Thousand Oaks, CA: Sage Publications.  

Deans for Impact (2023a). Science of Learning: Teacher Action Overview – Prompting 

Connections to Prior Knowledge.   

https://www.deansforimpact.org/files/assets/lbsdanchorchartctd.pdf  

Deans for Impact (2023b). Science of Learning: Teacher Action Overview - Prompting for 

Effortful Thinking. https://www.deansforimpact.org/files/assets/lbsdanchorcharteft.pdf 

Dennis, D.V. (2016). A teacher residency melds classroom theory with clinical practice. Phi 

Delta Kappan, 97(7), 14-18.   

Duke, N. & Cartwright, K.B. (2019). Implications of the DRIVE model of reading: Making the  

complexity of reading actionable. The Reading Teacher, 73(1), 123-128.  

Grady, M., Cayton, C., Preston, R.V., & Sinicrope, R. (2019). Co-planning strategies for mentor 

teachers and interns. Theory & Practice in Rural Education, 9(2), 79-91.  

Grossman, P., Hammerness, K.M., McDonald, M., Ronfeldt, M. (2008). Constructing coherence: 

Structural predictors of perceptions of coherence in NYC teacher education programs. 

Journal of Teacher Education, 59(4), 273-287.  

Guha, R., Hyler, M.E., & Darling-Hammond, L. (2016). The teacher residency: An innovative   

model for preparing teachers. Learning Policy Institute. 

https://learningpolicyinstitute.org/product/teacher- residency.  

Guha, R., Hyler, M.E., & Darling-Hammond, L. (2017). The power and potential of teacher   

residencies. Phi Delta Kappan, 98(8), 31-37.  

Jenset, I.S. Hammerness, K. & Klette, K. (2019). Talk about field placement within campus 

coursework: Connecting theory and practice in teacher education. Scandinavian Journal 

of Educational Research, 63(4). 632-650. 

Korthagen, F.A., & Kessels, J.P. (1999). Linking theory and practice: Changing the pedagogy of 

teacher education. Educational researcher, 28(4), 4-17. 

Mesmer, H.A. & Rose-McCully, M.M. (2017). A closer look at close reading: Three under-the  

radar skills needed to comprehend sentences. The Reading Teacher, 71(4), 241-251.  

Mourlam, D.J., DeJong, D., Shudak, N.J., & Baron, M. (2019). A phenomenological case study  

of teacher candidate experiences during a yearlong teacher residency program. The 

Teacher Educator, 54(4), 397-419.  

Pathways Alliance (2022).  Towards a national definition of teacher residencies: A report from 

the Pathways Alliance teacher residency working group. 

https://educate.bankstreet.edu/pt/38   

Serravallo, J. (2010). Teaching reading in small groups: Differentiated instruction for building 

strategic, independent readers. Heinemann.   

Walpole, S., McKenna, M.C., Philippakos, Z.A. & Strong, J.Z. (2020). Differentiated Literacy 

Instruction in Grades 4 & 5: Strategies and Responses. The Guilford Press.  

Wasburn-Moses, L. (2017). A National Descriptive Survey of Teacher Residency 

Programs. School-University Partnerships, 10(2), 33-41.  

   

https://www.deansforimpact.org/files/assets/lbsdanchorchartctd.pdf
https://www.deansforimpact.org/files/assets/lbsdanchorcharteft.pdf
https://learningpolicyinstitute.org/product/teacher-
https://educate.bankstreet.edu/pt/38


 

              
Texas Association for Literacy Education Yearbook, Volume 11:   
The Heart of Literacy Connects Us All! 
©2024 Texas Association for Literacy Education 
ISSN:  2374-0590 online 

20 

 

 

 
 

 

 

 

Kristen Henry, M.A., Student 

The University of Texas at San Antonio 

 

Abstract  

This pilot study investigates content-area preservice teacher perceptions of literacy practices as 

humanizing pedagogy. Findings from open-ended survey questions and a focal interview suggest 

preservice teachers see the connection between literacy learning and the teaching of their content area. 

They also have a budding understanding of how literacy practices and humanizing pedagogy can be 

linked. The research suggests preservice teachers and new teachers will need additional tools, training, 

and support to enact literacy practices and humanizing pedagogy. Educator preparation programs can 

be part of that work and support system for new teachers. 

Keywords: educator preparation, humanizing pedagogy, literacy practice 

______________________ 

Calls for teacher education to evolve to serve 

better culturally and linguistically diverse 

students are not new but continue to be needed 

to counter constant dehumanizing practices 

faced by students. Standardized test scores, 

school ratings, and accountability measures 

remain the reality for most public schools, 

narrowing the curriculum and its assessment 

(Giroux & Giroux, 2006). These are among the 

dehumanizing priorities that unfortunately 

“renders [teachers] complicit in reproducing 

relations of domination and subordination” 

(Kitts, 2020, p. 83). As a result of this, learning 

how to use humanizing pedagogy during 

educator preparation is necessary. Humanizing 

pedagogy is rooted in the work of Freire (1970) 

and focuses on praxis, a combination of action 

and reflection to help create critical 

consciousness or understanding of the world. 

Freire and Macedo (1987) identified literacy as 

playing a key role in this process with their 

focus on emancipatory literacy. This is a literacy 

where learners are subjects, not objects. In 

practice, this can include centering on the 

learner’s reality, critical consciousness, value of 

diverse sociocultural resources, trusting and 

caring relationships, mainstream knowledge, 

student empowerment, and challenging inequity 

(Salazar, 2013). 

Thus, literacy educators and their literacy 

practices play a key role as historically literacy 

has been used as a weapon of domination or a 

tool of liberation (Riley & Crawford-Garrett, 

~ Chapter 2 

 
Preservice Teachers’ Perceptions of Literacy 
Practices as Humanizing Pedagogy 
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2015). Teachers and teacher educators can 

consider how to integrate literacy practices to 

achieve more humanized classrooms. This work 

can begin in educator preparation programs 

(EPP) but that task is rife with tensions with 

even well-intentioned programs reifying 

problematic viewpoints and deficit thinking 

(Carter Andrews et al., 2019). Essentially EPPs 

are imperative to help support the teachers of the 

future to better humanize and empower their 

students. With these ideas in mind, the purpose 

of this study is to explore the perceptions current 

preservice teachers have about the use of literacy 

practices as humanizing pedagogy.  

 

Research Questions 

With literacy as a driver of either domination or 

liberation and a necessary skill for students, it is 

important to survey what current preservice 

teachers understand about both literacy practices 

and humanizing pedagogy and how they can 

work for or against each other. Leading up to 

their full-time classroom experiences, what do 

preservice teachers feel and understand about 

these two concepts? This study focused on the 

following research question: What are preservice 

teachers’ perceptions of literacy practices as 

humanizing pedagogy? 

Theoretical Framework 

Humanizing pedagogy is the theoretical lens for 

this work and is a pedagogy that “considers how 

to integrate lived realities of students in the 

pursuit of the co-construction of knowledge 

within the social, cultural, and political realities 

of school and life, and in the pursuit of praxis” 

(Reyes, 2016, p. 340). It is meant to counter 

dehumanization. Bartolomé (1994) identifies the 

most important concept as not specific methods 

but rather political clarity, which is “the process 

by which individuals achieve a deepening 

awareness of the sociopolitical and economic 

realities that shape their lives and their capacity 

to recreate them” (p. 178). She further contends 

that with political clarity, educators can teach 

strategically and enable students to consciously 

monitor their learning.  

Operationally, humanizing pedagogy involves 

instruction delivered by a teacher with political 

clarity who values students’ lived experiences 

and identities. This approach examines how 

meaning is constructed, integrates critical 

reflection, and includes instruction in 

metacognitive skills that help students monitor 

their learning. Literacy practices - such as 

reading, writing, listening, and speaking - are 

key to students being able to share these 

elements within the classroom. Furthermore, 

literacy also supports student voice and 

empowerment throughout their lives beyond the 

classroom. In this article, the definition of 

literacy encompasses multiliteracies and 

multiple modalities, encompassing both 

multimodal and digital texts.  

Literature Review 

Giroux and McLaren (1986) make the case for 

teacher preparation programs helping teachers 

become “transformative intellectuals” (p. 215), 

particularly when addressing practices that 

emphasize standardization, mandates, and 

narrowly defined performance skills. Carter 

Andrews et al. (2018) highlight the need for 

preservice teachers to be able to facilitate 

discussion. This includes what is considered 

controversial topics as they learn about creating 

classrooms that are safe spaces for all students, 

including culturally and linguistically diverse 

students, and supporting youth as they learn 

about social justice. There are also calls for a 

more diverse teacher corps and different forms 

of teacher certification (Liu & Ball, 2019). 

These various demands have emerged during a 

time of increased focus on accountability, 

especially with the advent of No Child Left 

Behind (2002). 

Preservice teachers may be exposed to a variety 

of different pedagogical perspectives and 

backgrounds, including culturally relevant 

pedagogy (Ladson-Billings, 2014) and funds of 

knowledge (Moll et al., 2001). These 

frameworks reject deficit views of students that 

are grounded in who they are and emphasize the 

strengths they and their families bring to the 

school. Humanizing pedagogy can encompass 
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these perspectives as well as broaden their 

application to different classroom contexts. It 

makes connections to pedagogy that center not 

only on student identity and experience but also 

positions the teacher as a co-learner to challenge 

inequity and aid in student agency. 

Ball and Ladson-Billings (2020) focus on 

teachers’ lack of understanding of how to build 

on students’ cultural practices to advocate for 

change in teacher preparation programs. They 

see this knowledge and desire as crucial for 

creating positive, caring relationships with 

students and supporting positive student identity 

development. In addition, they summarize Liu’s 

(2011) research that illustrates the need for 

dialogical spaces that support critical reflection 

and transformation. This work echoes Ball’s 

(2006) earlier work to prepare future teachers to 

effectively teach culturally and linguistically 

diverse students. In the past decade, the 

percentage of students who identify as Black or 

Hispanic has increased (TEA, 2023). For 

example, between 2012 and 2023, Hispanic 

enrollment in the state of Texas increased to 

12.1% while White student enrollment 

decreased by 6.9% (TEA, 2023). The number of 

emergent bilinguals (EB) has also increased.  

Bartolomé (2004) writes of the importance of 

“infusing teacher education curricula with 

critical pedagogical principles in order to 

prepare educators to aggressively name and 

interrogate potentially harmful ideologies and 

practices in the schools and classrooms where 

they work” (p. 98). She claims many teachers 

uncritically accept the way things are. Bartolomé 

interviewed four high school teachers labeled 

“exemplary” by administrators and colleagues. 

She found these teachers who were aware of 

these harmful ideologies, including unequal 

power relations, questioned the Western idea of 

meritocracy, and rejected the deficit views of 

students, as well as the dominant views of White 

supremacy. She concludes that preservice 

teachers need explicit study in ideology and 

need to be able to take a counter-hegemonic 

stance for the good of the students.  

Researchers have also explored how teacher 

educators enact humanizing pedagogy in their 

classrooms. Riley and Crawford-Garrett (2015) 

implemented a humanizing curriculum with their 

undergraduate preservice teachers at their two 

respective universities. They concluded that 

teacher educators need to become more aware of 

having to become facilitators of “unlearning” 

and “rereading” (p. 75). Babino and Dixon 

(2021) specifically focused on the inclusion of 

LGBTQ+ students by incorporating literature 

circles with a text that features a plot that depicts 

violence against a teenager who identified as 

queer. Within this practice, they purposefully 

engaged in critical consciousness as they led 

their students to also “unlearn” and “reread.” By 

the end of three semesters, they found all 

students with high levels of commitment to 

teaching and serving minoritized [researchers’ 

term] students. 

Additionally, Riley and Crawford-Garrett (2022) 

used ten years of qualitative practitioner 

research (and their previous study summarized 

above) to develop a framework for teaching 

preservice teachers how to implement 

humanizing pedagogy in a literacy methods 

class. Their framework outlines three key 

elements for this: critical, locally contextualized, 

and content-rich. They also emphasize that 

teacher educators must humanize themselves in 

the process. 

While research has explored the implementation 

and effectiveness of humanizing curriculum with 

preservice teachers, this work is far from 

complete and remains theoretical. Research into 

how to use literacy practices as humanizing 

pedagogy is in its early stages. Thus, this study 

adds to this emerging research to inform the 

work of teacher educators by providing 

empirical evidence of preservice teachers’ 

perceptions of literacy practices and humanizing 

pedagogy.  

Method 

This study aimed to explore preservice teachers’ 

perceptions of literacy practices and humanizing 

pedagogy. Specifically, this study asked the 
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following question: What are preservice 

teachers’ perceptions of literacy practices as 

humanizing pedagogy? 

To answer this question, a mixed methods 

design was used in this study (Clark & Creswell, 

2015). The qualitative (an interview) and 

quantitative (a survey) components of the study 

were completed concurrently.  The survey was 

designed to address the perceptions of different 

kinds of literacy practices that were not 

addressed in the open-ended questions of the 

interview.  Similarly, the question about the 

importance of professional development was 

included in the survey, not the interview. 

The survey consisted of Likert scale items. The 

study was posted online using Google Forms. 

The researcher was available to answer 

questions about the study at the beginning of the 

participants’ class time. If the students wished to 

be part of the interview process, they added their 

contact information to the Google Form survey. 

The interview was conducted via Zoom. The 

interview questions were designed to gain 

deeper insights into the nature of the 

participants’ perceptions and what informed 

their responses.  

