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Abstract 

To contribute to our knowledge of oral language education, this study examined how the 

personal and professional experiences of teachers can help us to understand the relationships 

between  teachers’  perceptions  of  oral  language  and  oral  language  teaching  practices.  Insight was 

sought from teachers in two school districts in British Columbia through a mixed-methods 

approach.  The survey responses of 105 elementary and secondary teachers provided quantitative 

statistical data.  In addition, interview stories shared by 5 educators revealed compelling 

qualitative evidence.  Narrative inquiry was used to draw understandings from the interview 

stories with reference to the survey data and reflection on the  researcher’s  own  personal  and  

professional oral language story.    

This research gives a voice  to  teachers’  speaking and listening experiences and begins to 

explore the shared story of oral language education in British Columbia.  While teachers’ interest 

in and engagement with oral language education were found to be strong, a pervasive lack of 

personal and professional training and relatively minimal direct instruction and formal 

assessment practices to support learners’ speaking and listening skills development were 

apparent.  Perceptions of the importance of oral language education were observed to vary and 

be dependent upon a number of factors.  However, teachers shared a common view that oral 

language deserves our attention because of the value  these  skills  hold  for  students’  success  with  

other curricular expectations.  It appears that further study of effective oral language instruction 

and assessment would benefit educators and learners alike.  
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Chapter One: Educational Issue Of Investigation 

Inspiration: Moving Toward the Research 

Education occurs in the connection between people and ideas and in the process of 

growing our awareness, our understanding and our values of the world beyond ourselves.  

Educators live this process every day by drawing upon their personal and professional 

experiences while seeking to create meaningful learning opportunities for their students.  The 

connection  between  teachers’  personal  and  professional  lives  is  not  necessarily  apparent  or  

deliberate and is as varied in scale and scope as the characters of individual teachers.  However, 

education builds upon the foundation of a  person’s  prior knowledge.  Therefore, in an effort to 

further our understanding of education, this research strives to recognize the contribution of both 

personal and professional experiences to teachers’ practice.  Similarly, this research was inspired 

by reflections that were at once personal and professional in an attempt to answer: 

What educational issue would you like to investigate that is of significant interest to you? 

As a result, this study arose from both professional observations and personal values.  Yet 

in academic research, the ability to separate the researcher from the research subject is often 

considered essential.  Traditionally, academic researchers step aside from the narrative of their 

study and strive to remove all evidence of their selves.  To support what their research has 

uncovered, they disclose the foundational studies that led them toward their research, and they 

reveal the details of their process as they moved toward their research conclusions.  The 

perceived value of their research often depends upon their review of academic literature, their 

understanding of related empirical studies and their attention to research methodologies and 

practices.  One research methodology that brings the researcher’s  voice into the story of their 

research is narrative inquiry.  Inspiration for this research came in part from exploring the power 
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of narrative research, particularly in the study of educational issues which are typically complex, 

diverse, context dependent and ever changing.  Therefore, to address educational complexity this 

research employed mixed-methods and includes a narrative inquiry approach.   

Because the traditional voice of research moves the researcher into the background and 

draws attention and clarity to the research process, this form of narration has been predominantly 

used in the first three chapters of this study.  A scholarly reader interested in the academic 

integrity of this research might be drawn to the detail these chapters provide.  However, this 

research is also deeply personal and intended for an audience of educators.  The story of the 

research also frames the discussion of its results which are shared in first person by the 

researcher in the final two chapters.  Therefore, a reader interested in how this story ultimately 

contributes a single chapter in the larger story of the educational issue being investigated might 

focus only on the latter chapters. 

There are many issues in education worthy of interest and there are as many or more 

researchers, teachers and academics alike, devoting their careers to investigating significant 

educational questions.  I am both a researcher and a teacher.  I undertook this research project as 

both an academic and a practitioner.  When I examined my past and present practice, I looked for 

a subject that I valued as much for what I already understood as for what I desired to understand 

more deeply.  I  sought  an  issue  that  wasn’t  easily  answered  or  widely  recognized, yet an aspect 

of education that could be considered critical to learner success.  I was inspired to learn more 

about myself, my colleagues and my students.  To do so, I contemplated the most pivotal 

moments in my life and traced the connections that led to who I am today.   

I saw that as a teacher and as a student, I relied heavily on my ability to listen and to 

speak, as much or more than my ability to read or write.  I remembered a moment in my 
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childhood when I grew the confidence to do both on stage.  I observed how later those skills 

transferred into oral language proficiency in other settings.  I recalled all the ways I had tried to 

build that confidence in my students.  Through this reflection, I discovered that oral language 

was a passion of mine, an integral part of my instructional design and my daily classroom 

practice.  In spite of this attention, it was not a subject I had studied in any depth.  Because I 

could see how speaking and listening confidence had profoundly affected my life, I sought to 

support it in my students particularly those who struggled as readers and writers.  Yet when I 

looked beyond my classroom, oral language did not seem to be the focus of my colleagues or of 

academic study.  While I had experienced how speaking and listening skills held the potential to 

positively impact learners throughout their lives, oral language skills did not appear to be widely 

researched or discussed by practitioners.   

Upon further reflection of how oral language grew to be of importance to my practice, I 

came to believe that the focus educators place on aspects of learning or elements of curriculum 

resulted from our perceptions about educational priorities.  A review of the Prescribed Learning 

Outcomes (PLOs) in the current curriculum for British Columbia revealed that the number 

devoted to oral language equalled or outnumbered those dedicated to reading or writing in every 

grade at the elementary level (BC Ministry of Education, 2012).  However, curricular programs, 

professional development and resource materials devoted to reading and writing education 

greatly outnumber those designed to support oral language education.  While oral language PLOs 

may be significant in number within the English Language Arts curriculum, there are only 12 

oral language PLOs in contrast to the total number of PLOs per grade which ranges from 124 to 

186 across the elementary grades.  Upon further examination of my own practice, I saw how 

often my focus on oral language was coupled with meeting the curricular expectations of other 
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subject areas.  This led me to view oral language skills development as integral to supporting 

learners to meet the substantial number of expectations of the curriculum at their grade level.     

Further research into teacher practice, revealed a growing trend toward curriculum 

overload  and  an  intensification  of  teachers’  work.    This  suggested  to me that teachers may feel it 

is necessary to focus only on selected curricular outcomes.  Thus, some aspects of learning, such 

as oral language skills development, may be minimally covered or neglected completely.  This 

caused me to wonder about oral language educational practices and the personal and professional 

experiences that inform  teachers’  speaking  and  listening  instruction,  assessment  and  engagement 

strategies.  I sought to move beyond assumptions and speculation in order to find ways to build 

upon my passion for oral language by deepening my understanding and sharing my learning 

meaningfully with other educators.  Through this research, I was inspired to look more carefully 

at my own practice, to listen to my colleagues and to voice our stories in an effort to grow our 

understanding of oral language education. 

Intention: Understanding Experiences of Oral Language 

Oral language, the expressive and receptive communication skills of speaking and 

listening, forms the base from which all other communication skills are developed (Dahl, 1981).  

While it is recognized that this foundation is integral to all learning (Huang & Millunix, 2002; 

Snyder & Downey, 1997), the instruction, engagement and assessment of the oral language skills 

of speaking and listening have garnered significantly less attention than the language skills of 

reading and writing (Saunders, Foorman, & Carlson, 2006; Tompkins, Bright, Pollard, & 

Winsor, 2005; Yellin & Blake, 1994).  Similarly, there is evidence of inadequate instruction and 

assessment of these skills (Baxter, 1999; Butler & Stevens, 1997; Crowhurst, 1994; Hewitt & 

Inghilleri, 1993; Hunter, Gambell, & Randhawa, 2005).  More recently, research has called into 

Dr. Fisher
you've beautifully framed the rationale and your chosen approach in this whole section
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question the extent to which students are engaged by oral language teaching practices (Burns & 

Myhill, 2004; Myhill, 2006; Myhill & Brackley, 2004; Saunders et al., 2006).  Evidently, 

concern for the educational adequacy of oral language learning experiences persists. 

Several suggestions have been offered to explain the relative neglect of oral language 

skills in teaching practices.  Explanations focus on the experiences of teachers including their 

assumptions about students’  proficiency  (Jones,  2007;;  Tompkins  et  al.,  2005;;  Yellin  &  Blake,  

1994), their lack of instructional skill (Yellin & Blake), the challenges posed by assessment tools 

(Butler & Stevens, 1997), and the confusion over definitions of literacy coupled with 

overwhelming curricular demands (Bainbridge, Heydon & Malicky, 2009).  However, these 

explanations of oral language teaching practices do not appear to be based upon empirical 

research.  Therefore, it was the intention of this empirical study to develop an understanding of 

how the perceptions of teachers are related to current oral language teaching practices.  By 

examining the experiences of teachers in British Columbia, this study sought to characterize the 

nature of oral language teaching practices and the factors which contribute to the quality and 

quantity of oral language instruction, engagement and assessment.  To do so, it was assumed that 

teachers’  personal  and  professional  experiences  of oral language influence their perception of 

oral language which in turn affects the development and implementation of their oral language 

teaching practices.  This study sought to determine the characteristics of those relationships and 

to give teachers’ experiences of oral language a voice.  This study is founded on the belief that 

listening to the factors which help and hinder oral language teaching is the first step toward 

improving oral language experiences for all learners. 