Participants and Setting 

Participants were preservice teachers enrolled in 

two literacy education classes at a large public 

university in South Central Texas. One class was 

disciplinary and content literacy course 

candidates seeking grades 7-12 certification, and 

the other group was for grades 4-8. In the 7-12 

class, all preservice teachers are seeking to teach 

a class other than language arts. In the 4-8 class, 

students are seeking certifications in individual 

content areas or combined subjects, such as 

social studies and language arts.  

The survey was provided to students during 

class and posted on the online learning 

management system. A total of 45 students had 

access to the survey and twenty-three students 

completed the survey. Seven students 

volunteered to participate in the interview. One 

student completed the interview within the 

course of the semester.  The interview lasted 

about 20 minutes and was conducted on the 

Zoom application.  

Data Collection 

Data was collected using a survey and an 

interview (Appendix B). The survey was 

administered to the two classes during the 

middle of the spring semester. Students in these 

two classes were provided a link during class to 

complete the survey. The interview was semi-

structured with set questions and follow-up 

questions to probe for more information. The 

respondent’s survey questions were also used to 

verify and triangulate the survey responses. 

Data Analysis 

Qualitative results 

The open-ended responses from the survey were 

open-coded. Initial themes were first developed 

by the researcher. These themes were then 

grouped into three thematic categories: content; 

pedagogy; equity, identity, and student-lived 

experience. These themes were also considered 

during the analysis of the quantitative data.  

Quantitative results 

The eight Likert-scale items on the survey were 

analyzed for descriptive statistics. These are 

represented in Table 1 (Appendix A). The 

quantitative data supports the findings in the 

open-ended portion of the survey and the focus 

interview. While the difference is not large, 

writing ranked lowest among all the literacy 

practices, with more preservice teachers 

choosing to agree than strongly agree for that 

practice alone. Overall, preservice teachers had 

positive perceptions of literacy practices and 

humanizing pedagogy. 

Findings 

Survey 

The findings are presented using the three 

themes that emerged from the data analysis of 

the survey: content; pedagogy; equity and 
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identity, and student-lived experience. All 

participants were assigned pseudonyms to report 

data. 

Content 

Respondents focused on the deeper knowledge 

of content, enhancing disciplinary content 

learning, and expanding vocabulary. For 

example, Max noted, “Literacy practices are 

important in science and math because it helps 

students understand the content on a deeper level 

as well as allowing them to not just memorize 

the problem, by genuinely understanding the 

content.” Jenna built on that idea, wanting her 

students to also be creators in the classroom. She 

specifically wrote about literacy practices while 

teaching history. Other respondents also focused 

on their specific literacy practices to support 

students in reading and writing like historians, 

scientists, and scholars as well as the importance 

of students learning vocabulary within their 

content areas and beyond. 

Pedagogy 

Respondents also saw humanizing pedagogy as 

a means to help students make connections to 

the material, communicate effectively, and as 

culturally relevant pedagogy. Adam writes about 

making “it more personal to students who view 

history and social studies as boring, not for 

them, or they feel like they are not represented 

enough.” Jenna elaborated on this idea by 

writing, “humanizing pedagogy helps students 

frame the content they learn in my classroom in 

a way that makes it applicable to all other walks 

of life… my students’ unique walks of life,” and 

additionally, “Literacy can be used to 

demonstrate many different forms of 

understanding… It is important to help 

humanize these forms of literacy, so students see 

they already use them.” Respondents also 

identified specific connections between literacy 

practices in humanizing pedagogy and culturally 

relevant pedagogy, which as mentioned above 

focus on student identities and strengths. James 

added to this idea by writing, “Students should 

be able to understand and interact with texts 

varying in genres, authors, background, 

perspective, cultures, and more.” 

Equity, Identity, and Student-Lived Experience 

Respondents also made deeper connections to 

equity, identity, and student-lived experiences, 

all key factors in humanizing pedagogy. 

Preservice teachers wrote about the need to 

connect with students, learn from and listen to 

students, as well make sure students are 

represented in the curriculum. Stephanie wrote 

that literacy “plays a significant role in reducing 

gender, race, nationality, and religious inequality 

that favors one group over another in access to 

education, property, employment, health care, 

legal and civic participation.”  

Other respondents reflected on themselves as 

learners in the classroom and understanding 

student identity and needs. Mark discussed 

humanizing pedagogy in the class as “Doing so 

means to reflect students’ own identities as well 

as introducing them to new ones. Texts should 

be chosen as mirrors, windows, and sliding glass 

doors [Bishop, 1990] to understand and affirm 

identity and perspective.” Mark wrote about 

student lived experience as an important aspect 

of humanizing pedagogy and instruction. He 

explained students “have lived through their 

own histories and can produce their historical 

knowledge” to learn and analyze. Respondent 8 

writes about the potential for a positive impact 

on students and the student experience and an 

opportunity to own their learning and change the 

classroom culture, if not the school’s culture.  

Additionally, respondents saw humanizing 

pedagogy as a way for students to feel valued in 

the classroom and create a symbiotic 

relationship between teacher and students. 

Stephanie saw humanizing pedagogy as 

“crucial” for the “academic and social resilience 

of students” and powerful with its ability to 

enable agency. This was echoed by Natalia who 

wrote that teachers need to create a space where 

students feel empowered to acquire knowledge 

on their own.  
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Focus Interview 

One of the survey respondents, Alana, also 

participated in a focus interview. Her interview 

revealed her commitment to social justice and a 

critical literacy approach to pedagogy 

particularly within her specific 

context/community. She related that her current 

campus placement is home to a large Muslim 

refugee population, and if she were to teach 

there she would want to consider that 

community’s needs. She said, “You would want 

to make them feel at home” (5:50-5:55).  

More broadly, she spoke about the San Antonio 

community and its Latinx majority and the need 

to approach content and pedagogical choices 

based on that community. She elaborated saying 

she would start by focusing on the messages of 

social justice leaders in the community. She 

shared a project she was working on with a 

classmate where they were having students 

create a newsletter to send home to their parents. 

This supports the equity, identity, and student 

lived experience theme identified in the survey.  

The interview also supports the theme of 

learning content, but Alana expanded on that 

idea to include literacy for life. She noted that in 

her current college jobs (retail, etc.) she still 

relies on literacy, as do members of the working-

class community. She also extended the idea of 

literacy beyond just the job, focusing on the 

need for citizens in a democracy to have literacy 

skills. She said, “When it comes to civic duty 

and whatnot, as well, you need to also, you 

know, you need to be able to read and like listen 

and be able to decipher what some of like, you 

know, your local politicians and like community 

members are saying as well” (13:40-13:56). 

While this can be linked to her content area of 

social studies, it goes beyond what happens in 

the classroom.  

Despite her openness to humanizing pedagogical 

practices, Alana admitted it would be 

challenging in the current political climate in 

Texas, particularly in light of the current 

legislative efforts to limit what is taught in 

classrooms (HB 3979, 2021), including what 

books can be used (PEN, 2023). She explained 

she would have to carefully consider the 

verbiage she uses and focus on setting up 

student dialogue where students look at different 

perspectives and look for inaccuracies 

themselves. Alana plans to approach her 

pedagogy by utilizing multiple perspectives and 

listening closely to her students. 

Discussion 

Preservice teachers attending these two literacy 

classes recognized the connection between 

literacy practices and content learning. They 

understood that reading, writing, listening, and 

speaking can assist them in teaching their 

content, support vocabulary development, and 

meet disciplinary standards. This is not 

surprising considering the content and focus of 

the class they were currently taking and in which 

they took the survey. This supports Salazar’s 

(2013) framework which includes that 

mainstream knowledge and discourses continue 

to matter for students in the classroom. In 

helping their students gain what she deems 

“insider” knowledge, K-12 teachers are helping 

students navigate through the educational system 

and beyond. In this way, the focus on content 

can still be incorporated into humanizing 

pedagogy. 

These preservice teachers were also potentially 

on their way toward the political clarity that 

Bartolomé (1994) asserts is necessary for 

humanizing pedagogy. This political clarity 

includes understanding that teaching is not 

neutral, that schools mirror larger societal 

norms, including unequal power relationships, 

and that teachers understand that they can either 

help maintain the status quo or work to 

transform at least their classroom if not the 

school. Teachers must understand that they “can 

support positive social change in the classroom” 

(p. 178) in what they do in the classroom. 

Preservice teachers’ responses in the survey as 

well as the interview show at minimum an 

awareness of their power and role in the 

classroom. Many of their responses also align 

with Salazar’s (2013) principles, including 

valuing students’ sociocultural resources, 
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making content relevant, linking to students’ 

prior knowledge, and challenging inequities.  

Preservice teachers’ responses also suggest an 

emerging awareness that literacy practices can 

support them in creating a humanizing 

pedagogy. They wrote about strategically 

choosing texts, having students share their 

histories, and fostering communication. While 

they broadly understood the concept of literacy 

practice as a component of humanizing 

pedagogy, many did not share any concrete 

ideas of what this looks like in practice, at least 

in the survey responses. Additional interviews 

could offer deeper insight into this particular 

part of the research question. Regardless, the 

responses reflected a need for preservice 

teachers to receive explicit instruction on how to 

effectively use literacy practices to create 

humanizing classroom environments. 

Implications 

Preservice teachers may have a general idea of 

what role literacy practices and humanizing 

pedagogy play in their teaching, but that does 

not necessarily mean they have the political 

clarity that Bartolomé (1994) calls necessary for 

humanizing pedagogy. They may also need 

additional tools and practical strategies to 

implement these strategies effectively. This 

implies the need for teacher educators to directly 

teach these ideas and approaches in their classes. 

Of course, this does not mean that preservice 

teachers will not encounter challenges either in 

their field of work or when they lead their 

classrooms as in-service teachers, as the research 

of Williamson and Warrington (2019) illustrates.  

Limitations 

The sample of the study was limited because all 

the participants attended the same university. 

The department has a clear mission of social 

justice and thus, students may be more likely 

than those at other universities to view 

approaches such as humanizing pedagogy as 

essential to their teaching. One respondent 

specifically credited their classes with shaping 

their perceptions. Additionally, all students were 

currently enrolled in a content and disciplinary 

literacy course when the survey was 

administered. This context could have 

influenced their responses about the importance 

of literacy practices in the teaching of their 

content area.   

Future Research 

More research needs to be done into how to 

counter dehumanizing forces in education 

including teacher education. This research can 

include the investigation of concrete ways 

teacher educators can support students in their 

implementation of humanizing pedagogy and 

other critical pedagogy approaches. This will 

likely need to include how to support preservice 

teachers in this current political climate and the 

potential pushback they may receive from 

others. 

Conclusion 

Educators continue to face immense pushback 

on the current dehumanizing practices 

proliferating in public education despite the 

challenges. This is why teacher educators must 

equip preservice teachers with the tools 

necessary to create humanizing classrooms that 

work to make all students feel welcomed and 

valued. 
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Abstract 

In an era of scripted curriculum and high-stakes testing, the latitude teachers have for making curricular 

decisions in their classrooms has significantly declined. The authors report findings from a literature 

review of teachers’ principled resistance to curricular control. Principled resistance occurs when 

teachers reject curricular mandates that violate their professional principles. When teachers believe 

instructional mandates do not meet students’ academic and social needs, negatively impact ethnically 

diverse and low socio-economic students, and are not culturally responsive, they resist. Teachers resist 

through strategic compliance, strategic compromise, strategic redefinition, and overt and outright 

rejection.  Specific examples of principled resistance are provided to give teachers the tools to 

responsively adapt required curriculum that does not meet their students’ needs.  

 

Keywords: principled resistance, curricular control, teacher decision-making 

____________________ 

Principled Resistance: How Teachers Can 

Survive and Thrive in a Time of 

Standardization 

Good teachers have always been adaptive and 

responsive to their students’ needs (Vaughn et 

al., 2022). However, in an era of scripted 

curriculum and standardized testing, this has 

become much more difficult. In the past, 

teachers often had greater control over their 

curricular decisions. Using the state standards 

and district-provided materials, teachers made 

instructional decisions for their students. 

However, in the current age of accountability, 

this is no longer the case. Teachers find 

themselves in situations where they face 

increasingly rigid curricular control from people 

outside of their classrooms.  
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In our work with pre-service teachers and the 

cooperating teachers who support them, we 

became interested in teachers who resist—in 

both large and small ways—the external 

curricular controls that do not align with what 

they believe to be true about teaching and 

learning. For one of the authors, this idea 

emerged in her dissertation. As a researcher, she 

studied a novice teacher in her first full year of 

teaching and coined the phrase “appropriately 

subversive” (Talley, 2014, p. 159). She defined 

it as the notion that teachers nod their heads, 

attend all the meetings, check all the boxes, and 

then work hard to figure out a way to do what is 

best for their students based on their needs and 

their professional judgment. Teachers work to 

both follow and subvert the system. The 

subversion is deemed appropriate by the 

teachers’ commitment to effectively identify and 

meet their students’ social and academic needs. 

While good teachers have always worked the 

system to do what is best for students, 

increasingly, teachers may find themselves at 

odds with scripted curricular mandates and an 

over-reliance on standardization. Exercising 

their professional judgment is more crucial than 

ever.   

For the other author, his interest in teacher 

resistance emerged as he wrestled with 

numerous curricular restraints in the classroom 

that limited his capacity to exercise assessment-

based instruction. Some of these restraints were 

related to required preparation for high-stakes 

reading tests. Others were connected to 

curricular mandates that emerged from the 

Reading First Grant of the early 2000s and will 

be discussed in more detail below. Both authors 

have clear memories of participating in this type 

of resistance during our time teaching in 

elementary schools. Thus, in our role now as 

teacher educators and researchers, we decided to 

investigate. 