Question: Examining Perceptions and Practices 

To address the proposed intentions of this study, the following question was examined. 
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How do the personal and professional experiences of teachers help us to 

understand the relationships between  teachers’  perceptions  of  oral  language        

and oral language teaching practices in British Columbia? 

The research was  premised  on  the  assumption  that  teachers’  oral  language  teaching  

practices are connected to their perceptions of oral language.  At the outset of the study, it was 

hypothesized that the quantity (frequency and duration) and quality (diversity of instruction, 

engagement, and assessment) of oral language teaching practices would be affected by the extent 

to which teachers experienced oral language self-efficacy and both personal and professional 

training.  This hypothesis was derived from  the  researcher’s  review of oral language literature 

and personal experience of a relative lack of attention to oral language education.  It was 

anticipated that teachers’ personal and professional oral language self-efficacy would be related 

to their experiences of personal challenges with oral language.  Similarly, it was expected that 

the quantity and quality of oral language teaching practices would be influenced by these 

challenges and by teachers’  recognition  of  students’  oral  language  challenges.    By 

acknowledging these challenges, it was predicted that teachers would have gained greater 

awareness of the importance of oral language teaching practices and would have been more 

likely to pursue personal growth and professional development opportunities to improve oral 

language skills and enhance their oral language teaching practices.   Conversely, it was 

anticipated that inadequacies in the quantity and quality of oral language instruction could be 

attributed to factors such as insufficient training in oral language skills and practices, persistent 

low self-efficacy causing anxiety, or relatively high self-efficacy causing oral language to remain 

out of the focus of teacher practice.  This study sought to identify these factors and their 

relationship to the  influence  of  teachers’  perceptions  on  their  oral  language  teaching  practices. 



Oral Language Education   7 
 

Definition: Clarifying the Terms Used in the Study 

For the purpose of this study, oral language has been defined as the expressive and 

receptive communication skills of speaking and listening.  This study refers to oral language 

teaching practices as the methods and actions through which teachers involve students in 

learning oral language skills.  Instruction, engagement and assessment are given consideration as 

distinct components of effective teaching practices.  Instruction is used to refer to teacher led 

learning experiences conducted  deliberately  to  develop  the  learner’s  understanding  of  the  stated  

concept.  Engagement is  used  to  refer  to  the  learner’s  active  involvement  in learning the stated 

concept.  Assessment is used to refer to the evaluative process through which the teacher and the 

learner  gauge  the  learner’s  progress  in  attaining  understanding of the stated concept.  To 

understand these teaching practices better, this  study  solicited  teachers’  perspectives  on  oral  

language.  These perspectives are defined as perceptions of oral language because the study was 

focused on how teachers perceived the skills of speaking and listening, what teachers believed 

about oral language and its relative importance, and why teachers hold the views they do about 

speaking and listening.  To elicit this information, the study asked teachers about their personal 

and professional experiences of oral language.  The personal experiences of teachers were 

examined to identify how speaking and listening skills are seen by teachers outside of their 

professional lives; whereas, professional experiences of teachers were examined to identify the 

extent to which teachers engage in development of their oral language teaching skills and to what 

degree teachers believe oral language is integral to their professional responsibilities.  

Ultimately,  this  study  of  teachers’  perceptions  was  attempting  to  establish  an  understanding  of  

teachers’  oral  language  self-efficacy,  the  “beliefs  teachers  hold  about  their  capability”  (Klassen  &  

Chiu, 2010, p.741).  Interest in the oral language self-efficacy of teachers is derived from the 



Oral Language Education   8 
 

presumption  that  teachers’  opinions  about  their  ability  to  meet  their  students’  needs directly 

affect the learning experiences of their students.    

Rationalization: Establishing a Reason for the Research 

Hargreaves  (1994)  asserted,  that  “it  is  what  teachers  think,  what  teachers  believe  and  

what teachers do at the level of the classroom that  ultimately  shapes  the  kind  of  learning”  (p.  ix)  

that occurs.  Hewitt and Inghilleri (1993) noted that in the United States and the United 

Kingdom, the neglect of oral skills had become legitimized as an educational concern.  It has 

been suggested that  inadequate  oral  language  instruction  can  be  attributed  in  part  to  teachers’  

assumptions  that  students’  apparent  ability  to  speak  and  listen  was  indicative  of  their  mastery  of  

oral language skills (Tompkins et al. 2005; Yellin & Blake, 1994).  Similarly, Jones (2007) noted 

that  “it  may  be  assumed  that  because  talk  is  interwoven  into  the  fabric  of  the  classroom  and  daily  

life  in  general,  competency  develops  ‘naturally’  and  without  the  need  for  explicit  teaching”  (p.  

569).  Yellin and Blake have also proposed that this neglect may result because teachers feel ill-

prepared for how to teach oral language.  Hargreaves identified a shortage of preparation time as 

one of the conditions resulting from the intensification of teachers work.  Therefore, it may be 

posited that in addition to the pressure of more curriculum expectations in the classroom, a 

shortage of time to prepare for oral language instruction, assessment and engagement may also 

contribute to the apparent neglect of oral language in current teaching practices.   

To establish an understanding of oral language teaching practices, previously 

documented oral language teaching trends have been considered.  Hewitt and Inghilleri (1993) 

observed that the use of oral language learning activities has been increasingly implemented in 

teaching practice, yet they identified a lack of evidence that students are being adequately taught 

oral language skills.  Crowhurst (1994) also noted that oral language in classrooms has been 
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predominately used by the teacher for covering subject content, managing classroom behaviour 

and  assessing  students’  knowledge.    She  appealed  to  educators  to  “expend  time  and  energy  to  

master  the  necessary  [oral  language]  skills  and  to  develop  them  in  their  students”  (p.  101).    In  

particular, Crowhurst recommended the promotion of teacher moderated class discussion, 

teacher-student collaborative interaction, and student engagement in pair and group work.   

More recently, there has been evidence of the increasing implementation of teaching 

practices that promote class discussion and student engagement in group work.  However, in a 

study of the gender gaps in group listening and speaking, Hunter et al. (2005) revealed 

differences in oral language success and self-efficacy due to age, gender, group composition, and 

the nature of the learning task.  In order to address areas of deficit, they concluded that there is a 

need for more deliberate instruction and meaningful assessment of oral language learning 

outcomes.  Research that looked at the effectiveness of whole class discussions for engaging 

students in learning has demonstrated a continued disparity between teacher intentions and 

student involvement (Burns & Myhill, 2004; Myhill, 2006; Myhill & Brackley, 2004).  Burns 

and Myhill (2004) examined the interactive nature of whole class discourse, and they concluded 

that  teachers  still  need  to  focus  more  attention  on  the  relationship  between  students’  talk  and  

their learning needs.  They also observed that the whole class discourse was still teacher 

dominated and that interaction was not sufficiently meaningful for students.  In a related study of 

the nature of whole class discourse, Myhill and Brackley (2004) revealed that teaching practices 

continue to rely too heavily on the transmission of facts.  They observed a corresponding lack of 

discussion in classrooms that enabled students to access their prior knowledge.  Myhill and 

Brackley accounted for current oral language teaching practices in part by noting that there has 
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been an emphasis on curriculum coverage due to substantial numbers of newly imposed learning 

objectives.  

Several studies have noted that teachers are experiencing an intensification of work 

demands which includes an overload of evolving curriculum expectations (Ballet & 

Kelchtermans, 2008; Ballet & Kelchtermans, 2009; Ballet, Kelchtermans, & Loughran 2006; 

Williamson & Myhill, 2008).  Ballet and Kelchtermans (2008) found that as curricular demands 

increased, teachers preferred to keep control over the implementation of curricular change in 

their teaching practices.  Consequently, teachers experienced increased workloads and greater 

intensification;;  however,  it  was  found  that  the  nature  of  each  teacher’s  experience  of  this  

intensification varied.  This variety suggests that information about individual teacher 

experiences is needed before intensification can be identified as a factor contributing to oral 

language teaching practices.  Other researchers have observed that neglect of curriculum has 

been a consequence of intensification, noting that some areas of the mandated curriculum have 

been covered insufficiently or not at all (Hargreaves, 1994; Reeves, 2002) and that quality has 

been sacrificed for quantity (Apple, 1992).  Therefore, it may be suggested that intensification is 

a factor contributing to the neglect of oral language instruction, engagement, and assessment.  In 

order to establish this link, it is necessary to develop a better understanding of the impact of 

stress and curriculum on the experience of teachers.  Klassen  and  Chiu’s (2010) study of the 

effects  of  stress  on  teachers’  self-efficacy revealed a number of correlations between workload, 

classroom  stress,  and  teachers’  job  satisfaction.   Teachers who reported greater workload stress 

had greater overall stress.  Not surprisingly, higher overall stress was linked to lower job 

satisfaction.    Teachers’  self-efficacy was also correlated to the grade-level they taught, 

demonstrating that as curricular expectations increased with each grade, self-efficacy decreased.  
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It may be inferred that this is further evidence that the perceived need to cover more curriculum 

is  negatively  impacting  teachers’  experience  of  their  jobs.    Therefore,  this  study of oral language 

sought  to  develop  an  understanding  of  how  teachers’  experiences  influence their perceptions of 

oral language which in turn affect their oral language teaching practices.  