Principled Resistance 

Principled resistance occurs when teachers reject 

curricular mandates, not because they are lazy or 

unopened to change but because such mandates 

violate their professional principles (Achinstein 

& Ogawa, 2006). Teachers often have good 

reasons to resist inflexible instructional 

requirements (Gitlin & Margonis, 1995), 

especially when such mandates are deemed 

unhelpful and even harmful to their students’ 

learning.  

In our review of the literature, we searched for 

and documented examples of principled 

resistance in school settings. We identified 62 

studies that we felt warranted further 

investigation. In addition to locating existing 

scholarship documenting teachers’ principled 

resistance to curricular control, we determined 

which of the social resistance strategies 

identified by Lacey (1977) and Sikes et al. 

(1985) that teachers have used to reject 

instructional mandates that conflict with their 

teaching philosophies. We also identified 

additional resistance strategies teachers have 

used that do not fit these preexisting categories. 

Lacey (1977) identified two social strategies 

teachers use to resist institutional structures: 

strategic compliance and strategic redefinition. 

Sikes et al. (1985) added a third category to 

Lacey’s (1977) models: strategic compromise. 

Although some of the existing research on 

teacher resistance has drawn upon the work of 

Lacey (1977) and Sikes et al. (1985), our review 

was the first to use their social strategies to 

analyze the resistance of a large number of 

teachers across multiple studies.   

Teachers’ reasons for principled resistance to 

curricular control, that emerged from the 

literature we reviewed, centered around three 

themes: they believed the mandated curriculum 

did not meet students’ academic and social 

needs, the programs most negatively impacted 

ethnically diverse students and those from low-

socio-economic backgrounds, and the programs 

were not culturally responsive. We hoped that 

by identifying and discussing these strategies 

with teachers, we could provide a pathway for 

them to examine ways to differentiate their 

classroom instruction in meaningful ways that 

align with their pedagogical beliefs. In this way, 

teachers can stay true to their professional 

identities while working within school systems 

and the policies that govern them. 
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In this article, we describe in additional detail 

each of the social resistance strategies from 

Lacey (1977) and Sikes et al. (1985) that we 

used to categorize our findings. We also provide 

representative examples from the 62 studies we 

located in our review as well as our own 

experiences in the classroom. We then conclude 

by discussing the implications of our findings 

for classroom teachers.  

Strategic Compliance  

Strategic compliance occurs when individuals 

comply with institutional restraints but maintain 

private reservations about them or resist covertly 

in a strategic manner (Lacey, 1977). These 

teachers comply either because they cannot 

envision an alternative or because they feel 

powerless and lack the confidence to speak out 

openly. While they may not resist in public, they 

often find ways to resist privately, whether 

through their actions or mindset. 

In our review, strategic compliance included the 

categories of compliance with frustration, 

compliance with complaint, and resisting 

covertly. For example, in a study by Eisenbach 

(2012), a middle school teacher used the scripted 

curriculum because she was the team leader and 

felt obliged to be an example. She stated, “Do I 

miss my own lessons? Absolutely!...but this 

curriculum is what we are supposed to do, so it’s 

what I do…I’m miserable. Sometimes I wonder 

if it’s worth staying in this job if this is what I’m 

forced to do” (p. 155). In this way, she complied 

but was clearly frustrated and complained that 

she was not happy about it. Strategic compliance 

also occurs when teachers quietly resist behind 

closed doors.   

Strategic Compromise 

Teachers strategically compromise when they 

openly draw upon their interests, knowledge, 

and expertise in addition to adhering in some 

way to a mandated curriculum (Sikes et al., 

1985). We identified five different methods of 

strategic compromise in our review: adjusting 

pacing, rearranging, supplementing, omitting, 

and hybridizing. Using these methods, teachers 

compromise by finding ways of “adapting to the 

situation that allows room for their interests, 

while accepting some kind of modification of 

those interests” (Sikes et al., 1985, p. 238). For 

example, Karen, an elementary teacher, found 

herself with a scripted phonics curriculum that 

took large chunks of time and taught skills in 

isolation. Noticing that her students were 

struggling and disengaged, she adjusted the 

program’s pacing. This change allowed her to 

supplement the required decodable readers with 

authentic literature. She also incorporated 

writing, something the required curriculum had 

omitted (Meyer, 2002). Karen was very open 

about these changes, separating her from those 

who covertly resisted through strategic 

compliance. She also continued to use the 

components of the required curriculum that she 

found beneficial for her students, something that 

separated her from the overt and outright 

resistance model we will discuss later. Karen 

was able to use the curriculum her district asked 

her to use and teach in ways that were 

responsive to the needs of her students. Using 

strategic compromise is a viable avenue for 

teachers to satisfy the requirements of their 

district while also staying true to their 

pedagogical beliefs and successfully 

differentiating instruction for their students.  

Strategic compromise is the method of 

resistance one of the authors most often 

employed in her classroom. She viewed all 

curricular materials provided to her by the 

district as resources. However, the pace and 

order of instruction and the choice of which 

materials to use was a decision she made based 

on the needs of her students and her own beliefs 

about teaching and learning. As an early 

childhood literacy teacher, she always 

supplemented lessons with authentic children’s 

literature. Moreover, movement and play were 

infused into lessons as often as possible. An 

example of a strategic compromise she made 

involved rejecting the use of workbook exercises 

and opting to either send them home for 

“homework” put them in workstations or give 

them to older students for the purpose of 

“playing school,” or staple them together to 
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make “Summer Fun Workbooks.” In this way, 

the workbooks were not wasted, but she was 

able to focus on more developmentally 

appropriate methods in her instruction. 

Strategic Redefinition 

Strategic redefinition occurs when teachers 

move beyond simply resisting instructional 

mandates in their classrooms to attempting to 

change those mandates on a larger scale (Lacey, 

1977). Because teachers typically have limited 

power within their schools to promote change, 

strategic redefinition normally requires that 

teachers influence those holding power within 

their settings to bring about change. Three 

methods of strategic redefinition emerged in our 

review: change from within, going public, and 

collective action. Some of the teachers in the 

sources we located enacted strategic redefinition 

by working to bring about change within the 

school environments in which they worked. 

Others moved beyond their classrooms and 

sought to bring about change by reaching out to 

the general voting public via the Internet. 

Teachers also worked through teacher 

organizations and unions to collectively resist 

the rigid enforcement of mandated curricula.  

In a study by Gumina (2022), three bilingual 

teachers worked within their districts to resist 

mandates and policies that did not serve their 

students. The teachers were asked to use a 

transitional bilingual program, but the 

assessments for the students were still high 

stakes and monolingual. The teachers felt that 

the curriculum still focused exclusively on 

monolingual instruction, which negatively 

impacted their bilingual learners. They worked 

to change the system from within by conducting 

professional development for their fellow 

teachers describing the benefits of bilingualism 

and also helping teachers identify the key 

differences between monolingual and bilingual 

instruction and advocate for a 50/50 biliteracy 

model. One of the teachers, Mikaela, modified 

the required literacy program to align with the 

bilingual Literacy Squared Framework. Another 

teacher, Alexis, employed assessments that were 

representative of all the students' languages in 

the class to provide choice. Advocating for their 

students’ needs professionally allowed them to 

impact change on a larger scale.  

Strategic redefinition is a method one of the 

authors employed successfully. His experience 

with strategic redefinition occurred in the early 

2000s during the Reading First grant. His district 

received a scripted reading program that was 

“scientifically research-based” and was to be 

used with the district’s Title I schools. At the 

time, his school was not Title I, but he was 

instructed to use the intervention component of 

the new reading program (that came in boxed 

kits) with his struggling readers. Neither he nor 

his students thought highly of the program. The 

students needed a good reason to read the 

contrived passages and focusing too much on 

speed and accuracy wasn’t the solution. They 

expressed their frustration by punching holes in 

the new boxes that arrived.  

The author first reached out to his principal to 

make his case. She empathized with him and 

took him to meet with the assistant 

superintendent. With a stack of research articles 

from his M.Ed. program and position statements 

from the International Reading Association (e.g., 

https://www.literacyworldwide.org/get-

resources/position-statements), he made a case 

for tutoring that involved authentic literature that 

was responsive to his students’ specific needs. 

The assistant superintendent then took him to 

meet with the associate superintendent, and 

through those meetings, he was able to gain 

permission to alter the program. Often, he 

altered it to the extent it was no longer 

recognizable. Although it was a win for him and 

his students, it did not help the other teachers 

and students in the district who were not granted 

this extra freedom.  

Overt and Outright Rejection 

One of the categories we found that did not fit 

the categories identified by Lacey (1977) and 

Sikes et al. (1985) was overt and outright 

rejection. Overt and outright rejection occurs 

when teachers openly refuse to participate in 

mandated curricular control. Although not 
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extremely common, there were examples in the 

literature of teachers who openly refused to 

follow curricular mandates. This was often done 

by veteran teachers with high levels of support 

from school stakeholders. Mr. Morris, a middle 

school ELAR teacher, refused to use the 

packaged curriculum. He was allowed to be a 

rebel because of his high test scores. Most 

examples of overt and outright resistance were 

aligned with Mr. Morris’ practice. 

I do what I want to do and what I know I 

need to do, and they leave me alone. My 

students learn and score well on 

standardized tests while I utilize my 

own lessons and ideas. That’s the way it 

should be and that’s the way I hope it 

remains. (Eisenbach, 2012, p. 156) 

Teachers rejected commercial programs, rigid 

lesson planning models, and excessive test 

preparation. In the resistance literature we 

examined, very few teachers were asked to leave 

or resign. Many chose to find other schools to 

work in that are more closely aligned with their 

pedagogical beliefs (e.g., Datnow & Castellano, 

2000). As the research suggests, many teachers 

have more curricular freedom than they realize. 

Implications for Teachers 

Teachers today are often caught between doing 

what they believe is best for students and 

implementing increasingly rigid standardized 

testing and scripted curriculum. This is a 

difficult position for a group of people who may 

pride themselves on being rule followers. 

Examining principled resistance provides a 

potential model that teachers can implement in 

their classrooms so that they may more closely 

align their practices with their pedagogical 

beliefs. Strategic compliance, strategic 

compromise, strategic redefinition, and overt 

and outright resistance may be helpful for 

teachers as they determine how best to respond 

within their given contexts. 

 In particular, strategic compromise and strategic 

redefinition allow teachers to differentiate 

instruction based on the needs of their students 

and maintain a level of professionalism by 

adhering in appropriate ways to curricular 

mandates and standardized testing (Lacey, 1977; 

Sikes et al., 1985). Strategic compromise calls 

on teachers to make decisions about the use of 

provided curricular materials (Sikes et al., 1985). 

Using their professional knowledge, they adjust, 

omit, and supplement the curriculum as they see 

fit. Strategic redefinition allows teachers to 

move from resisting in the solitude of their 

classroom to resisting on a larger scale. Teachers 

employing this strategy are attempting to affect 

change within the larger educational community 

(Lacey, 1977). Another important implication 

from this review is the reminder that change is 

possible. When even a few teachers successfully 

resist by strategically redefining practices, it 

empowers others to do the same, increasing the 

chances of broader, large-scale change.  

Conclusion 

Our examination of principled resistance closely 

aligns with what we believe to be true about 

good teaching. In our work with pre-service 

teachers and classroom teachers, principled 

resistance provides examples of ways to both 

navigate and subvert curricular mandates and 

testing policies that are frequently in opposition 

to best practices. Although our initial work in 

this area has largely been for research audiences, 

we believe classroom teachers must have the 

language to identify restrictive instructional 

mandates and engage in principled resistance to 

meet their students’ needs. As we have started 

sharing this research with classroom teachers, 

the response has been overwhelmingly positive. 

They have been eager to listen, discuss, and 

share their experiences. At the end of one 

session, a teacher remarked, “Thank you for 

giving me the language to describe what I am 

doing. It’s a relief.” Being able to articulate her 

practices and realizing she wasn’t alone in using 

resistance strategies reassured this teacher that 

she was applying her knowledge in meaningful 

ways.  
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Abstract  

The purpose of this study was to assess preservice teachers’ comfort levels and familiarity with the 

teaching competencies embedded in the Texas Reading Academy curriculum. Participants in this study 

were eight clinical teachers involved in a pilot program with the Texas Education Agency (TEA), which 

was evaluating the feasibility of extending reading academy content to educator preparation programs. 

By the end of the study, preservice teachers strongly agreed that they were more knowledgeable about 

content and felt confident in their ability to teach the Texas Reading Academy curriculum in their 

classrooms. Although there was some decline in confidence regarding a few competencies, preservice 

teachers predominantly changed from somewhat agreeing to strongly agreeing with their understanding 

of the concepts.   

 

Keywords: Texas Reading Academy, pre-service teachers, Science of Teaching Reading 

____________________ 

Introduction 

As literacy educators, most of us have attended 

professional development that advocates for the 

use of systematic and explicit instruction 

involving phonics. You might have taught at 

schools that used programs that were approved 

by the State House Bill 3 (Texas Education 

Agency, 2020). You possibly have been a part of 

efforts to improve STAAR scores or part of the 

mandate of the Science of Teaching Reading 

Certification process for new teachers. 

Additionally, you might have attended Texas 

Reading Academies; a new addition to these 

efforts is the move of Texas Reading Academies 

to Educator Preparation Programs. 
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New teachers are now participating in a 

curriculum that aligns them more closely with 

the real-world practices of literacy professionals. 

Much like the quote in the title of this article, 

which describes a young Marine’s journey to 

boot camp before heading to the Pacific in the 

Second World War, preservice teachers are 

introduced to the front lines of literacy education 

but are not yet fully immersed in the day-to-day 

responsibilities of in-service teachers. As the 

author, Robert Leckie writes, “Out of the future 

that is not yet, into the present that is just 

becoming, back to the past that no longer is” 

(Leckie, 1957). This was a study of perceptions 

of pre-service teachers engaged in the Texas 

Reading Academy, an activity that was 

previously reserved only for in-service teachers. 

The researchers aimed to explore the journey of 

preservice teachers which closely mirrors that of 

a practitioner but is not quite the same.   

In 2019, the state of Texas passed House Bill 3 

(Texas Legislature Online, 2019). This required 

all kindergarten through fifth grade teachers as 

well as their administrators to attend a Texas 

Reading Academy (TRA). Participants 

completed a variety of assignments, including 

pre- and post-section knowledge checks, 

submitted learning artifacts, and participated in 

coaching sessions with academy supervisors. 

The academy curriculum has twelve modules 

that cover essential literacy skills such as oral 

language, vocabulary, phonics, comprehension, 

and establishing a literacy community.  

Additionally, House Bill 3 also required all 

newly certified elementary school teachers to 

pass an additional exam, the Science of 

Teaching Reading (STR). The STR exam is part 

of the initial certification process for all newly 

certified teachers who wish to begin teaching in 

Texas (Pilgrim, 2022). This certification is in 

addition to the pedagogy and content area 

certification exams they must complete.  

Additionally, newly certified teachers are also 

expected to complete a TRA within their first 

year of teaching.  

Districts had the option of completing TRA 

through an authorized provider such as a local 

region service center or trained cohort leaders 

from the school district. Academies could be 

solely live or blended for portions of the 

academy that are online. The flexibility of the 

TRA allowed for ease of completing the 

required sixty hours. Table 1 displays the TRA 

modules. 

Several states have implemented programs 

similar to the TRA.  Mississippi, for example, 

began a similar program that required 

kindergarten through third-grade teachers to 

complete a program that reinforced literacy 

skills like the ones included in the TRA. These 

programs have increased teacher knowledge of 

literacy principles, improved the quality of 

instruction, and improved student engagement as 

well as produced better state test scores for their 

state (Folsom et al., 2017). 

Expansion of TRA to Pre-service Teachers 

In the spring of 2023, the Texas Education 

Agency released a call for teacher-educator 

preparation programs (EPPs) to participate in the 

TRA’s pilot program. One of the goals of EPP 

participation was to determine the viability of 

having pre-service teachers complete their TRA 

requirement before their first year of teaching.  

After a semester of the pilot program, it was 

deemed that the working group’s feedback and 

progress appeared to be strong enough to expand 

the program and offer any educator preparation 

program who wished to apply the opportunity to 

be an authorized provider of the TRA.    
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Table 1 

Twelve Modules of Reading Academy 

Module Number Modules of Reading Academy 

Module 1 Intro to Reading Academy 

Module 2 STR 

Module 3 Establishing a literacy community 

Module 4 Using data to inform instruction 

Module 5 Oral language and vocab 

Module 6 Phonological awareness 

Module 7 Pre-reading skills 

Module 8 Decoding, encoding, word study 

Module 9 Reading fluency 

Module 10 Reading comprehension 

Module 11 Composition 

Module 12 Putting it all together 

Research Purpose 

This mixed methods study measured the 

knowledge and experience of preservice teachers 

in a pilot study with the Texas Reading 

Academy. It also determined participants' 

perceptions of the academy’s benefits and the 

potential barriers they might encounter in 

implementing its content. 

The Texas Education Agency pilot program 

provided a starting point for learning how pre-

service teachers might engage with the content 

of the TRA as well as to validate the content of 

educator preparation course material that had 

been delivered before they participated in the 

study.  This pilot program could also provide a 

way for researchers to better understand student 

experiences to enable future success.  Therefore, 

the questions for this study were:  

1. To what degree do preservice 

teachers’ knowledge and experience 

of literacy content change during the 

Texas Reading Academy? 

2. In what way can the Texas Reading 

Academy benefit preservice 

teachers and help identify barriers 

during their first year of teaching? 

Literature Review 

Literacy education requires that a prospective 

teacher be able to demonstrate an understanding 

of a variety of skills such as fluency, vocabulary, 

comprehension, automaticity, and composition 

(Caravalos, 2019). The process of helping 

preservice teachers develop a deeper 

understanding of literacy’s role across 

disciplines and its impact is a key responsibility 

of education departments and should be an 

essential component of teacher education.  

A frequent critique of Science of Reading and 

subsequently, in Texas, of Texas Reading 

Academies, is that there is an over-emphasis on 

decoding and phonics skills and no real attention 

given to the importance of comprehension 

(David et al., 2020; Duke & Cartwright, 2021). 

The revision of English Language Arts TEKS 

(Texas Education Agency, 2017) attempts to 

bring together rather than separate the many 

aspects of literacy that are taught in TRA. Yet, 

there is still no alignment with how these skills 
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are to be used in schools (David et al., 2020). 

Literacy programs that help develop teacher 

knowledge in important literacy skills, can help 

in the creation of a foundation that can serve for 

continued interaction among literacy 

professionals and state legislations (Folsom et 

al., 2017). 

Resistance to Reading Academies 

While the Science of Reading movement may 

have many supporters, it also faces barriers.  

Many teachers found value in the content of the 

TRA but were very unhappy with the extra time 

it took to complete the mandated course material 

(Lopez, 2022).  The TRA is designed to take 

sixty hours to complete, but the same Lopez 

study (2022) found that many teachers devoted 

up to one hundred and twenty hours to finish all 

the reading, activities, artifact creations, and 

coaching sessions.  

In-service teachers may acknowledge that TRAs 

have content that can be helpful. However,  it 

may be difficult to develop an association with 

the importance of the content when having to 

contend with the frustration of in-service 

teaching and completing the course material 

outside of normal working hours.  St. John 

(2023) found that in-service teachers needed 

support in implementing reading academy 

content. Largely, the contrast between state 

requirements and the existing curriculum in 

many schools does not align and makes it 

challenging to implement the reading strategies 

from the TRA. Teachers require time to 

implement these strategies, but without 

sufficient time allocated, there is resistance to 

adopting the TRA-based curriculum.  

Method 

This study was conducted with mixed-method 

research including survey questions with 

response analysis, and semi-structured 

interviews. 

Participants and Research Design 

Eight participants agreed to take part in the 

study. Seven of the eight participants were part 

of a yearlong clinical residency while one 

remained in the traditional semester-long clinical 

practice. All participants were female. One 

participant was African American and seven 

were White. The participants were required to 

attend the Texas Reading Academy sessions on 

designated Fridays throughout the academic 

year. At the start of the study, all participants 

had completed their state certification exams 

except the Science of Teaching Reading exam. 

The participants were completing their clinical 

teaching internships in schools. This enabled 

them to practice and receive feedback from their 

mentor teachers. 

A convenience sampling strategy was used in 

the study. The participants in the Reading 

Academy were invited to join the study; the 

Reading Academy initially had twelve 

participants and eleven completed the program.  

Two academy participants chose not to 

participate in the study.  Each phase of the study 

was conducted at the end of three designated 

Reading Academy sessions.   

Data Analysis 

Data Collection Steps 

The initial step in data collection, the pre-survey, 

began in September for the yearlong clinical 

residents (n = 8). One participant remained in 

the traditional semester clinical experience.  The 

second, intermediate, phase of data collection 

occurred in January, which was halfway through 

the completion of the Texas Reading Academy.  

The third phase of data collection was the post-

survey that was administered in April of 2024.  

Finally, after completion of the post-survey, 

participants were given an open-ended follow-up 

set of concluding questions that provided 

qualitative data.        
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Data Analysis Techniques 

To analyze the survey questions regarding the 

participants' perceived knowledge of TRA 

content and their experience teaching the 

concepts, we first reviewed the data midway 

through the year to identify any possible changes 

that might be occurring as the year progressed. 

At the end of the year, we read through the three 

stages of data collection again and looked at the 

percentage change in responses.  

 

TABLE 2 

For example, the statements, “I am 

knowledgeable in how to establish a literacy 

community” and “I have experience in 

establishing a literacy community” were viewed 

for their changes in perception throughout the 

year. The qualitative portion of the study used 

the codes implicit in the questions asked of the 

participants (Table 2). After reading through the 

participants’ responses, the researchers 

independently read the open-ended responses 

and agreed that all responses fit within the 

categories of the questions.   

 

Concluding Questions Following Pre-, Intermediate, and Post-Surve 

Number Concluding Questions 

1 What are your perceptions about reading academies' ability to impact your first year of 

teaching? 

2 What modules of the reading academy do you perceive to have had the most impact on 

your knowledge and experience of teaching reading? And why? For example, 

     Establishing a literacy community 

     Using data to inform instruction 

     Oral language and vocab 

     Phonological awareness 

     Pre-reading skills 

     Decoding, encoding, word study 

     Reading fluency 

     Reading comprehension 

     Composition 

3 What are the perceived benefits of having reading academies during your last year of 

undergraduate work in preparing you for your “Science of Teaching Reading” teacher 

license exam? 

4 What are the perceived barriers to implementing strategies taught in reading academies 

you might encounter during your first year of teaching? 

 

Results and Findings 

Participants' responses were organized around 

the open-ended questions they were given. 

Several themes revealed themselves through the 

responses to the questions. Participants found 

the Texas Reading Academy helpful for 

developing teaching strategies, developing 

awareness about data, becoming more confident, 

and acknowledging barriers to the 

implementation of what they had learned. Each 

theme heading was developed from the 

questions presented to the participants.   
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Strategies for implementation 

When asked about their perceptions of the 

reading academy's ability to impact the first year 

of teaching, all participants responded that it had 

given them, “Strategies, resources, and insights 

into literacy instruction,” as well as developing a 

“Clear understanding of how to implement the 

science of teaching reading with a toolbox full 

of activities and examples to follow.” The 

remaining examples also emphasized the 

importance they felt of having strategies, 

lessons, and examples that they could easily 

integrate into their first year with their 

classrooms. For example, one participant 

explained, “Being in the classroom for student 

teaching now, I can see how those things I 

learned are useful in real life.” Another 

participant acknowledged, “The information I 

have learned and resources I've gained will aid 

me in being prepared to help my students more 

efficiently.” 

Becoming Aware 

The second open-ended question asked 

participants what modules of the reading 

academy they perceived to have the most impact 

on their knowledge and experience of teaching 

reading, and why.  Participants cited several 

areas that they felt impacted them the most: 

reading comprehension, composition, fluency, 

using data to inform instruction, and 

phonological awareness.  Participants expressed 

these areas impacted them the most because, “I 

felt I understood how to implement teaching 

them the least,” and that these topics were “the 

building block foundations for reading.” 

Notably, using data was cited more than any 

other section. For example, participants wrote 

that it helps to “identify areas of strength and 

areas needing improvement and allow for 

differentiated instruction.” A final explanation 

of the growing awareness of using data from a 

participant highlights how data affects various 

aspects of the teaching process.  She wrote that: 

It has been eye-opening to see how 

analyzing data can guide my teaching 

decisions, especially in a fourth-grade 

class where individual student needs can 

vary widely. By using data effectively, I 

can tailor my instruction to better 

support each student's reading 

development, thus leading to more 

meaningful progress. 

Boosting Confidence 

The third question concerning the perceived 

benefits of having reading academies during the 

last year of undergraduate work in preparing for 

the Science of Teaching Reading license exam 

elicited a strong positive response. Participants 

felt it helped, “Engrain the information into their 

head” and was “crucial information for the exam 

and in my teaching career.”  Also, participants 

felt that Reading Academies “have helped me a 

ton with the STR exam. Everything we have 

learned here was on the exam and as someone 

who is teaching upper elementary this has 

helped me tremendously with understanding the 

exam's content.” Another stated, “It provided 

background knowledge to make me more 

successful on the test.” Lastly, one participant 

explained: 

…it provided a focused attention on key 

areas that I was weak in like decoding, 

encoding, and phonological awareness, 

reinforcing the concepts with practical 

examples. This course aided in my 

understanding of these critical elements 

and also helped me feel more confident 

and prepared for the exam. 

Barriers 

Lastly, when considering barriers to 

implementing Reading Academy concepts, 

participants felt it might be challenging to 

implement the strategies due to the numerous 

demands faced by new teachers. These include 

curricular expectations from schools that may 
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not align with what they learned, limitations in 

available material they possibly must deal with, 

and “lack of support regarding phonics 

instruction.” Notably, participants acknowledged 

the gaps that students might have in their future 

classrooms: “My students are missing some key 

foundational skills due to COVID and 

interrupted education like reading fluency and 

comprehension as well as phonological 

awareness and word recognition.” Lastly, 

recognition of diverse classrooms emerged as a 

challenge that participants knew they would 

encounter. A participant wrote:  

Each classroom is unique, with its own 

dynamics, student needs, and learning 

styles. Adapting strategies taught in 

reading academies to meet the diverse 

needs of your students, including 

English language learners, students with 

disabilities, and those from culturally 

and linguistically diverse backgrounds, 

may require additional planning and 

differentiation. 