Research supports the importance of oral language by recognizing how central speaking 

and  listening  skills  are  to  students’  success  academically  and  socially, both within school and in 

their life beyond (Butler & Stevens, 1997; Hunter et al., 2005; Jones, 2007).  Furthermore, it has 

been established that students who are less competent in language skills are more challenged to 

meet the expectations of other areas of curriculum (Huang & Millunix, 2002).  Since the ultimate 

goal of teaching is to provide students with optimal learning conditions and experiences for 

growth as learners, educators have a responsibility to identify and remedy impediments to this 

goal.  Saunders et al. (2006) noted that very little empirical literature has examined oral language 

development.    None  of  the  research  they  reviewed  addressed  the  connection  between  teachers’  

experiences and oral language teaching practices.  The absence of literature that clearly explains 

what teachers think, believe and do about oral language deserves to be addressed by empirical 

research.  Therefore, this empirical study was conducted to contribute current literature regarding 

oral language education in British Columbia. 

Realization: Providing a Brief Overview of the Study 

 To realize the intentions of this study, a mixed-methods research approach was 

undertaken to develop an understanding of oral language education that gives voice to the 

experiences of teachers and considers their perceptions and practices of oral language.  Teachers 

in two school districts in British Columbia were interviewed and surveyed to obtain both 

qualitative and quantitative findings regarding their oral language experiences, their perceptions 



Oral Language Education   12 
 

of oral language and their current oral language teaching practices.  The quantitative data 

collected through the survey tool was analyzed using descriptive statistics in order to provide a 

comprehensive framework for considering the experiences of teachers.  Because the study arose 

from  the  researcher’s  reflections  on  personal  oral  language  challenges  and  their  consequences  for  

professional oral language practices, the researcher selected two school districts in which close 

personal and professional relationships  shaped  the  researcher’s  understanding  of  the  educational  

context.  The interview stories were collected through narrative inquiry, an approach frequently 

used for examining educators’  experiences of the world which is founded upon “the view that 

education is the construction and reconstruction of personal and social stories; teachers and 

learners are storytellers and characters in their own and other's stories” (Connelly & Clandinin, 

1990, p. 2).  Therefore, a narrative research approach was employed to provide richly storied 

qualitative evidence in which the researcher was a part of the story.  Interviews with teachers 

were conducted to gather stories of professional and personal oral language education 

experiences and to consider how these experiences connect to oral language teaching practices.  

By employing a mixed-methods approach, the survey data provided greater breadth of 

knowledge  about  teachers’  experiences  with  oral  language education, and the interview stories 

delved below the surface of that knowledge by looking closely at the personal intricacies of the 

relationships identified in the study.  Understandings drawn from the experiences of teachers in 

British Columbia were discussed to draw awareness to the importance of oral language 

instruction, engagement, and assessment in the stories of teachers and students in our classrooms 

today.  This discussion gave a voice to the importance of encouraging and supporting the 

personal  growth  of  teachers’  speaking  and  listening  skills  and the necessity of providing further 

professional development to enhance oral language teaching practices. 
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Chapter Two: Review of Related Literature 

There are relatively few empirical studies which address the focus of oral language 

education examined in this study, and a review of oral language education in general is beyond 

the scope of this paper.  Therefore, this review of related literature examines six empirical 

studies which provide a foundation for understanding the purpose, rationale and design of this 

study.  The first two studies have been included to highlight current research that demonstrates 

the importance of considering the implications of oral language teaching practices and 

perceptions.  The second two studies have been included to provide background regarding 

current understandings about the experiences of teachers and the impact of those experiences on 

teacher perceptions and practices.  The final two studies have been included to give context to 

the content of this study and to the design of  the  researcher’s approach to exploring the oral 

language experiences of teachers in British Columbia.  These articles were selected because 

together they support the need  to  pursue  further  research  into  the  connection  between  teachers’  

experiences, perceptions and current teaching practices.  The relative lack of empirical literature 

which  examines  the  relationship  between  oral  language  teaching  practices  and  teachers’  

perceptions of oral language reinforces the purpose and focus of this study.   

Consideration: Oral Language Perceptions and Practices 

 Oral language is integral to all learning because speaking and listening skills are required 

for students to participate meaningfully in classroom learning activities.  The following articles 

have been reviewed to develop an understanding of how educational practices impact the 

learners’  experience  of  oral  language.    Hunter, Gambell and Randhawa (2005) recognized a 

growing emphasis in Canadian curriculum documents on teaching practices that incorporate 

group processes and collaborative learning.  Furthermore, they identified a shift in language arts 

curriculum from a focus on reading and writing to a more balanced treatment of all forms of 
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communication.  This shift is enabling listening and speaking to gain greater prominence.  

Hunter  et  al.  noted  that  the  purpose  of  their  research  was  “to  explore  gender  questions  in  small  

group learning situations, and to consider issues in oracy skills development within a social 

constructivist  framework”  (p.329)  in  order  to address what they identified as a lack of 

understanding of the effectiveness and motivation of small group listening and speaking 

performances in academic literature.  Specifically, they sought to reveal the relationships 

between the important variables, such as student self-efficacy and gender composition, that 

influence engagement in oral language processes across the curriculum. 

 Hunter et al. (2005) provided a non-directional hypothesis that the engendered outcomes 

of language arts assessment may be explained by how each gender experiences group processes 

and production.  To pursue this explanation, the authors employed a social-constructivist 

approach to the 1998 Saskatchewan Language Arts Learning Assessment.  Communication was 

assessed in the classroom  context  through  tasks  designed  to  reflect  ‘real  world’  situations.    The  

assessment ratings used criterion rubrics to measure participation, active listening skills, and 

respectful attributes.  The authors noted that the assumptions that contributed to these 

measurements may threaten validity when differences in culture and experience with various 

types of media are taken into account.  Students responded to a video clip with a multiple-choice 

survey which was later used to establish concurrent validity by comparison with the ratings they 

received for their contribution to the small group discussions.  Each student also delivered an 

oral presentation to the class and subsequently conducted self and group evaluation forms.  

Hunter et al. noted that prior to rating the students, the teachers who rated the assessment were 

provided reliability training and were verified to have a range of inter-rater consistency 

considered to be moderately reliable.   
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 The sample was obtained through random selection of Grade 5, 8 and 11 students from a 

population of provincial schools in Saskatchewan.  Hunter et al. (2005) indicated that the sample 

was selected to be proportionately representative of geographic dispersal, population size, and 

class size.  However, it was noted that the study was limited to students enrolled in typical 

English language arts programs.  85 teachers were involved in the study which included 577 

participants in Grade 5, 594 participants in Grade 8 and 556 participants in Grade 11.  This 

reflected a relatively high overall response rate of 87.9%.  Assessment data was produced by 

both teachers and students which gave consideration to both individual and group performance.   

 Hunter et al. (2005) gathered and analyzed the data of their study using quantitative 

methods.  They identified gender differences using an independent t-test.  The Grade 5 sample 

was 50.1% male and 49.9 % female.  The Grade 8 sample was 49.7% male and 50.3% female, 

and the Grade 11 sample was 49.3% male and 50.7% female.  To evaluate the relationship 

between group composition and the quality of group discussion, the authors conducted a three-

factor multivariate analysis of variance.  The data pertaining to gender and self-efficacy was 

analysed using a two-fixed factor MANOVA.  Finally, a second independent t-test was applied 

to the self and group evaluations to determine gender patterns.  Trends that were revealed in the 

research  “yielded  many  significant  gender  differences  in  individual  listening  skills,  in  group  

production, and in self-efficacy  in  secondary  schools”  (p.347).    Most  notably,  boys  appeared  to  

be particularly disadvantaged in small group settings.  However, the data did not reveal any 

significant girl-boy gaps in communication skills at the elementary level.  One shortcoming of 

study was that it only sampled a single grade at the elementary level.  Therefore, conclusions 

about elementary students were limited and change over the elementary years could not be 

observed.   
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 The study of gender gaps in speaking and listening cannot be directly liked to specific 

teaching practices because Hunter et al. (2005) did not conduct correlational analysis between 

teaching methods and the assessment tool.  Nonetheless, the disparity between males and 

females suggests that the teaching approaches at the time were not  meeting  the  learners’  needs  

equitably.  It should be noted, however, that the data collection took place in 1998.  It is likely 

that  due  to  shifts  in  curricular  focus  and  teachers’  ongoing  professional  development,  there  have 

already been changes in teaching practices that address such concerns.  Hunter et al. cautioned 

that underlying assumptions about gender inequity must be examined in the revision of 

instructional approaches and assessment practices.  Their study makes a significant contribution 

to understanding the variables that interact when students engage in small group learning.  

Furthermore,  they  noted  that  their  study  “makes  a  case  for  reconsidering  the  position  of  listening  

and speaking development within curriculum  and  not  just  evaluative  practice”  (p.351).    Hunter  et  

al.  pointed  out  a  lack  of  understanding  regarding  teachers’  generation  of  oral  language  report  

card results and the relative weight teachers give to various oral language activities.  The study 

suggested that gender differences should be addressed in teaching practice.  In conclusion, the 

authors  suggested  that  “because  oral  language  occupies  a  central  position  in  the  classroom,  its  

use  must  be  planned  and  pondered”  (p.352).    This  suggestion  substantiates the need for further 

research  into  teachers’  oral  language  perceptions  and  practices  so  that  current  experiences  of  oral  

language can be better understood.  Further research on this topic is also important because 

understanding the current experience of oral language may in turn impact the way teachers 

perceive and practice oral language education.   

 In addition to the importance of oral language to small group learning, oral language is an 

essential component of the interactions experienced by learners in whole class teaching.  Burns 
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and Myhill (2004) examined how teachers and learners were experiencing recent changes in 

curricular expectations regarding oral language in whole class teaching in England.  The authors 

observed  that  “despite  evidence  to  the contrary, interactive whole class teaching is made to 

sound  unproblematic  and  lacks  clear  definition  in  documentation”  (p.35).    Consequently,  they  

sought evidence that outcomes to promote speaking and listening across the curriculum were not 

being sufficiently addressed.  They questioned how teachers perceive and engage in the 

interactive components of oral language learning.  The purpose of the study was to determine 

whether new national initiatives encouraging talk were in fact  helping  students’  oral  and subject 

based learning.  While this qualitative study did not put forward a specific hypothesis, Burns and 

Myhill  did  raise  the  question:  “[A]re  beliefs  about  interactive  teaching  actually  acted  on  in  

practice?”  (p.36).   

 Burns and Myhill (2004) based their study on the TALK research study project – using 

Talk  to  Activate  Learners’  Knowledge  – which employed an action research model and applied a 

grounded theory approach to interpret the data.  Primary school head teachers who were 

interested in understanding whether the new national oral language initiatives were helping 

students examined the teaching practices in their schools by examining 54 lessons of which 18 

were literacy based and 18 were numeracy based.  The three head teachers involved in the study 

actively and collaboratively collected research data through video recordings, observations, 

reflection, interviews, work samples, narrative description and critical moment samples. While 

all of the students in the two cohorts of Year 2 and Year 6 students participated in the activities, 

only four students were examined after each lesson.  There was no indication of how the 

participants were selected for the study, other than that they were available to the researchers 

because the samples were drawn from their own schools.  Observational data focused on four 
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pupils in each class for each lesson, a student of high and low ability represented each gender.  

The results were examined to determine relationships between ability, gender and oral 

contributions or understanding. 

  When considering the relationship between interaction and participation, Burns and 

Myhill (2004) found that current practices of whole class teaching reinforced positive 

engagement by both females and high ability students, but reinforced negative or non-

engagement by males and low ability students.  It was clear that participation was experienced 

differently by students and that teaching practices needed to change in order involve all students 

in positive engagement.  Burns and Myhill also found that teacher talk dominated in the pattern 

of response in student-teacher interaction.  In addition to talking more often, as occurs when a 

teacher asks a question and a single student responds, teachers also tended to talk longer.  While 

this teacher  talk  may  have  had  the  purpose  of  affirming  the  student’s  response  and  building  on  

her or his understanding, it also reduced the level of engagement of the other students.  Finally, 

the authors interpreted their data by examining the nature of the responses that whole class 

teaching interactions elicited from students.  In doing so, they sought to examine the 

appropriateness  of  whole  class  teaching  as  a  tool  to  scaffold  students’  learning.    The  study  

revealed that teacher delivery was the basis of nearly 70% of all statements and that elicitation of 

facts was the function of approximately 43% of all teacher questions.  While the teachers 

referred to their practice as interactive, it was apparent that whole class teaching continued to be 

heavily teacher prescribed and controlled and did not result in high levels of engagement in 

students.   

 The most useful contribution this study makes is to reveal the disparity between 

perceptions of interaction and the practice being experienced.  While the specific results of the 



Oral Language Education   19 
 

study may have limited generalizability, this study supported the need for further research 

regarding how oral language learning practices are carried out.  The underlying themes of this 

article suggest that an examination of teaching practices in oral language must also examine the 

perceptions of teachers and the relationship between perception and practice.  Thus, the current 

study  proposes  to  examine  oral  language  education  and  consider  how  teachers’ experiences, 

perceptions and practices influence oral language learning in their classrooms.  

Representation: The Experience of Teachers 

The following discussion of empirical research substantiates the intention of this study to 

link  teaching  practices  with  teachers’  experiences  and perceptions by examining current 

literature regarding the experience of teachers.  Recently, Klassen and Chiu (2010) conducted 

research  to  address  the  fact  that  “little  is  known  about  how  self-efficacy and job stress are related 

to  teachers’  job  satisfaction  or  how  teachers’  self-efficacy is related to years of teaching 

experience”  (p.  741).    The  authors  examined  how  teacher  characteristics  including  gender,  years  

of  experience  and  job  stress  impacted  the  teachers’  self-efficacy and job satisfaction.  They 

posed two distinct non-directional  hypotheses;;  (a)  that  teachers’  stress  would  influence  their  self-

efficacy and (b) that teachers’ characteristics, stress and self-efficacy would influence their job 

satisfaction.  In addition, the authors hypothesized a model to explore the relationships between 

these factors.  Through the characterization and quantification of these relationships, the authors 

were able to achieve their purpose and contribute to the body of knowledge that describes the 

experience  of  teachers’  work.   

 Klassen and Chiu (2010) used the survey method to gather data for their study with 

multiple measures based on previously established scales.  Their sample consisted of 1,430 

practicing teachers from Alberta who were approached at a mandatory multi-district annual 
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conference.  Of approximately 2000 teachers who were approached, 75% responded.  The 

sample represented teachers who taught in urban and rural settings, at elementary and secondary 

school levels and in various grade combinations.  Furthermore, the average age and years of 

experience of the participants were determined to be consistent with the provincial government 

data.  Of some concern is the fact that 92% of respondents were of Anglo-European Canadian 

background which does not allow for an accurate picture of the experience of teachers from 

diverse ethnic backgrounds.  However, ethnicity was not considered to be a variable in the 

teacher characteristics that were being examined.   

 In order to produce results that accurately characterized the relationship between several 

variables, Klassen and Chiu (2010) undertook extensive data analysis.  The internal validity of 

the questionnaire was tested with factor analysis and item response models.  The authors 

employed a system of equations, ordinary least squares regression and a structural equation 

model to consider the variables of each relationship.  An explanation of this analysis is beyond 

the scope of this review.  However, it was evident that the authors utilized multiple quantitative 

data manipulation techniques to provide results that can be reasonably relied upon.  

 Klassen and Chiu (2010) identified three indices of teacher self-efficacy through factor 

analysis.  These included classroom management, instructional strategies, and student 

engagement.  Elementary school teachers experienced greater student engagement self-efficacy 

than secondary school teachers.  Furthermore, the authors identified a non-linear relationship 

between  teachers’  years  of  experience  and  their  self-efficacy.  Teachers in the study were seen to 

have increasing self-efficacy  until  approximately  23  years  of  experience  at  which  point  teachers’  

self-efficacy declined.  Klassen and Chiu noted that the implications of this change over time 

should be taken into account when planning professional development opportunities.  
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In addition, two sources of stress indices were identified as classroom stress and workload stress.  

The authors were able to describe a number of specific relationships between these factors.  For 

instance, female teachers experienced greater workload stress and greater classroom stress than 

male teachers.  Not surprisingly, teachers with greater overall stress expressed less job 

satisfaction.  The observations made by the study note the  mediating  effect  of  teachers’ self-

efficacies on the links between types of stress and job satisfaction.  These findings further guide 

the pursuit of data in the current study to  clarify  what  factors  are  influencing  teachers’  treatment 

of oral language education in their classrooms by giving consideration to experiences, training 

and self-efficacy.  

 Klassen and Chiu (2010) suggested that their model can be utilized as a tool for teacher 

motivation, but cautioned that the limitations of the study must also be taken into account.  They 

acknowledged that they did not use a randomized sample and that participants were not 

necessarily representative of the experience of teachers in other settings.  Nonetheless, the 

findings do indicate trends to consider in the relationship between the factors which influence 

and  are  influenced  by  teachers’  experiences.    Because  this  article  ultimately  recognized  that  “the  

impact  of  classroom  and  workload  stress  on  job  satisfaction  was  mediated  by  teachers’  self-

efficacy”  (p.750),  it  provided  justification  for this study to pursue greater understanding of 

teachers’  perceptions  of  their  teaching  capabilities where self-efficacy is just one way to 

characterize  teachers’  perceptions.  If teacher self-efficacy is a factor that mediates their 

experiences, then teacher self-efficacy may also be a significant factor that influences teaching 

practices.  Consideration of teacher self-efficacy and teaching practices were therefore 

incorporated into the current study to determine whether such a relationship can be identified in 

oral language education in British Columbia.   
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Additional research supports the need for further examination of the implications of the 

experiences  of  teachers  on  teacher  practice.    Ballet  and  Kelchtermans’  (2008)  research  supported  

the growing concern that due to changing demands for greater quality and increased quantity of 

teachers’  work,  there  is  an  intensification  of  the  expectations  experienced  by  teachers.    

Consequently,  teachers’  lives  are  impacted  by  the  changes  in  their  working  conditions.  Ballet 

and Kelchtermans sought to determine how teachers interpreted their individual situations and 

the sources of intensification.  They also examined how teachers responded to intensification and 

identified varied teacher responses including both negative and positive reactions depending on 

the  individual’s  experience.    Though  a  hypothesis  was  not  explicit  in  the  article,  the  authors  

proposed three refinements to the original thesis of intensification put forward by Apple in 1986.  

The purpose of the study was to exemplify these refinements through case studies.  Furthermore, 

through  this  refinement,  Ballet  and  Kelchtermans’  research  focused  on  developing  an  

understanding of how teachers embark on a process of interpretation in order to make sense of 

their professional experience.   