Discussion 

The preservice teacher participants in this study 

rated their understanding of content knowledge 

and experience in teaching strategies in different 

ways throughout the study. They reported a high 

degree of confidence in all portions of content 

covered in Texas Reading Academies. All 

participants improved in confidence in their 

knowledge of teaching reading and their ability 

to teach the strategies related to that knowledge.   

Figures 1 through 16 show positive changes 

from the beginning to the middle and end of the 

Texas Reading Academy competency indicators. 

For example, in Figure 15, “I have experience in 

how to establish a literacy community” 

improved from zero percent to sixty-two and 

half percent by the conclusion of the academy. 

Surprisingly, some areas of TRA found a 

decrease in confidence by the end of the study. 

Figure 8, “Knowledge of how to conduct a word 

study program” and experience in “How to 

conduct a word study Program” showed a 

significant decrease in confidence. However, the 

change was from a strong degree of confidence 

to somewhat agreeing they felt confident in 

conducting a word study program. Additionally, 

figures 11 and 12 show that pre-service teachers' 

confidence in their experience in teaching both 

phonological awareness and phonemic 

awareness improved from twenty-five percent to 

seventy-five percent.  Teacher knowledge is 

positively associated with experience with 

classroom emergent literacy practice (Piasta et 

al., 2020), so it might be inferred that after a 

year of working through a word study, the 

participants found word study to be more 

complex than they first imagined when they first 

encountered the concepts in their course work.      

Also of interest were participants' concerns 

about their ability to implement TRA concepts 

in schools or departments that might not be 

aligned with their training. They recognized the 

complexities of classrooms, including diverse 

student needs and additional tasks, which could 

make it challenging to teach in the way 

advocated by the TRA.  
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Figure 1                                                              Figure 2 

Using Assessment to Inform Instruction.            Teaching Print Awareness Skills 

         

Figure 3                                                              Figure 4 

Teaching Reading Fluency                                Teaching Reading Comprehension 

           

Figure 5                                                                 Figure 6 

Teaching Writing Comprehension                        Teaching Decoding 

         

 



 

              
Texas Association for Literacy Education Yearbook, Volume 11:   
The Heart of Literacy Connects Us All! 
©2024 Texas Association for Literacy Education 
ISSN:  2374-0590 online 

44 

Figure 7                                                              Figure 8 

Teaching Encoding                                             Conducting a Word Study Program 

        

Figure 9                                                              Figure 10 

Teaching Alphabet Knowledge                           Teaching Handwriting 

        

Figure 11                                                              Figure 12 

Teaching Phonological Awareness                     Teaching Phonemic Awareness 
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Figure 13                                                              Figure 14 

Teaching Oral Language Skills                          Conducting Vocabulary Instruction 

           

Figure 15                                                              Figure 16 

Establishing a Literacy Community                    Teaching Reading Principles 

 

       

Implications/ Significance of the Study 

Teacher educators and policymakers in Texas 

expect future teachers to understand how 

literacy skills are learned. How that process 

might look is still unclear. The Science of 

Teaching Reading emphasizes sound 

phonological and phonics instruction, but how 

that is implemented after preparation efforts, 

also remains uncertain. House Bill 3 (Texas 

Education Agency, 2020) requires teachers to 

use state-approved literacy programs. Often 

these policies and their approved programs make 

less than clear connections between phonics and 

skills, such as comprehension. The Texas 

Reading Academies EPP pilot sought to bridge 

understanding of the many strands of literacy 

and the application of those skills (Scarborough, 

2001). Findings from this study suggest that 

preservice teachers who have been through 

reading academies feel more confident in their 

knowledge of the science of teaching reading 

principles taught in the TRA. Additionally, they 

remain concerned about their skills in teaching 

those concepts.   

Limitations 

Limitations of this study stem from the small 

sample size of participants. The small 

convenience sample size made it difficult to 

provide as reliable quantitative data as might be 
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desired. Consequently, participants will not 

necessarily reflect a representative sample of 

EC-6 clinical teachers. The study sought to 

mitigate the sample size by using a mixed 

methodology that could help provide a 

qualitative element to the quantitative data. The 

qualitative questions provided a rich source of 

data about participant perceptions of the TRA as 

they prepared to move into their first year of 

teaching. Seeking further interviews would help 

in providing greater clarity to some of the data, 

but time constraints for the study prevented that 

from happening. The findings reflect reported 

perspectives on knowledge and teaching ability 

but do not fully reflect what they did in their 

classrooms. Participants probably reported 

understanding and teaching concepts in ways 

that do not align with practices advocated for in 

TRA (Dole et al., 2021). 

Additionally, the longitudinal limitations of the 

study leave gaps in reporting on the impact that 

TRA can have on early career teachers.  

Planning follow-up studies with participants 

may provide greater clarity on how TRA has 

influenced their literacy teaching practices as 

well as barriers that might have prevented them 

from implementing those practices. 

Finally, this study was a pilot study with the 

Texas Education Agency and our university.  

The state has provided an option for other EPPs 

to have TRA-embedded programs.  The options 

available to EPPs may change the nature of how 

literacy teacher education content is delivered.   

Conclusion 

This study will serve as another step in 

understanding novice teachers' comfort with 

literacy education skills and their ability to teach 

them in Texas classrooms. Literacy faculty in 

Educator Preparation Programs have been a part 

of the back-and-forth about what constitutes best 

practices in literacy education. The Science of 

Teaching Reading used in Texas Reading 

Academies is based on research-based practices 

but still needs discretion and knowledge in its 

execution to avoid such pitfalls as the overuse of 

skills that new teachers may feel the need to 

focus on in their instruction. Being cognizant of 

the weaving of the many literacy strands that 

TRA seeks to strengthen and the contradictions 

that exist between policy and practice can be 

beneficial to EPPs (David et al., 2020). Being 

willing to revisit past beliefs (Duke & 

Cartwright, 2021) and a willingness to move 

past ideologies both educationally and politically 

will drive understanding and improvement in 

literacy pedagogy and achievement. Literacy 

professionals across the state have this 

opportunity through their participation in the 

development of the Reading Academies. 
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Abstract  

As Texas schools become increasingly diverse, educators are presented with opportunities to build on 

students’ linguistic strengths and engage in transformative literacy teaching. Culturally sustaining early 

literacy instruction provides an avenue for teachers to support multilingual learners by leveraging their 

linguistic and cultural experiences as assets in reading development. This paper is organized into two 

sections: (1) an overview of culturally sustaining early literacy instruction and the contributions and 

limitations of the knowledge base associated with the Science of Reading (SOR), relating to multilingual 

learners; and (2) a description of three instructional strategies that support multilingual learners. The 

authors aim to disseminate this information to educators spanning K-16, fostering awareness of practices 

that educators can revisit and reassess as they tailor their instruction for multilingual students.  

 

Keywords: early literacy, Science of Reading, culturally sustaining pedagogies, multilingual learners 
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The National Center for Education Statistics 

(2023) released a report highlighting the 

increase of multilingual learners in public 

schools in the United States. The results showed 

an increase between 2010 and 2020, with Texas 

experiencing a 20% rise, the highest of any state.  

This upward trend of multilingual learners has 

transformed the educational landscape, fostering 

significant diversity in schools (NCES, 2023). 

This diversity presents educators with 

opportunities to embrace and incorporate the 

rich linguistic, cultural, and literate experiences 

children bring into schools. Despite these 

shifting demographics, the pedagogy guiding 

literacy curricula remains unchanged (Machado, 

2017; Paris & Alim, 2017). Current research 

emphasizes culturally sustaining pedagogy in 

early literacy instruction as a critical component 

for meeting the instructional needs of 

multilingual learners (Byrnes-Cloet & Hill, 

2022; Noguerón-Liu, 2020; Share, 2021). 

Literacy practices that aim to support 

multilingual students must be incorporated into 

reading curricula, assessments, and teacher 

decisions (Noguerón-Liu, 2020).  

Our purpose is to expand monolingual 

perspectives toward an asset-based framework 

that is inclusive of multilingual learners while 

considering Science of Reading (SOR) research. 

This paper revisits early literacy practices within 

this context and supports educators with 

concrete teaching practices aligning with SOR to 

support curriculum development. Drawing from 

our backgrounds as former K-6 educators, 

school leaders, and current doctoral students we 

have been inspired to respond to the growing 

knowledge surrounding SOR (Goldenberg, 

2020; Castles, 2018) while maintaining a focus 

on multilingual students. We use the term 

“multilingual learners” to refer to all children 

whose language practices are diverse, including 

emergent bilinguals (children who are learning a 

second language in addition to their home 

language), bilinguals (children who are already 

fluent in two languages), and children who 

speak more than two languages or language 

varieties. All of these children can benefit from 

learning experiences that position linguistic 

diversity as an asset.    

This paper is organized into two sections. First, 

we summarize research on culturally sustaining 

early literacy instruction and the contributions 

and limitations of the knowledge base associated 

with SOR, with a focus on multilingual learners. 

Second, we describe three instructional 

strategies that support multilingual learners. Our 

goal is to disseminate this information to 

educators spanning K-16, fostering awareness of 

practices that educators can revisit or reassess as 

they tailor their instruction for multilingual 

students. 

Culturally Sustaining Pedagogy and the 

Science of Reading  

Almost a decade ago, Django Paris and H. Samy 

Alim (2014) advanced culturally relevant 

pedagogies (Ladson-Billings, 1995) by 

introducing culturally sustaining pedagogies 

(CSP), emphasizing the need for educators to 

move away from teaching approaches that 

prioritize White, middle-class, monolingual, and 

monocultural education. More recently, 

developments in SOR acknowledge the 

limitations of monolingual research, 

emphasizing the need to recognize global 

linguistic diversity in varied literacies (Share, 

2021). Within these contexts, educators and 

administrators face the realization that 

standardized academic success metrics are 

aligned with English-speaking students (Dyson 

& Genishi, 2009). Multilingual education 

scholars urge literacy educators and researchers 

to reassess research on foundational reading 

skills with multilingual students (Martinez & 

Mejía, 2020; Noguerón‐Liu, 2020). 

As Texas schools become increasingly diverse, 

it is crucial for teachers to continuously educate 

themselves on the evolving knowledge in CSP 

and SOR and create pathways toward culturally 

sustaining and research-supported literacy 

education. Research in CSP has generated 

promising studies on culturally sustaining early 
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literacy instruction, which can support the 

teaching of foundational literacy skills for 

linguistically diverse students (Dunham et al., 

2022). This research explores methods by which 

educators can empower young learners by 

valuing their linguistic and cultural backgrounds 

(Machado, 2017). 

While SOR research acknowledges cultural 

relevance, there remains a gap in how teachers 

implement early literacy instruction for 

multilingual students in this context while 

maintaining their home languages. We seek to 

address this gap by shedding light on familiar 

teaching practices that can help bridge this 

divide. These practices are not new – many 

exceptional teachers of multilingual learners 

have employed them for decades – but they are 

becoming less prevalent in under-resourced 

classrooms as teachers experience pressures to 

demonstrate student achievement through 

standardized assessments (Moon et al., 2007).  

Instructional Practices 

In the following section, we explore three 

practices and examine research that has used a 

culturally sustaining lens to provide educators, 

teachers, and administrators with instructional 

strategies that align with SOR standards and 

leverage students' linguistic diversity. 

Word Study 

Word study is the structural analysis of words. 

When studying words, children discover 

underlying patterns in word structure 

(Henderson, 1990) which supports the 

development of decoding skills and strategies 

for determining the meaning of unknown words 

(Ehri, 2004; 2020). Research on word study 

(Zutell, 1992) offers the following insights: 

word learning is an interactive process rather 

than an isolated skill; word study supports 

decoding, vocabulary, and spelling; and builds 

on children’s motivation, knowledge, and 

experiences. Additionally, word study can be 

implemented as both an analytic and synthetic 

approach to phonics instruction (Castles et al., 

2018; Ehri 2004, 2020). 

Choosing words to structurally analyze is a key 

skill named in the Texas Science of Teaching 

Reading Educator Standards (2021). The choice 

of words to study can and should be informed by 

the teacher's understanding of reading 

development (Castles et al., 2018), knowledge of 

research-supported phonics instruction (Ehri, 

2004, 2020), and knowledge of the children in 

their classroom. While some early phonics 

patterns require explicit instruction, teachers can 

connect them to learners’ existing knowledge 

and choose culturally sustaining words (Bear et 

al., 2000). Words are texts and just like books, 

words can serve as mirrors that reflect children’s 

lives or windows that invite children to learn 

about the lives of others (Bishop, 1990). For 

example, the word prayer rug (a culturally and 

religiously meaningful word for many Muslim 

students) offers a chance to explore more words 

in the -ug or -ay family (Figure 1). 

Figure 1 

 Word Play using Meaningful Words 

 

When choosing words, teachers can select words 

that are meaningful to learners in their 

classrooms. For example, a reading 

interventionist working with a group of 

multilingual learners (Wissman, 2021) chose 

culturally meaningful words such as Muslim, 
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mosque, or immigrant. The teacher might study 

interesting words that children point out as the 

group reads books together. Words like bundle, 

castle, and flower. These word choices serve to 

expand children’s vocabularies and to teach 

important phonics pattern blends (sl, nd, st), 

diphthongs (ow), digraphs (qu), and the silent 

final e (le).  

Studying children’s names can also be a 

culturally sustaining approach to exploring 

letters and sounds. For example, Fatima and 

Adriel can identify the letter Aa in their names 

and compare the lowercase and uppercase forms. 

They can also compare the short a sound in 

Fătima and the long a sound in Ādriel. It should 

be noted that children’s names can be highly 

irregular due to the many cultural and linguistic 

influences on naming practices and thus are not 

well-suited for teaching phonics patterns. After 

selecting meaningful words to study, teachers 

can expand word analysis by engaging in playful 

exploration – adding, deleting, and substituting 

letters to build additional words. Manipulatives 

such as letter tiles are helpful here. This teaching 

strategy highlights relationships among word 

families, which builds children’s resources for 

decoding by analogy. An example of playful 

word exploration using the word prayer rug is 

illustrated in Figure 1.   

Beautiful Books  

Creating Beautiful Books is an instructional 

strategy utilized to support oral and written 

language development while honoring a child’s 

diverse ways of knowing and being in the world 

(Hoffman & Roser, 2012). Teachers begin with 

a small bounded book of three pages. The cover 

is designed by the student creating a sense of 

ownership and authorship. Creating Beautiful 

Books makes space for a variety of different 

types of work a) dictation and drawing b) 

collaborative writing between the teacher and 

the student through shared writing and c) picture 

books (Hoffman & Roser, 2012). The teacher 

and student collaborate to choose the type of 

writing they will work on, and then share their 

work with others.  

Through dictation and drawing, teachers sit next 

to beginning writers, helping them uncover some 

“topics” for their work with crayons or markers 

and then asking whether they would like a word 

for their illustration. Sticky notes or word cards 

are used rather than writing on children’s 

original artwork. This personal interaction with 

the child can lead to tailored instruction. During 

these interactions, purposeful skills are 

introduced. For example, a teacher might say 

something like “You told me tiger starts with a t, 

so I’m making a letter t to start the word.” These 

opportunities foster mindful writing experiences 

where teachers provide individualized 

instruction that is both meaningful and important 

to a child’s development  

Figure 2 

A Beautiful Book  

 

When creating beautiful books, “sharing the 

pen” is a collaborative process that can 

encourage and strengthen young writers. It 

evolves from a child’s interest in wanting to 
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string together letters or words, creating lists or 

messages, and moves into a teacher stretching 

that idea into sentences or a story. Using oral 

language, the teacher invites the child to help 

with parts of the message supplying words as the 

message is being written. Research suggests that 

sharing the pen can provide a “nudge” instead of 

a “push” toward conventional forms of writing 

(Glover, 2010). Teachers of multilingual 

learners can use children’s drawings as a 

springboard to invite children to dictate a 

sentence or two about their picture. As the 

teacher writes down the child’s words, they 

model how the writing can be placed on the page 

(Figure 3).  

Figure 3 

Beautiful Book Example 

 

Centering children’s experiences and language 

as the focal point in the curriculum empowers 

students' ideas and various languages. These 

experiences allow space for children to reach 

their fullest potential while fostering an identity 

as a writer. When we begin to see the power of 

the narratives that reflect experience as critical 

in a learner's path, we empower children to 

participate in the broader community (Freire; 

1970/2000). 

Running Records  

A running record is an assessment tool 

developed to capture students’ reading responses 

with a standard set of conventions related to 

meaning, structural, and visual cues. This tool 

supports educators in analyzing and addressing 

perceived strengths and challenges within the 

student’s developing reading processing system 

(Stouffer, 2021). While these tools have 

generally been effective in aiding teachers to 

infer their students’ reading abilities, some 

scholars have acknowledged limitations when 

using running records with multilingual learners 

(Briceño & Klein, 2018). 

Briceño & Klein (2018) describe how teachers 

can identify and leverage the linguistic strengths 

of students to challenge prevailing deficit 

perspectives surrounding multilingual learners. 

They advocate for educators to possess a 

comprehensive understanding of multilingual 

students' language-related errors and their 

correlation with running records.  

For example, a common error that might occur 

on a running record is a student pronouncing the 

word “walk” instead of “walked” when reading. 

Multilingual students often omit the -ED when 

reading, which is a common language-related 

error. Recognizing the distinction between 

language-related approximations and 

conventional reading errors could significantly 

empower teachers to better support their 

multilingual students and thereby promote 

equitable teaching within the classroom (Briceño 

& Klein, 2018). Additionally, the research 

underscores the critical role of teachers' 

proficiency and analyzing data from running 

records for effective instruction (Briceño & 

Klein, 2018; Noguerón-Liu, 2020). 

Although running records have faced criticism 

for their association with cueing systems and 

miscue analysis theories (Goodman et al., 2005), 

Noguerón-Liu (2020) argues that incorporating 

language-related perspectives, such as 

translanguaging can enrich miscue analytic 
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approaches. Briceño & Klein (2018) propose 

that educators reassess their practices of using 

running records through a language-oriented 

lens, focusing on language-related 

approximations to foster efficient, effective, and 

equitable teaching. 

Conclusion  

The purpose of this summary was to revisit 

common literacy pedagogical practices using a 

culturally sustaining early literacy lens to 

enhance learning for multilingual learners. 

Research indicates that the practices mentioned 

above can enrich and broaden the monolingual 

perspective, fostering a shift towards an asset-

based perspective that embraces multilingual 

learners. As we consider ways to support 

multilingual emergent readers, it is important to 

incorporate research-based instruction and 

practices that honor children’s linguistic 

strengths. 
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Abstract  

This article discusses the implementation of interactive literacy approaches that maximize learning for 

students. Instructional implications are shared along with prospective benefits offered to students when 

practices are applied. It also provides educators with feasible, generative actions to adapt or incorporate 

as appropriate to their learning contexts. Opportunities to connect interdisciplinary content, multilingual 

texts, translanguaging, and digital literacy practices are also described. The information and activities 

shared in this article result from active learning experiences and the presentation as shared with 

educators in professional learning sessions. Although these activities are used within a variety of learning 

contexts, the importance of considering students’ learning goals and needs during the planning phases 

and before implementation is emphasized. 

 

Keywords: motivation, interactive literacy approaches, active learning 

____________________________ 

 

Massive changes from the ripple effects of 

technological advancements reach our 

educational landscapes, requiring adjustments to 

implement instruction that prepares students of 

today for the demands of the future. 

Instructional approaches that teach and enhance 

reading skills take precedence when planning for 

learning and to prepare students to apply those 

skills to different contexts (Murnan et al., 2022). 

Specifically, Larson (2008) explained the 

opportunities and urgency of technology 

integration with literacy practices making it 

necessary to equip students with the skills 

needed to communicate and learn while using 

emerging technologies. Furthermore, various 

stakeholders call for changes in schools to 

integrate key skills and competencies that 

prepare students for the critical thinking and 

problem-solving required in the workplace 

(Nayir, 2017; Taraldsen, et al., 2020). Interactive 

literacy is an instructional approach that 

provides students with opportunities to engage, 

connect, and maximize their learning. Students 

engage with meaningful texts and interact 
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through problem-solving and sharing ideas from 

multiple perspectives while participating in 

interactive literacy approaches such as learning 

quests, escape rooms, and reader’s theater.  

Motivating and Engaging Readers 

Programs and curricula that include interactive 

literacy approaches and appeal to students with 

relevant content become a priority for successful 

academic achievement, accountability measures, 

and preventing students from dropping out of 

school (Giammatteo & Wrigley, 2023; 

Schussler, 2009). Consequently, motivating and 

engaging readers is critical when considering 

instructional approaches. Guthrie et al. (2006) 

shared, “Motivation for reading is an important 

contributor to students’ reading achievement and 

school success” (p. 232). Fostering engagement 

in the classroom involves unique insight, 

innovative approaches, and relevant content that 

increases interest and motivates students 

(Giammatteo & Wrigley, 2023). Interestingly, 

research continues to reveal the benefits of 

incorporating stimulating tasks that increase 

students’ motivation to read and opportunities 

for increased independent reading which results 

in greater comprehension of targeted content 

(Guthrie et al., 2006; Guthrie et al., 2007; 

Wigfield & Guthrie, 1997). Multiple benefits 

occur as educators implement appealing learning 

contexts and relevant content that interests and 

motivates students to engage in reading. 

Connecting Theory to Learning 

Theoretically, integrating literacy approaches 

that include social, motivational, and conceptual 

learning in collaborative learning environments 

is supported by social constructivism (Vygotsky, 

1978) and Guthrie and Wigfield’s (2000) 

engagement theory. Motivating and engaging 

readers by integrating interactive literacy 

approaches can provide opportunities to 

maximize learning for all students. Students’ 

engagement in reading and making connections 

in learning, motivate continued efforts as they 

thrive in a supportive learning environment. 

Scaffolding Learning 

Teachers create a supportive learning 

environment by implementing interactive 

literacy approaches and employing a gradual 

release of responsibility in learning (Pearson & 

Gallagher, 1983). For example, a teacher 

noticing a student struggling to read a 

challenging word in a text might consider 

prompting the student to think about the word 

parts by asking the student about the affixes and 

the base word. The teacher might continue the 

prompting as appropriate, allowing the student 

to use their skills of decoding and morphology 

to accurately read the word and comprehend the 

text. Also, in a collaborative learning 

environment, teachers can work with groups of 

students and provide appropriate scaffolds 

throughout the learning process, allowing 

students to experience success and develop a 

positive mindset toward content that students 

might have previously considered challenging 

(Sidekerskiene & Damasevicius, 2023). 

Furthermore, as students are actively reading, 

discussing, and making connections with 

concepts, teachers can provide positive feedback 

by affirming and clarifying as students make 

attempts to learn. Consequently, students are 

more willing to take risks and inclined to 

continue attempts when provided with ongoing 

support and increased opportunities to 

successfully develop skills. 

Active Learning Contexts 

Active learning contexts include opportunities 

for students to actively participate in reading a 

variety of texts, discuss interdisciplinary content, 

and problem-solve with peers which provides 

engagement in learning for students. Game-

based learning contexts, including escape rooms, 

can provide opportunities for active engagement 

in the learning process and become the catalyst 

for critical and collaborative thinking, inspiring 

students to take ownership of learning, gain 

confidence in skills, and reach educational goals 

(Carroll & Morse, 2022; Giammatteo & 

Wrigley, 2023; Manojlovic, 2022; Morrell & 
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Eukel, 2020; Ouariachi & Wim, 2020; 

Schussler, 2009). In addition, considering genre 

preferences and incorporating students' interests 

can be beneficial in motivating students to read 

(Ives et al., 2020). Integrating a variety of texts 

on specific content in game-based activities can 

lead to an increase in interaction with students 

and texts resulting in enjoyable encounters with 

content that might otherwise seem challenging 

or overwhelming. 

Escape Rooms  

 Escape rooms can offer game-based active 

learning contexts that incorporate immersive 

learning experiences and interactive literacy 

approaches. Specifically, table-top escape rooms 

allow for maximum learning and higher 

engagement from participants. Students can 

work in small groups and progress through 

actions and steps involving reading a variety of 

texts and collaborating as they search for clues 

within the texts to advance through the process. 

Students interact with interdisciplinary materials 

as they navigate through texts, questions, and 

clues, connecting concepts, words, and phrases 

that are associated with objectives and learning 

goals. Specifically, Carol and Morse (2022) 

describe how specific content can be arranged to 

provide a simulated learning context and active 

learning experience for students.  

Active learning and collaboration take center 

stage as students delve into words, numbers, and 

concepts used in conjunction with puzzles or a 

cipher to create a code that unlocks the next set 

of texts, clues, and questions arranged in 

interlocking, nested boxes or envelopes. 

However, learning does not end at the opening 

of the last box or envelope. As participants reach 

the culminating step, a message of 

congratulations appears, relating to the theme or 

content, and can include a reward or an 

extension activity. Consequently, escape rooms, 

centered on themes and information that 

students might not have previously been 

interested in, can impact students with a positive 

outlook toward the content (Ouariachi & Wim, 

2020). Escape rooms can maximize learning as 

students are motivated through this interactive 

literacy approach that connects a variety of texts 

and engaging content. 

Learning Quests 

Similarly, learning quests allow students to 

progress through action steps or tasks involving 

an interactive literacy approach and can involve 

the integration of multiple genres of texts and 

interdisciplinary content. Snelson (2021) 

explains, “…quests are not all the same. There 

are different quest types that vary depending on 

the action they require or purpose…” (p.287). 

Learning quests might also differ in design from 

other active learning experiences with the 

integration of writing, a performance, or a 

presentation. For example, students might 

participate in a knowledge inquiry, integrating 

texts that are connected to specific concepts and 

questions that they would read, discuss, and 

respond to.  Additionally, Snelson (2021) shares 

how students’ choice and interest in quests can 

motivate learning. Providing different options 

for responding to texts that involve a variety of 

genres and creative learning contexts such as 

learning quests, can motivate student 

engagement with reading and learning.  

Implementation of Interactive Literacy 

Approaches 

Initial planning of instruction typically involves 

referring to curriculum standards and 

instructional sequences. When implementing 

and planning interactive literacy approaches, it is 

important to consider the learning goals, 

interests, and needs of students. For example, 

Carroll and Morse (2022) describe how specific 

content related to learning goals can be arranged 

to provide a simulated active learning 

experience for students. Likewise, Ouariachi and 

Wim (2020) share how escape rooms, focused 

on environmental themes, contributed to positive 

effects on students’ outlook toward science 

content. Particularly interested in building team 

effectiveness to develop an escape room, 
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Doherty et al. (2023) summarized the 

components of implementing an escape room. It 

is important to determine the objectives, learning 

goals, and content, identify the themes, and 

assign roles. Additionally, a venue and activity 

designed to facilitate participant 

interdependence is considered. Lastly, the 

teacher designs the puzzles and creates the 

assessments. Although educators might search 

for activities that are already created, it is 

important to review and consider components 

and learning goals. However, when an educator 

who is most familiar with the progress of 

students’ knowledge and skill development, 

designs an escape room or learning quest, they 

can create a more personalized and effective 

approach that better aligns with the learning 

goals and needs of students. 