 Ballet and Kelchtermans (2008) conducted research through a qualitative-interpretive 

case  study  approach.    They  developed  an  inventory  of  teachers’  experiences  of  working  

condition changes through on-site observations and semi-structured interviews.  The semi-

structured interviews enabled the researchers to follow individual stories within the same 

guidelines in order to provide data that were comparable.  Following interpretive analysis of 

coded interview transcripts, the authors conducted a second horizontal analysis of the responses 

which enabled constant comparative analysis.  This approach facilitated the identification of 

similarities, differences and patterns in responses. 

 The study took place in Flanders, Belgium at a subsidized, privately-run school.  This 
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type of school was representative of approximately 65% of primary schools in Belgium.  The 

school housed 300 primary students, ages 6-12, and 120 pre-primary students.  The three teacher 

respondents taught Grades 1, 3, and 6.  They were drawn from the staff of 24 primary teachers.  

In  addition,  the  school  principal  and  the  principal’s  assistant,  another  part-time Grade 6 teacher, 

were also interviewed.  The authors claimed that they verified that their sample was 

representative of the entire team by conducting observations in the staff room.  While it was not 

directly stated, it appeared that the sample was obtained when the respondents were invited to 

participate in the study. 

 Ballet and Kelchtermans (2008) observed that  “there  are  various and mutually 

reinforcing sources of intensification”  (p.63;;  italics  in  original)  which  are  often  experienced  by  

teachers  as  “calls  for  change”  (p.63)  to  be  implemented.    Teachers’  inclination  to  adopt  

innovation and respond proactively to change was influenced by the expectations of society and 

school culture.  In addition, teachers imposed demands on themselves in order to meet the needs 

of their students.  It was observed that the nature of the impact of intensification was somewhat 

dependent  on  the  factors  contributing  to  each  individual’s  experience  because  each  teacher  

interpreted calls for change through his or her own personal lens.  An essential factor seen to 

mediate this personalization of circumstance was the fact that teachers engaged in a process of 

weighing the feasibility and desirability of change against the benefits that they perceived for 

their students.  Ballet and Kelchtermans also noted that the interplay between the characteristics 

of individual teachers and the organizational structure of the school were critical in enabling 

teachers to find creative ways to incorporate change and mitigate the effects of intensification.  

 The study by Ballet and Kelchtermans (2008) made an important contribution to our 

understanding of the intensification of teachers’ work.  The authors looked beyond the factors 
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which contribute to this process and examined how the interpretation of those factors was 

essential  to  understanding  teachers’  experiences.    This  study  demonstrated  that what teachers 

perceive  about  their  students’  needs  and  what  teachers  believe  to  be  important  to  student  learning  

play  an  important  role  in  teachers’  decisions to follow through with educational change.  While 

the circumstances of the participants in the study differ from those of teachers elsewhere, it is 

valuable to give consideration to the nature of this process of interpretation.  Knowledge of this 

process may be useful to policy makers and educational leaders when making decisions 

regarding the implementation of educational change.  For the purpose of the current study, this 

research encourages the researcher to consider what factors of interpretation have led teachers to 

develop their current oral language practices.  

The most apparent shortcoming of this research is the relatively small sample size and the 

lack of evidence to support the claim that the sample is representative.  However, this study gives 

teachers  a  voice  and  points  out  the  complexity  of  understanding  teachers’  experience  of  their  

work and their motivations to change.  It illuminated the value of understanding the experiences 

of individual teachers because each unique story contributes to a broader perspective about what 

matters to all teachers and what is being done to meet the needs of all students.  Furthermore, it 

called attention to the need to further understand the mechanism of balance and compensation 

that teachers engage in when facing the impacts of intensification.  This study provides a 

framework for  exploring  teachers’  individual experiences and considering teacher practice as a 

result of a process of interpretation based upon perception.  The current study employs a 

methodology  that  takes  into  account  individual  teachers’  experiences  which  Ballet  and  

Kelchtermans (2008) have shown to have a significant impact on teachers’  practice.  

Furthermore, the  current  study  will  attempt  to  characterize  teachers’  experiences,  perceptions  
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and practices by giving consideration to the relationship between self-efficacy and responses to 

stress factors such lack of training and overwhelming curricular expectations. 

Exploration: Context of Research Approach 

 The final discussion of empirical research provides a basis for understanding the context 

of the approach that shapes this study by examining recent comprehensive research about the 

lived experiences of teachers in British Columbia and addressing current considerations in the 

academic landscape of narrative research.  The preceding discussion of the experience of 

teachers highlighted the importance of understanding the conditions which effect how teachers 

teach.  In British Columbia, understanding these conditions formed the basis of a study by the 

British  Columbia  Teachers’  Federation  (BCTF) conducted in 2009.  The results of that study 

were written by Naylor and White and published in 2010 as a document entitled, The Worklife of 

BC Teachers: A BCTF study of working and learning conditions.  It is significant to note that this 

study was conducted by the Research Department of the BCTF and is not a peer-reviewed 

academic publication.  However, the findings it summarizes are based on sound research 

methods and are uniquely suited to providing a picture of the experiences of teachers in British 

Columbia and the perceptions they hold about their professional work life.   

The study was conducted by survey which was distributed electronically and by mail to a 

random sample of 2502 British Columbian public-school teachers who were selected from the 

BCTF member database of 38764 active teachers.  It was determined that to achieve results that 

would fall within a five percent margin of error and 95% confidence interval for a random 

sample, 380 responses were necessary.  Responses were received from teachers in 54 of the 60 

school districts in the province with a total of 563 responses proving an overall response rate of 

23%.  Of significance to this current study, 2 of those responses were from School District #48 
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and 11 of those responses were from School District #68 indicating that members of the teaching 

communities in this study also had a voice in the BCTF research.  Proportional representation in 

the random sample was achieved for gender and full and part time teaching assignments, as well 

as across K-12 teaching levels.   However, younger, less experienced teachers were under 

represented and older, more-experienced teachers were over represented by respondents.  There 

was reasonable diversity in the representation of respondents teaching in environments with 

differing socio-economic status. 

The survey sought information from BC teachers in the following categories – 

background information which included professional development, workload issues, views on 

working conditions and sources of stress and job satisfaction, and the effects of stress and 

possible solutions.  Due to the nature and purpose of the document, a hypothesis was not put 

forward.  However, a similar study was conducted in 2001 which was used to draw comparisons 

and to inform improvements to the research approach in 2009.  For instance, the 2009 survey 

sought both quantitative data and qualitative evidence about job satisfaction in addition to 

sources of stresses and placed its emphasis on work life instead of on workload.  Since it is a 

comprehensive 225 page document, summarizing its contents is beyond the scope of this review.  

The following summary will touch upon the points considered most relevant to this current 

study. 

Naylor  and  White  (2010)  observe  that  “[t]he  study  results  indicate  that  teachers  view  

their working conditions as fundamentally linked to the conditions that support student learning, 

and that they want to see improvements to working conditions that give students better chances 

of  success”  (p.vi).    The document provides the quantitative findings in a detailed summary of 

each category with the responses broken down by teachers’ demographic details.  These statistics 
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are further supported by summaries of qualitative findings with direct quotes from teachers.  The 

qualitative results revealed the following sources of satisfaction for teachers – engaging students 

in learning, being a positive influence on the lives of students, developing positive and 

productive relationships with colleagues and parents and being passionate about teaching.  

Stresses were attributed to a number of factors including the pressures placed by the increasing 

demands of multiple tasks with limited time, the complexity of large class size and challenging 

composition in the classroom, and the lack of supports to assist teachers to meet their students’ 

needs.  In  spite  of  these  perceptions  of  stress,  Naylor  and  White  observe  that  “many  teachers  

clearly love teaching and gain immense satisfaction from a vocation which they see as 

instrumental  in  developing  children’s  learning  and  development”  (p.vi). 

A chapter  of  the  document  is  dedicated  to  the  study  of  teachers’  education  and  their  

perceptions of and engagement with professional development.  An anonymous survey 

respondent  is  quoted  in  Chapter  2  as  claiming  that,  “PD  is  and  should  continue  to  be  of  

paramount importance.  It is through PD over the years which has changed, influenced and 

improved my teaching practice.  This is a time for colleagues to share knowledge, talk, learn new 

ideas and implement into classrooms. Variety of delivery is key to appeal to as many teachers as 

possible (cited by Naylor & White, 2010, p.4).  Almost three quarters (73.6%) of respondents 

indicated that they somewhat or strongly agree with the desire to see more professional 

development options be made available.  In addition, the qualitative responses indicated that 

teachers tended to wish for more opportunities to observe other teachers and collaborate on 

topics of interest.  In 2009, 44% of the respondents were involved in professional learning 

communities or other forms of collaboration with colleagues outside of the typical working day.  

Criticisms of professional development tended toward external control of the topic, sources of its 
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delivery and limits to its relevance for teachers.  Overall, it appeared that teachers most wanted 

to learn from other teachers about topics of their choosing which were closely related to their 

teaching responsibilities.  In addition, the nature of professional development preference was 

attributed to the stage of one’s  teaching  career.  New teachers often desired practical more 

directive delivery, while more experienced teachers looked for modes of professional learning 

that supported greater sharing and reflection on practice and theory.  Whether it is resources and 

strategies sought by new teachers or exchanges of ideas sought by experienced teachers, the goal 

of many educators in British Columbia appears to be meaningful conversations about best 

practice.  More importantly, teachers at any stage of their career look for professional discussion 

that will have the power to inform their day to day actions in the classroom.  

The random sampling of this survey and the large sample size serve to support the 

validity of the BCTF study.  In addition, the study was founded on a history of previous BCTF 

studies which included a comprehensive literature review of related studies from both national 

and international sources.  A possible flaw in the study that warrants mention is the relationship 

between teachers and the BCTF.  Because the Federation is a union that represents the teachers 

of British Columbia, there is potential for data collector bias in the analysis.  In addition, 

teachers’  responses  to  the  survey  may  have  been  influenced  by  the  source  of  the  survey  and  the 

teachers’ interpretation of the likely use of the data.  Even with this consideration taken into 

account, this document makes a significant contribution to the current study by establishing that 

factors of intensification are a part of the recent experience of educators in the context of the 

current study.  With its thorough account of both qualitative and quantitative data this document 

provides a foundation for understanding the experience of teachers in the province of British 

Columbia.  This current study is founded upon the recognition put forward by Naylor and White 
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(2010), that teachers in this province care deeply about their profession, their impact on student 

learning and their ability to improve their practice in order to best meet the needs of their 

students’.  Furthermore, the BCTF study encourages the researcher to approach the current study 

by creating space for the voices of teachers to inform professional development about oral 

language that addresses the needs of new and experienced teachers.  In addition, the current 

study will strive to make recommendations that take into account the sources of stress and 

satisfaction expressed by teachers in the province of British Columbia. 

 The aim of the current study is to give voice to the oral language experiences of teachers 

so that those voices can be heard, considered and engaged with by the teachers of British 

Columbia.  Therefore, the way teachers respond to research was considered in the design of the 

current study.  In a study  of  teachers’  responses  to  narrative  inquiry  about teaching, Atkinson 

(2010) recognized the transformative power of narrative inquiry and sought to address issues 

with criticisms of the quality of scholarship that narrative research produces.  As it is the 

intention of the current study to employ a narrative research approach, the criticisms studied by 

Atkinson are given consideration.  She asserted that critical discussions of narrative research can 

help to further distinguish it from other qualitative methods, clarify the grounds of its knowledge 

claims, engage dialogue between academic researchers and teacher practitioners, and evoke 

transformation of research and pedagogy from within the narrative research community by 

generating introspection and reflection on narrative inquiry.   

Atkinson (2010) did not provide a direct hypothesis; however, she observed that 

“[i]ntegral  to  any  discussion  of  the  criteria  for  quality  in  any  field  of  inquiry  scholarship are 

questions about the relationships between qualities and characteristics of its representations and 

the  purposes  for  which  inquiry  is  engaged”  (p.91).  She employed reader-response theory to 
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address criticisms of narrative inquiry scholarship by bringing attention to and analyzing the 

responses of teacher practitioners to narrative texts about teaching.  Reader-response theory 

enabled her to analyze the meaning of narrative inquiry by examining texts and comparing the 

understandings expressed by readers in order to ascertain the quality and ability of the text to 

achieve its aim.   The reader-response method allowed her to acknowledge the discrepancies 

between a writer’s intent and a reader’s interpretation.  In narrative inquiry, the author often 

represents more than a single perspective or story, and in doing so adds to the complexity of the 

reader’s  appropriation  of  meaning.    However,  the  reader’s  active  participation  in  co-constructing 

understanding of the narrative underlies the inquiry approach.  Therefore, Atkinson sought to 

determine the elements of narrative inquiry which encouraged reader engagement that aligned 

with the  author’s  intent  and  those which  undermined  the  reader’s  experience with the text. 

To apply the reader-response theory, Atkinson (2010) selected twelve texts drawn from 

recent publications in peer-reviewed journals and edited books that included case studies or 

narratives  of  teacher’s  practice.    The  text  selections  were  drawn  for  their  varied  representation  of  

narrative inquiry forms in the teacher-knowledge field.  A small purposive sample comprised a 

focus group of 8 teachers, selected for representing a diversity of gender, race, educational 

background and teaching experience.  The focus group met after school once each month in the 

southeastern region of the United States.  They engaged in semi-structured discussions facilitated 

by Atkinson about the selected narrative texts.  The meetings, and additional interviews with 

individual teachers, were audiotaped and transcribed.  Atkinson divided the analysis between the 

texts and the transcriptions and categorized each narrative.  Later, she carried out comparison of 

the narrative representations of each reflection for a cross-case analysis.   
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To summarize her findings, Atkinson (2010) identified three broad observations.  It was 

evident that there was disparity  between  the  author’s  intended  meaning  and  the  reader’s  

interpretations.  Both  the  author’s  intentions  and  the  reader’s  interpretations  were  mediated  by  

the circumstances that shaped their life experiences including social, cultural, habitual, historical, 

and professional discourses.  The variety in teacher interpretations was attributed to differences 

in their practical knowledge rather than inaccurate reading of the narratives.   

In conclusion, Atkinson (2010) suggested several implications for narrative scholars to 

consider.  Her study indicated that narrative inquiry about teacher practice does not guarantee 

teacher engagement with the content of the text.  It is suggested that narrative texts that frame 

normative behaviours or direct the focus for teacher’s thinking may provoke teacher readers to 

resist or reject the ideas they present.  Furthermore, she cautioned against naïve assumptions 

about the authenticity of the narrative form and its ability to communicate an intended message.  

She pointed out that critically acknowledging diverse perspectives and the uncertainty and 

complexity inherent in the world of education has greater likelihood of generating reader 

contemplation, engagement and transformation.  Furthermore, she recommended that writing 

about moments of practice outside of the common fields of scholarly inquiry will have greater 

potential to reach the interests of a broader community of educators.  Finally, Atkinson claimed 

that  “this  research  points  out  how  teachers’  lived  experiences  and,  thus,  their  representations are 

profoundly shaped by the local district, region and state in which they practice”  (p.101) which 

clearly impacts their engagement with narrative research.  She pointed out the need for critical 

conversations to support the engagement between narrative inquirers, their work, its context and 

the teacher practitioners for whom the work is intended.   
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The  validity  of  Atkinson’s  (2010)  conclusions  is  supported  by  in  depth  explanation  of  the  

analysis of her focus group’s responses to three of the texts.  By conducting cross-case analysis, 

the internal validity of her conclusions is further affirmed.  Furthermore, the generalizations 

made in the study are supported with clear evidence from her analysis.  Flaws in the study are 

not readily apparent; except that  her  conclusions  about  the  author’s  intent  are  her  own  analysis  

rather  than  interviews  with  the  author’s  themselves.    Therefore,  conclusions  about  whether  the  

readers’  interpretations  aligned  with  the  intentions  of  the  author  are  actually  based  on  her  

interpretation.  This flaw is of little consequence however, due to the varied responses given by 

participants in the focus group.  The inherent complexity of the study is well acknowledged and 

provides a balanced perspective that at once supports the richness of narrative inquiry and 

recommends critical and thoughtful employment of its use.  This  review  of  Atkinson’s  empirical  

research was used to guide the design and analysis of the narrative approach undertaken in the 

current study. 

As teacher practitioners are often the sought-after audience of narrative inquirers about 

teacher  practice,  this  study  of  teachers’  responses  to  narrative  inquiry  about  teaching  contributes 

interesting observation to consider when designing an approach to narrative research.   Atkinson 

(2010) makes several practical recommendations to enhance the validity and suitability of 

narrative inquiry and to assuage criticisms about its quality of scholarship.  In particular, the 

study supported the power of inquiry to inspire teacher reflection about current teaching 

practices.  The research by Atkinson reassured the researcher of the use of narrative inquiry for 

the current study which will also strive in its approach to enact the recommendations of her 

findings.  For instance, she supports an approach to narrative inquiry that takes into account the 

context of the participants and the intended audience.  The current study will be grounded in 
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recognition of the personal and professional experiences of teachers in British Columbia who are 

both the participants and the intended audience.   While the current study seeks to characterize 

and understand teacher practice, it is not intended to direct teacher practice.  Instead, the current 

study seeks to inspire reflection on oral language education and to encourage educators to 

continue exploring the growth of oral language skills in their lives and their classrooms. 
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Chapter Three: Procedures and Methods 

Vision: The Research Design 

The vision for this research project evolved from the researcher’s  personal  and  

professional reflections about speaking and listening and the recognition that there was a relative 

lack of academic literature to explain contemporary oral language teaching practices.  More 

importantly, there appeared to be an absence of empirical  research  that  accounted  for  teachers’  

perceptions of oral language and specifically how those perceptions were impacting teaching 

practices.  Furthermore, there was inadequate evidence to support the claim that speaking and 

listening skills were being neglected and no evidence apparent to explain the purported neglect.  

As indicated in the review of literature, research in oral language has commonly focused on the 

experience of students.  However, there is a growing interest in educational research for 

developing an understanding of the experience of teachers and for providing studies that are 

accessible to teachers (Atkinson, 2010).   

This research project was designed to capture the personal and professional experiences 

of teachers through two methods: interviews and surveys.  Both tools were deliberately designed 

to reveal relationships between teachers’ experiences, perceptions and practices of oral language.  

The interview stories produced qualitative evidence by intentionally drawing on a small sample 

carefully selected to represent the rich and diverse oral language experiences of teachers whose 

teaching practice was known firsthand to the researcher.  Conversely, the survey tool elicited 

quantitative data from a relatively large sample of educators both known and unknown to the 

researcher. The vision for this research project was to reach an understanding of oral language 

teaching practices through listening to the voices of teachers and by supporting those voices 

through a broader look at the experiences of educators who share the same teaching context.   It 
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was believed that giving teachers the opportunity to speak about oral language perceptions and 

practices would not only reveal information about oral language teaching, it would also provide 

insight into the connections  between  teachers’  experiences,  thoughts  and  actions.  