Connecting Opportunities 

Interactive literacy approaches maximize 

learning for students and provide unlimited 

opportunities for educational gains to occur. 

Alongside literacy skills, content knowledge 

increases within the collaborative design and 

opportunities to integrate a variety of texts. 

Although different in design yet complimentary 

to active learning contexts, additional interactive 

literacy approaches that could keep students 

engaged in reading and continue content 

connections might include the following: 

reader’s theater, poetry café, literature circles, 

and book clubs. 

 

The focus on literacy content, concepts, and 

themes can continue throughout the week or be 

integrated into the curriculum sequences. This 

provides a wealth of benefits as these interactive 

approaches yield continuous engagement and the 

development of reading skills and content 

knowledge. For example, implementing reader’s 

theater in a weekly scheduled framework 

provides significant benefits for students' 

reading skills and development as well as 

motivation to read (Young, et al., 2019; Young 

et al., 2020; Young et al., 2022). Young and 

Raskinski (2009) share a daily format 

incorporating goals to implement reader’s 

theater including: 

● Monday: Familiarize students with 

scripts. 

● Tuesday: Students choose roles. 

● Wednesday: Identify difficulties with 

word recognition, meaning, and 

prosody. 

● Thursday: Students practice reading 

scripts as a rehearsal. 

● Friday: Students perform for an 

audience. 

Similarly, a poetry café can follow the daily 

format and goals adding aesthetic effects of the 

classroom on performance day including various 

modifications. These include using  

dimmed lighting, a table or podium, a 

microphone, performance attire, and an 

audience. 

 

Naturally, literature circles and book clubs 

provide ongoing opportunities for student 

interaction. However, factors that influence the 

quality of literature discussions are important to 

consider (Young, 2014; Young & Mohr, 2017); 

these include the reading ability of the students, 

gender, personality traits, and group size.  

The benefits of implementing literature circles 

are many, and the preparation is important for its 

success (Berne & Clark, 2008; Daniels, 2002; 

Turk, 2023). Teachers provide scaffolds such as 

modeling and assignment of roles and tasks in 

implementing literature circles and book clubs 

as groups move toward the goal of student-led, 

open discussions. Teachers generally assign 

specific roles to students in the beginning stages 

that focus attention on important components in 

the text and actions needed for literature 

discussions. These roles or their variations 

include Discussion Director, Vocabulary 

Enricher, Literary Luminary, Illustrator, and 

Summarizer. Eventually, as students 

demonstrate success and gain independence, 

teachers gradually release students to authentic, 

student-led discussions. Students’ motivation to 

engage in reading and their connections to and 



 

              
Texas Association for Literacy Education Yearbook, Volume 11:   
The Heart of Literacy Connects Us All! 
©2024 Texas Association for Literacy Education 
ISSN:  2374-0590 online 

60 

understanding of the content also increases 

while given the opportunity to participate in this 

interactive literacy approach with others and 

receive teacher support as needed.  

Multilingual and Translanguaging  

Interactive literacy approaches and active 

learning experiences are opportune learning 

contexts in which to incorporate multilingual 

interactions with students, texts, and content. 

Collett and Dubetz (2021) state, “Peer-mediated, 

interactive activities where multilingual learners 

(MLs)  have opportunities to maximize language 

practice is one way to reinforce this language” 

(p. 598). As educators provide and model the 

use of multilingual texts, they promote 

translanguaging, allowing students to gain 

confidence in language skills and feel valued as 

they share funds of knowledge and their 

experiences in connection with the content. 

Collaborative learning contexts are optimal for 

promoting translanguaging and incorporating 

multilingual texts due to the opportunities 

existing for processing time and scaffolding 

needed.  

Digital Literacy Practice 

Active learning experiences, the classroom 

contexts where students actively think, apply, 

and discuss content throughout the learning 

process, include interactive literacy approaches 

such as game-based activities that incorporate 

technology and the practice of digital literacy 

skills. Escape rooms and learning quests can be 

designed to allow students to practice and 

engage in digital literacy skills as they access 

texts, collaborate, and think critically while 

interpreting meaning, connecting content, and 

arriving at solutions. Access to multimodal texts 

and interactions involving technology that is 

embedded in activities maximizes reading 

engagement and opportunities to make content 

connections while practicing digital literacy 

skills. The integration of technology continues to 

enhance students’ learning as instruction 

includes digital literacy skill practice and 

prepares them for the skills and responsibilities 

required in the careers and world they will 

encounter.  

Conclusion 

Changes in technology, society, and emerging 

careers impact our lives and the trajectory of 

educational needs. Instructional practices that 

maximize learning and motivate students to 

engage in reading are prioritized as educators 

consider instructional implementations (Guthrie 

et al., 2006). Interactive literacy approaches that 

aggregate skills needed for students to progress 

in learning and prepare for future demands take 

precedence in instructional planning and 

implementation. Therefore, educators might 

consider incorporating active learning contexts 

and instructional approaches, equipping students 

with skills that will provide positive impacts on 

learning and opportunities for success in life.  
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Abstract  

This paper reviews a two-day workshop held in the eastern part of Assam, India in 2020, aimed at 

enhancing English communication skills among rural school teachers in India. The workshop was 

facilitated by experienced educators and a Global Teacher Grant recipient. The workshop facilitators 

collaborated with language specialists to deliver comprehensive English as a Second Language (ESL) 

training for teaching emergent bilingual students (EBs) and using innovative strategies and technology to 

overcome geographical barriers. This review presents a contextual background, literature review, 

observation tools for evaluating workshop activities, and findings. It highlights the necessity for 

continuous teacher support and professional development for literacy teachers. Insights from the review 

contribute to a professional development program for ESL and English Language Arts and Reading 

(ELAR) teachers in Texas, with an emphasis on improving students’ language proficiency through 

innovative instructional approaches.   

Keywords: professional development, workshop review, English as a Second Language programs, 

    India 

____________________________ 

 

India's global importance in economic, political, 

and technological fields highlights the necessity 

of English proficiency. Azam, Chin, and Prakash 

(2013) affirm the substantial economic benefits 

of English proficiency in India, noting that 

fluency is correlated with a 34% increase in 

men's hourly wages. This wage boost is 

comparable to the financial gains from 

completing secondary school and is about half as 

much as earning a bachelor's degree. English 

language proficiency is increasingly essential for 

securing better job opportunities. Moreover, they 

posit that educated, experienced individuals gain 

higher returns from their proficiency in English 

language skills. The increasing emphasis on 

English proficiency has led to significant 

changes in educational curricula, especially in 

secondary education, where the focus has shifted 

significantly toward developing communicative 

skills. In India, according to the National 

Council of Teachers of English (NCTE, 2013), 

the curriculum has evolved from a prevalent 
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emphasis on grammar-based written language to 

emphasizing the development of English 

communicative skills. Despite the challenges 

faced by educators in public schools due to 

limited language learning resources, providing 

effective professional development for English 

language teachers is essential, especially in rural 

areas where resource disparities remain a 

challenge (Meganathan, 2009). 

With over two decades of experience teaching at 

a rural high school in eastern Assam, India, the 

author has firsthand insights into the challenges 

educators face in environments with minimal 

resources. The journey as a teacher educator 

gradually expanded beyond classroom teaching 

to developing training programs to support 

educators working in similar settings. Driven by 

a deep commitment to enhancing teaching and 

learning, the author applied for and received the 

Global Teacher Grant, part of the Alumni 

Teacher Exchange Program administered by 

IREX (International Research & Exchanges 

Board), shortly before the onset of the COVID-

19 pandemic. This opportunity came after the 

author participated in the 2012 International 

Leaders in Education Program (ILEP), 

sponsored by the U.S. Department of State. 

In rural Indian public schools, students typically 

learn English as a second language while 

studying other subjects in one of the 22 regional 

languages recognized by the Indian constitution. 

Given their socio-economic backgrounds, these 

students have little need for English in their 

daily lives, as they primarily communicate in 

their regional languages. This limits their daily 

English usage. Because of this, opportunities for 

students to practice listening and speaking 

English are scarce. However, the increasing 

emphasis on English communication skills in 

recent curricula has inspired teachers to adopt 

active learning strategies to improve the English 

language proficiency of students who 

predominantly communicate in their regional 

language. 

Motivated by this shift towards English 

proficiency in secondary education curricula and 

equipped with the teacher grant, the author 

organized a two-day workshop enhancing 

English communication skills for teachers in 

rural Indian districts. Originally planned as an 

in-person event, the workshop was shifted to the 

Zoom platform due to the COVID-19 pandemic. 

Many of these teachers were using Zoom for the 

first time, indicating the unexpected demand for 

virtual training in these communities. 

The workshop took place on August 30-31, 

2020, in eastern Assam, India, and targeted key 

stakeholders, including teachers, resource 

persons, principals, and district school 

inspectors. The goal was to significantly 

improve students' communication skills by 

enhancing teacher training through professional 

development programs- an essential competency 

in today’s globalized society. Throughout the 

four sessions, active learning activities were 

introduced to facilitate effective communication 

skills. The activities included role-play, picture-

story exercises, language games, and warm-up 

activities highlighting vocabulary, English 

pronunciation, spoken English, and reading. The 

workshop featured four resource persons, 

including two from the State Council of 

Educational Research and Training (SCERT). 

A total of 135 public school teachers, who teach 

English as a Second Language, attended the 

workshop. This review evaluates the activities 

and materials used in the workshop and offers 

key takeaways for developing professional 

development programs for English Language 

Arts and Reading (ELAR) teachers in Texas. 

This Global Teacher Grant provided a timely 

opportunity for the author to focus on 

developing a workshop that leveraged 

technology to create interactive learning 

environments and facilitate collaboration among 

educators from various districts. By overcoming 

geographical barriers, the workshop allowed 

teachers to share strategies and collaborate 

across distances. Participants found the sessions 

valuable, particularly the emphasis on using 

technology to enhance student engagement and 

teacher collaboration. The insights gained from 

this initiative are particularly relevant for teacher 

educators in regions like Texas, where similar 
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challenges are faced. By sharing these 

experiences, the author hopes to contribute to 

the development of professional programs that 

address the unique needs of diverse student 

populations, both in India and globally. 

Literature Review  

 Considering recent education reforms in India, 

there has been a significant shift from a focus on 

grammar-based written English, as outlined in 

the National Council of Teachers of English 

(NCTE, 2013), to prioritizing proficiency in 

practical, operation-based English learning in 

high schools (National Council of Educational 

Research and Training [NCERT], 2023). As a 

result, learning to communicate in English 

becomes essential for students to prepare them 

for professional success. To effectively learn a 

language, it is important to engage in 

interactions where English is not commonly 

used as a medium of communication. However, 

establishing a motivating English learning 

environment is essential for improving English 

communication skills. Chen et al. (2021) noted 

that “to prepare students to cope with continued 

globalization for future careers, teaching English 

for specific or occupational purposes is one of 

the primary goals of recent education reforms” 

(p.1). Although many studies have emphasized 

the challenges faced by second language 

learners and their need to improve language 

skills, there is still much to explore. Valuable 

insights can be gained by examining research 

that focuses on the specific needs of English 

language learners in developing countries where 

English is used as a second language. 

The review highlights the shift in English 

education towards practical and career-focused 

proficiency. While these reforms target broader 

goals, specific support for ESL learners remains 

crucial. In recent years, literacy and language 

researchers have identified two support systems 

that are crucial for language learning. 

Culturally Relevant and Age-Appropriate 

Resources  

 Incorporating culturally relevant and age-

appropriate resources, as well as personal stories 

and experiences, can have a positive impact on 

the academic success of English language 

learners (Flint et al., 2019; Stewart et al., 2015; 

Wessels, 2014). This can be further enhanced by 

integrating a pedagogy of care that fosters the 

relationship between students and teachers, as 

well as incorporating literacy, engagement 

activities, and communication through 

collaboration, creativity, and linguistic support. 

Using translation devices and visuals can also 

help overcome language barriers and support 

language teaching. Along the same line, Wessels 

(2014) examines how bilingual stories can 

influence children’s literacy learning. The study 

further finds that supporting parents in 

maintaining their children’s first language can 

affect children’s academic success in school.  

Use of Technology and New Media    

 Researchers have shown that using technology 

and new media can enhance language 

acquisition and literacy development among 

adolescent English language learners (ELLs) and 

immigrant youths who learn English as a second 

language (Black, 2009; Chen et al., 2021; 

Stewart, 2014). One effective method of 

enhancing literacy and writing skills is engaging 

through online fan fiction writing and literacies 

on social networking platforms. This approach 

can provide ELLs with various opportunities to 

connect and socialize with other members of 

their community, regardless of their non-native 

English-speaking status, thereby helping the 

learners develop language skills. Along the same 

line, Chen et al., (2021) found that virtual 

reality-assisted problem-based learning can 

effectively engage learners in applying English 

to real-world problems related to their future 

careers. Therefore, incorporating technology and 

virtual reality can be an effective tool in English 

language learning for emergent bilingual (EB) 

students promoting more immersive and 

practical learning experiences. 

The review highlights the importance of 

supportive learning environments for EB 

students through culturally relevant resources. It 
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also emphasizes the need for a pedagogy of care 

and linguistic support to enhance language 

proficiency, particularly in rural public schools 

where English is not the primary language of 

instruction (Black, 2009; Flint et al., 2019). 

Contemporary Literacy Lens 

Traditionally, literacy is focused on reading and 

writing, but technological advancements have 

revolutionized teaching and learning. Literacy 

now encompasses “multilingual and 

multimodal” dimensions, reflecting the dynamic 

changes in communication intensified by 

information technology. Schools play a pivotal 

role in preparing learners for real-world 

communication across various domains such as 

work, citizenship, and community life (Kalantzis 

et al., 2016). 

 Aligning with contemporary literacy principles, 

students must engage in literacies relevant to the 

modern workplace, public participation, and 

personal/community contexts. This approach 

supports theories that emphasize literacy's 

critical role in understanding the world, fostering 

critical thinking and learning, and shaping 

individual and collective identities (Kalantzis et 

al., 2016).To support emergent bilinguals, 

classrooms can adopt linguistic diversity and 

provide access to these literacies, offering 

multimodal tools to enhance language 

development. This would create an inclusive 

learning environment that acknowledges and 

values students’ linguistic and cultural 

backgrounds. 

What This Means for Scholars and Educators 

By aligning with contemporary literacy 

principles, this workshop review aimed to 

contribute to the ongoing discussions on 

literacy's role in preparing students for the 

complexities of a globalized society.  One of the 

goals was to provide culturally relevant 

literature via technological platforms to 

effectively motivate language learners to engage 

in English communication, a critical challenge in 

rural India's public school systems. This strategy 

may also serve as a significant motivational tool 

for English language learners in Texas.  

Based on the findings of the literature review, 

there is a prominent gap in understanding the 

implications of English as a second language 

learning, particularly in the context of public 

high schools in India. Researchers are 

encouraged to further explore this area to 

provide meaningful support, address the gap, 

and pave the way for further advancement in 

language skills for second language learners. 

Several important implications for educators 

have emerged, guiding effective strategies to 

improve English language education for these 

learners. 

Method for the Program Review 

 

Data Collection  

A two-day workshop on communication 

skills for high school teachers was reviewed 

using two methods to evaluate the activities 

and materials: an interview with a 

participating teacher and a needs assessment 

observation tool. Data analysis was 

conducted using descriptive statistics within 

a qualitative framework. 

  Interview 

The first method of data collection for the 

program review involved conducting 

qualitative interviews. As described by 

Bhattacharya (2017), an interactive, 

conversational interview was conducted 

with a teacher participant who attended the 

workshop. It was an informal semi-

structured interview conducted on Zoom 

with Aanya (a pseudonym), an English as a 

Second Language teacher from northeast 

India with 13 years of teaching experience. 

These questions were designed to delve into 

the content-specific aspects of the workshop. 

Aanya actively participated in these 

interviews. Some sample questions include: 
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1. When did you first hear about the 

'Workshop on Communication Skill' 

conducted on an online platform? 

2. Can you recall any previous 

online program participation before 

this workshop? 

3. Describe your experience 

attending the online workshop from 

start to finish. 

4. Recall a specific session where 

you learned something new and 

elaborate on it. 

5. How did you integrate the 

workshop sessions into your 

teaching? Describe the classroom 

dynamics post-integration. 

6. Share a memorable learning 

experience from the workshop. 

7. What aspects of the workshop did 

you particularly enjoy? 

8. Were there any aspects of the 

program that you disliked? 

9. What are your expectations after 

attending a week-long program? 

The interview was transcribed using 

Descript and was analyzed in three cycles 

using the Deedose electronic tool. Further, 

three cycles of analysis were carried out to 

complete the entire process of analysis. 
 

Needs Assessment Observation Tool 

 

The second source of data collection method 

was the Needs Assessment Observation Tool 

model, which served as the primary tool for 

reviewing the workshop’s activities and various 

aspects. Developed by the author, this tool 

focused on five key categories: Purpose, 

Literacy Processes, Experimental, Conceptual, 

and Applied. These categories were adapted 

from Chapter 11 of Wepner & Quatroche 

(2021). Observations were assessed using a 

three-point Likert scale (Never, Sometimes, 

Always).  

Data Analysis  

Data Source #1 Interview  

All significant statements are extracted from 

data source #1 using Deedose. Through three 

cycles of analysis, 36 significant statements and 

three specific themes emerged. Examples of 

significant statements include the following: “It 

was my first experience and learned many new 

teaching strategies;”. Also,  “The whole 

workshop was interesting,” and “I learned new 

language activities.” The three specific themes 

were language, pedagogy, and communication.  

Data Source #2 Observation Tool  

 The Needs Assessment Observation Tool was 

used to evaluate the two-day workshop by the 

author. The observations revealed many things. 

First, participants seemed engaged in the hands-

on activities given but did not get opportunities 

to show their creativity using language in 

different contexts. Secondly, the workshop 

lacked effective strategies to encourage active 

student participation in class interactions for 

developing communication skills. Moreover, 

despite practice materials focused on 

contemporary literacy, there was no insight into 

participants' reflections on their learning 

experiences. These conclusions are based on the 

author’s observations of the filmed workshop 

using this tool.  

Findings 

Data Source # 1 Interview  

The interview, conducted on Zoom, revealed the 

teacher hardly found any opportunities to 

suggest alternate categories for developing 

communication skills. In addition to the three 

precise themes of language, pedagogy, and 

communication, the interviewed teacher 

participant happily stated, “It was my first 
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experience, and learned many new teaching 

strategies.”  

The interview with the participant revealed that 

the program uncovered some relevant areas that 

potential stakeholders could investigate further 

in developing language skills. Furthermore, the 

interviewee suggested developing a longer 

program where the educators could come and 

share their experiences, receive guidance on 

preparing practice materials, and get immediate 

feedback.  

 

Data Source# 2 Observation Tool  

The findings based on the observation tool 

indicated limited opportunities for participant 

interaction regarding their needs and issues. The 

lack of resources for students from diverse 

sociocultural backgrounds adversely affected 

language learning. The findings also indicated 

that strategic planning and innovation can bridge 

the language proficiency gap for multilingual 

teacher educators in places like Texas, 

supporting the needs of diverse students where 

English is taught as a second language.

Table 1 

Observation Tool Findings 

Categories Never Sometime

s 

Always Comments 

Purpose  1  3  0 Participants did not find 

opportunities to share issues and 

ideals 

Literacy 

Processes 

 1  3  0 Participants didn’t find 

opportunities to practice 

multiple skills using technology 

developing 21st century literacy 

and language skills. Inadequate 

practice materials. 

Experiential   3  2  0 Participants didn’t find exposure 

to reflect upon learning 

 

Conceptual   1  3  0 Interaction was mostly one-

way, and no opportunities were 

provided to connect with 

concepts. 

Applied  2  2  0 Activities were engaging but 

didn’t show creativity using 

language in different contexts. 

Total   8 13  0  
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Additionally, the workshop lacked materials 

for developing 21st-century literacy skills. 

Despite this, the program attracted teachers 

from various districts and regions, and 

participants expressed interest in future 

programs, as noted by the interviewee. The 

comments column in Table 1 provides a 

clearer view of the findings from the Needs 

Assessment Observation Tool.  

Discussion 

The analysis of both the interview and 

observation tool findings offered valuable 

insights into the workshop's effectiveness 

and areas for improvement. The review 

revealed that not all activities achieved the 

program's intended goals and outcomes 

based on the author’s evaluation of the data. 

The study of the review highlighted the need 

for additional teacher support to effectively 

prepare learners for life in an increasingly 

interconnected, globalized, multicultural 

world (Kalantzis et al.,  2016). There was 

one participant and the author was the 

facilitator of the professional development 

and developed the observation tool, so this 

limits the generalization of the findings.   

Interview data (Data Source #1) showed the 

participant’s strong inclination to participate 

in future training sessions aimed at 

enhancing language skills, specifically 

focusing on activities for developing 

language skills in public schools catering to 

students learning English as a second 

language.  

Observation data (Data Source #2) revealed 

a shortage of opportunities to practice 

multiple skills through technology, which is 

essential for developing language and 

literacy skills. Although participants 

appeared to appreciate the new teaching 

strategies and found the workshop engaging, 

there were missed opportunities to explore 

alternative approaches to developing 

effective communication skills. The findings 

suggested that future workshops or 

professional development programs should 

provide more opportunities for teacher 

educators to collaborate and engage in 

activities focused on enhancing student 

literacy skills.  

Evaluating this workshop on communication 

skills can greatly benefit ELAR teachers in 

Texas.  By identifying gaps in participant 

interaction, resource appropriateness, and 

21st-century literacy materials, the findings 

can point to crucial areas for development. 

For language arts teachers, especially those 

working with multilingual and diverse 

student populations, this evaluation suggests 

the need for tailored resources and strategic 

planning. Implementing the suggested 

improvements can help create more 

effective professional development 

programs, equipping teachers to better 

address their students' unique needs and 

enhance their instructional practices.   

Despite these shortcomings, the author’s 

observation is that the workshop's greatest 

strength was its ability to unite educators 

from various regions on a common platform. 

The findings highlighted the need for 

extended programs where educators can 

share experiences, receive guidance, and 

incorporate feedback—elements that were 

insufficient in the limited scope of a two-day 

workshop. The participants’ feedback on the 

workshop and the use of the Needs 

Observation Assessment Tool by other 

reviewers would have added more valuable 

information to this review.  Adding these 

insights, the observation tool findings reveal 

limitations in participant interaction and 

resource availability. The lack of resources 

for students from diverse sociocultural 

backgrounds, as well as the limited 

availability of materials designed to support 
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literacy and language, underscores the need 

for strategic planning and innovation. 

This study suggested that implementing a 

comprehensive literacy program or 

professional development initiative, such as 

micro-credential programs focused on 

developing language and literacy skills, can 

support teachers in public high schools 

where English is not the primary language. 

Key components of such programs should 

include standards and curriculum, 

instruction, and assessment. To ensure the 

sustainability of evaluations and the ongoing 

effectiveness of literacy initiatives, 

educators, administrators, students, parents, 

and the vast community must address the 

nuances of literacy and language 

proficiency. This includes understanding 

diverse learning needs and employing 

effective instructional strategies. 

Given the importance of English proficiency 

in today's global landscape, it is imperative 

for stakeholders, particularly educators, to 

collaborate and tackle the common 

challenges faced in public schools where 

English is taught as a second language 

within a multilingual context. Establishing 

discussion groups within schools to address 

the various components of English language 

proficiency by grade and age is essential. 

This initiative highlights the dynamic nature 

of the teaching-learning process and reflects 

educators' ongoing commitment to 

improvement and innovation. 

Limitations 

Facilitating and reviewing the workshop 

presented several challenges and provided 

valuable insights from my roles as a 

participant, organizer, and observer. As the 

recipient of the Global Teacher Grant and 

the primary organizer, my experience 

offered key lessons for future professional 

development programs: 

● I did not have the opportunity to 

interview more participants to 

enhance the reliability and validity 

of the workshop review. 

● While the workshop successfully 

attracted many teachers from 

diverse districts and regions, it did 

not fully meet its intended goals and 

objectives. 

● As both the facilitator and an 

observer, I realized that no pilot 

project was conducted beforehand to 

assess participants' needs and goals. 

● I was unable to follow up with 

participants to evaluate the long-

term implementation of the 

strategies they had learned, as this 

was discontinued after a certain 

period due to personal limitations. 

● A participants' survey was 

conducted; however, the absence of 

a structured feedback system limited 

its incorporation into the workshop 

review.    

Implications  

 

The original workshop followed a top-down 

approach, but a shift to a bottom-up model is 

recommended for future iterations. This 

approach would focus on the specific needs 

of both teachers and students in public high 

schools, helping teachers develop self-

assessment skills, improve English 

communication, and enhance student 

outcomes. Here are some suggestions for 

designing similar workshops for U.S. 

teachers: 

● Adopt a Bottom-Up Approach: 

Involve teachers in the planning 

process to ensure the workshop 
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directly addresses their classroom 

challenges.  

● Pilot Programs: Conduct a pilot 

program before the full workshop to 

assess participants' needs and goals.  

● Follow-up Support: Build a follow-

up system to evaluate the 

workshop’s long-term impact. 

● Specific Needs for ELL and EB 

Teachers: Adapt workshop content to 

address the specific needs of teachers 

working with English language 

learners (ELL) and emergent 

bilingual students (EBs), providing 

practical strategies for language 

development, classroom 

management, and culturally 

responsive teaching. 

 

Implementing these strategies could result in 

inclusive, practical workshops for U.S. 

teachers that benefit educators and students 

in diverse linguistic and socioeconomic 

settings. 

 

Conclusion 

 

As the forces of globalization, cultural, and 

social diversity shape our learners’ 

experience, communication modes must 

offer opportunities for participation in 

literacies relevant to a new workplace, 

public participation, and personal and 

community engagement (Kalantzis et al., 

2016). Effective collaboration among 

educators, administrators, students, parents, 

and the broader community is crucial for 

sustained progress and preparing students as 

proficient learners. The workshop review 

offers a model for future programs and 

provides insights into collaborative 

strategies for educator development, all 

aimed at enhancing children’s education 

(Wepner & Quatroche, 2021).  Ample 

professional development in partnership 

with local schools can equip educators with 

innovative teaching strategies to improve 

English communication skills for English as 

a Second Language (ESL) and Emergent 

Bilingual Students (EBs).   
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