Participation: The Sample 

 To conduct research on a scale large enough to allow reflection upon oral language 

perceptions and practices in British Columbia, the researcher sought participants from two 

school districts in the province, School District #48 (Sea to Sky) and School District #68 

(Nanaimo-Ladysmith).  The selection of these school districts was based on several factors.  

Geographically, the school districts are located in two distinct regions of the province, the Sea to 

Sky Corridor and central Vancouver Island.  Therefore, participants teach in a variety of rural 

and urban settings including a small city with an urban core and outlying suburbia, a destination 

resort and small resource-based and agricultural towns.  Statistically, these school districts are 

also reasonably representative of the provincial averages for gender and number of years of 

teaching experience (please refer to Tables 3.1 and 3.2). 

Table 3.1  
Teacher Gender Proportional Representation by School District in 2011/2012 
  
Teacher Population Female Teachers Male Teachers 
Province of  
British Columbia 

72% 28% 

School District 48 79% 21% 
School District 68 70% 30% 
Note: Data provided by the BC Ministry of Education (January 2012, www.bced.gov.bc.ca/reporting). 
 
 
Due to its size, Table 3.2 is located on the following page.  

http://www.bced.gov.bc.ca/reporting
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Table 3.2  
Years of Experience Proportional Representation by School District in 2011/2012 
  
Teacher 
Population 

< 1 Year 1 – 4 Years 5 – 9 Years 10 – 19 Years 20 + Years 

Province of  
British Columbia 

3.31% 17.43% 22.40% 34.42% 22.44% 

School District 48 8.37% 15.59% 20.91% 31.18% 23.95% 
School District 68 1.59% 15.67% 16.64% 40.15% 25.95% 
Note: Data provided by the BC Ministry of Education (January 2012, www.bced.gov.bc.ca/reporting). 

 

In addition to being representative of gender, experience and geographic diversity, these 

school districts also differ in their size according to the number of full and part time teachers 

they employ.  School District #48 (Sea to Sky) is relatively small with 263 teachers, and School 

District #68 (Nanaimo-Ladysmith) is midsized with 817 teachers (BC Ministry of Education, 

2012).  While the ethnicity of the participants was not considered as a variable, it should be 

noted that it was expected that drawing from two school districts in different geographic 

locations increased the likelihood of collecting an ethnically diverse sample.   

A significant factor that encouraged the researcher to select these two school districts, 

which in turn influenced the procedures of data collection, was  the  researcher’s  personal  and  

professional familiarity with the school districts and the teachers within them.  For the reasons 

outlined above, the participants in this research comprised a non-random purposive sample.  The 

researcher attempted to make the survey tool available to all teachers in both school districts by 

sending email invitations to solicit anonymous participation from teachers who gave free and 

informed consent.  In School District #48, a total of 23 teachers responded of a potential 263 

which represents 8.75% of the total teaching population.  From School District #68, a total of 79 

teachers responded of a potential 817 which represents 9.67% of the total teaching population.  It 

is not possible to calculate an accurate response rate because the number of teachers who 

http://www.bced.gov.bc.ca/reporting
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received the invitation is unknown to the researcher due to a number of barriers to the 

distribution of the survey tool.  These barriers included a province-wide year of job action 

including a full-scale strike, inaccurate email addresses, lack of follow through by those asked to 

forward the email invitations and the exclusion  of  two  teaching  staffs  due  to  principals’  refusal  to  

allow their staffs to participate.  It is significant to note that one principal refused to approve 

participation on the basis of the provincial strike action, and the second refused due to inundation 

of research requests at the school site.  Given these limiting factors, the researcher was pleased 

with the overall number of responses.  Statistically, the breakdown of these responses indicates 

that the survey results are fairly representative of the provincial and school district averages for 

gender and number of years of teaching experience (please refer to Tables 3.3 and 3.4). 

Table 3.3  
Teacher Gender Proportional Representation by School District and Survey Responses  
  
Teacher Population Female Teachers Male Teachers 
Province of  
British Columbia 

72% 28% 

School District 48 79% 21% 
School District 68 70% 30% 
Survey Responses 83% 17% 
Note: Data provided by the BC Ministry of Education (January 2012, www.bced.gov.bc.ca/reporting). 
 
Table 3.4  
Years of Experience Proportional Representation by School District and Survey Responses 
  
Teacher 
Population 

< 1 Year 1 – 4 Years 5 – 9 Years 10 – 19 Years 20 + Years 

Province of  
British Columbia 

3.31% 17.43% 22.40% 34.42% 22.44% 

School District 48 8.37% 15.59% 20.91% 31.18% 23.95% 
School District 68 1.59% 15.67% 16.64% 40.15% 25.95% 
Survey Responses 0.00% 8.56% 18.01% 29.52% 43.81% 
Note: Data provided by the BC Ministry of Education (January 2012, www.bced.gov.bc.ca/reporting). 

 

http://www.bced.gov.bc.ca/reporting
http://www.bced.gov.bc.ca/reporting
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 The differences in representation may be explained in part by the barriers mentioned 

regarding response rates.  However, it is also likely that the topic garnered a higher number of 

responses from those with greater interest in oral language and reflection on teaching practice.  

This may account for the higher number of female responses and for the higher number of 

responses from teachers with 20 or more years of experience.  In addition, the teachers with less 

than one year of teaching experience were less likely to be sent email invitations to invite their 

participation because they were less likely to be on a teaching staff or to receive email 

communications from their Local Staff Representative.  In spite of some discrepancies, the 

statistical proportions of responses are still reasonably similar to those of the school districts 

from which they were drawn.   

Considered together, the representative diversity of the size, locations, and statistical 

proportions of age and experience of the teaching populations in these school districts enables 

limited generalization from the sample to the provincial teaching population.  Thus, the survey 

data drawn from the total sample of 105 participants can therefore be considered somewhat 

representative of the experience of public school teachers in British Columbia.  The results 

drawn from the large survey sample provided a framework for developing an understanding of 

the intricacies of the relationships between  teachers’  experiences,  perceptions,  and  practices  of  

oral language.  This framework was applied to support the understandings gained by the 

interview stories.   

The interview story participants were selected as key informants for the purpose of 

representing teacher experiences with which the researcher could relate.  Participants from both 

school districts were sought out by the researcher to give voice to teachers of both genders with a 

variety of years of teaching experience in a range of educational expertise including primary, 
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intermediate, secondary, special education and fine arts.  More importantly, the researcher sought 

to interview teachers in whom the researcher had observed skill with oral language teaching 

practice and an awareness of personal oral language self-efficacy.  A total of 5 participants were 

interviewed who participated with free and informed consent.    While  the  participants’  identities  

were known to the researcher, their stories were recorded anonymously and organized by 

demographic characteristics and relationship with the researcher.  The qualitative evidence 

gathered through narrative inquiry from the small purposive sample gives voice to the personal 

and professional oral language experiences of teachers brought into focus by the quantitative 

data produced by the survey. 

Instrumentation: The Tools and Scoring Procedures 

As the purpose of the research project was to seek information about the personal and 

professional experiences of teachers in order to better understand the relationships between 

teachers’  perceptions  of  oral  language  and  oral  language  teaching  practices, the instrumentation 

required to gather this information was designed to take into account the inherent complexity of 

the relationships being studied.  The selection of the variables for the study was determined by 

the  suggestions  made  in  academic  literature  and  the  researcher’s  reflections  on  comments  made  

by educators during previous professional conversations.  The variables summarized in Table 3.5 

were considered in the development of both the survey tool and the interview protocol (please 

refer to Appendix A for the Survey Tool and Appendix B for the Interview Protocol). 

 
Due to its size, Table 3.5 is located on the following page.  
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Table 3.5 
Variables Considered for Data Collection 
  

Teacher Experiences Teacher Practices  Teacher Perceptions 
   

Demographic information 
gender  
years of teaching experience 
location (school district) 
job specifications 

 
Personal Education  
   speaking and listening skills  
 
Professional Education 
   oral language teaching & 
   oral language assessment 

   

Engagement 
quality  (diversity) 
~ the variety of oral language 

learning activities being practiced 
quantity (frequency and duration) 
~ the amount of time spent on and 

the regularity of oral language 
learning activities 

  
Instruction 
quality  (diversity) 
~ the practices of direct and 

integrated instruction 
quantity (frequency and duration) 
~ the amount of time spent on and 

the regularity of instruction 
  
Assessment 
quality  (diversity) 
~ the practices of student self-

assessment, isolated and 
integrated  assessment strategies 

quantity (frequency and duration) 
~ the amount of time spent on and 

the regularity of assessment 
     

   

Personal Self-Efficacy 
speaking skills 
listening skills 
oral language facilitation 

 
Professional Self-Efficacy 

oral language engagement 
oral language instruction 
oral language assessment 

 
Attitudes to Oral Language 

knowledge 
assumptions 
curriculum  
priorities 

 

 

To address these variables quantitatively, the design of the survey tool was comprised 

entirely of closed questions with multiple choice and rating scale response options.  The rating 

scales were created with four point interval scales in which the descriptions of each measure 

were matched to the variable being rated.  To ensure that the survey tool represented all of the 

variables intended in the study, the researcher outlined all the variables and reviewed the survey 

questions to determine their suitability for providing the required information.  The researcher 

recognized that the format of the questions in the survey tool would limit the extent of 

information provided by the instrument.  However, this limitation was designed intentionally to 

increase the reliability of the data and reduce the impact of data collector bias.   
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The survey tool was field tested by three teachers from school districts not included in the 

study to verify that the questions would be interpreted by participants in the way that the 

researcher intended.  Participants in the field test verbally confirmed their understanding of the 

questions and measures in the survey tool which assured the researcher that the survey tool had 

reasonable internal validity.  The researcher acknowledged that the results produced by the 

measures represented on the tool were threatened by the subjective judgments of the participants.  

However, as the primary purpose of the research was to develop an understanding about 

perceptions, objectivity was not considered necessary in the survey responses.   

The survey tool was also designed to maximize the amount of information that could be 

gathered while minimizing the time and effort required of the participants.  Similarly, the survey 

was designed to provide thorough quantitative data for the researcher to analyze with relative 

ease in a format that could be understood by the intended audience – educators.  The survey 

questions were categorized by the variables noted in Table 3.5 which enabled the researcher to 

group the responses according to variable and to relate these results to one another.  This 

grouping procedure allowed the researcher to make quantitative statements about the combined 

variables and to relate the distinct variables to one another.  Examination of the raw scores of 

each variable enabled the researcher to make further statements regarding  teachers’  experiences,  

practices and perceptions of oral language.  However, the survey tool and quantitative data it 

produced was considered inadequate to achieve the purpose of the study.   

To deepen and further develop an understanding of oral language through the 

experiences, practices and perceptions of teachers, another research instrument was developed to 

gather qualitative evidence.  An interview protocol was written to elicit and code teachers’  

stories about their personal and professional experiences of oral language.  The open ended 
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interview questions were designed to allow participants room to follow the direction of their 

thoughts under three broad categories.  These categories and the questions framed within each 

were designed to complement the variables researched by the survey tool.  The questions from 

the interview protocol are summarized in Table 3.6 (please refer to Appendix B for the Interview 

Protocol).  In addition to including the interview questions, the interview protocol includes the 

variables found in Table 3.5 which  were  used  to  code  the  participants’  stories.    This  coding  

procedure was used to identify which components of the stories most strongly reflected the data 

produced by the same variables in the survey. 

Table 3.6 
Questions Organized by Variable from the Interview Protocol 
  

Teacher Experiences Teacher Practices  Teacher Perceptions 
  

Consider how you 
experienced the growth of 
your oral language skills. Are 
you able to tell the story of an 
experience in your life that 
was pivotal to your personal 
development as a speaker or 
as a listener or as both? 

  

Please think of how oral 
language learning occurs in 
your classroom.  Can you 
tell a story that describes 
how you have practiced 
effective oral language 
instruction, assessment 
and/or engagement? 
   

  

Both speaking and listening 
pose unique challenges for 
learners and teachers.  Is there 
a story from your life that 
captures how you experienced 
an oral language challenge 
either personally or 
professionally?  

   
 
 The interview protocol was  developed  to  gather  deeper,  richer  knowledge  of  teachers’  

unique experiences of oral language.  The stories that the interviews garnered were not intended 

for quantitative data analysis or to provide generalizations.  Rather they were sought for the 

purpose of bringing greater meaning to the research which was contextualized by the data 

produced by the survey.  It cannot be claimed that any one story can explain the results of the 

survey data, nor does the survey data definitively corroborate any one story.  However, the 

stories illuminate the experiences of teachers through meaningful descriptions in narratives that 

offer both context and insight.  In a study that proposed to learn from the experiences of teachers, 
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the survey tool enabled many voices to be heard, and the interview stories enabled us to listen 

carefully to a few teachers speak of how they experienced oral language in their lives.  

Explanation: The Procedure 

To obtain information about how teachers perceived, practiced and experienced oral 

language in School Districts #48 and #68, a research plan was formally proposed to both school 

districts.  The school districts approved the research in February 2012 and the process of 

requesting participation was initiated by the researcher.  The supporting documentation is 

included in Appendix C.  To facilitate the process of distributing the survey tool and encouraging 

teacher participation, the researcher attended district-wide professional development days in each 

district and shared information in person about the research request with friends and colleagues.  

Participation in the survey tool was electronically solicited from teachers in School District #48 

and School District #68 between February 2012 and June 2012.  To encourage engagement in 

oral language professional development, teachers were also offered the opportunity to request 

oral language teaching tools when they were invited to participate in the survey.  The researcher 

was encouraged by the high number of requests for oral language teaching tools, for 36 teachers 

expressed an interest in receiving the tools.  In addition to requesting teaching tools, a number of 

survey participants also emailed the researcher with thoughtful considerations about the survey 

design and limitations and provided supplemental qualitative evidence in reflective comments on 

oral language.   

After having determined the direction of this research in October of 2010, the researcher 

deliberately engaged in professional development, inquiry, reflection and conversations about 

oral language education.  Upon completion of the survey analysis, the researcher sought 

interviews with five educators whose oral language abilities and exemplary teaching practices 
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were well known to the researcher.  Interview participants were invited to share their oral 

language stories through the interview protocol.  Prior to participation, the teachers signed a 

consent letter that informed them of the intentions of the research.  The stories were recorded 

into  a  digital  recorder  and  subsequently  downloaded  and  anonymously  filed  onto  the  researcher’s  

password protected computer and backed up onto a USB drive that was used exclusively for the 

research study.   

The stories were initially analyzed using the coding of the variables found on the survey 

tool.  Subsequently, the stories were compared to one another to identify themes, agreement and 

contradictions and to select the strongest representations of experience.  The purpose of the 

coding procedure was to determine how each story belonged in the plotline of the research story 

as it was unfolding.  Stories and variables from the survey data which were most illustrative of 

the oral language experiences of teachers were highlighted in the discussion of research.  The 

researcher was encouraged by the degree of teacher engagement with oral language education 

expressed in both the survey responses and the interview stories.  This interest reassured the 

researcher that teachers in British Columbia may well be eager to continue developing their oral 

language teaching practices and further validates the  researcher’s  commitment  to  understanding  

and improving oral language education in British Columbia. 

Discussion: The Validity 

 Both external and internal validity have already been discussed in this chapter.  The 

external validity was largely addressed in the discussion of the sample characteristics which 

supported limited generalizability to teachers in British Columbia.  In addition, this study may 

have limited ecological validity in that the oral language experiences of teachers in British 

Columbia may be likened to those of teachers in other provinces or territories in Canada, for 
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many Canadian curriculum documents and working conditions share similarities.  Furthermore, 

it could be argued that the oral language perceptions and practices of teachers in British 

Columbia may be comparable to those of teachers in other countries sharing similar educational 

histories such as Australia, New Zealand, the United Kingdom and the United States of America.  

However, it is recognized that the validity of such comparisons would be very limited because 

unique conditions exist in every educational setting that could influence the variables identified 

in the study.  Still, a look at the educational backgrounds of the researcher and interview 

participants reveals experience that extends well beyond the school districts in which the study 

took place.  The researcher has been involved in educational communities on three continents in 

Australia, Europe and the Caribbean, as a primary school volunteer, a university student and a 

practice teacher in an international teacher education program.  Among the interview 

participants, all but one had teaching experience in multiple school districts, two had studied in 

both the United States and England, and two had taught in other provinces in Canada. This also 

suggests that a number of the survey respondents share similar backgrounds of personal and 

professional experiences across the province, the country and the world.    

A condition that was addressed in the preceding discussion of instrumentation was the 

participants’ interpretation of the questions on the survey and in the interview.  Additional 

considerations have been taken into account to limit threats to the internal validity of the 

research.  Location was controlled to some degree because distributing the survey via email sent 

by Local Staff Representatives which increased the likelihood that the respondents were in 

locations with similar characteristics.  While their specific geographic locations varied, the 

participants were most likely in a physical and mental space appropriate for checking school 

related email messages.  Therefore, location was a limited threat to the validity of the responses.  
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The paperless nature of the survey posed another unique instrumentation challenge, for some 

teachers are more comfortable with technology and are therefore more inclined toward 

responding to an electronic survey.  The impact of this limitation was minimized by the fact that 

the topic of oral language has relatively little correlation to technological skill.  Therefore, the 

participants who did not respond to the survey tool due to this factor did not impact any 

significant variables in the study.  Another threat more likely to have had an impact on the 

variables in the study is another subject characteristic.  Participants who were already interested 

in oral language and corresponding professional development were more likely to respond to the 

survey.  This likelihood may have artificially skewed results toward positive perceptions of oral 

language and a higher degree of teacher involvement in oral language education, engagement, 

instruction and assessment.  This threat was minimized through the provision of multiple 

opportunities for all teachers in the school districts to participate and to obtain information 

regarding the research design.   

It was recognized that in correlational research the correlation between two variables may 

be explained by yet another variable which has not been identified by the research (Fraenkel & 

Wallen, 2010).  While this study did not attempt to make direct correlations, the survey tool 

attempted to address multiple variables and to present the participants with several variations of 

each variable to increase the internal validity of the relationship of variables discussed in the data 

analysis.  It was also designed with a variety of questions intended to test the same variable in 

equivalent forms which increased its internal consistency.  Conversely, the interviews were 

designed with only a single open ended question for each category of variables.  The rationale 

for this strategy was that specific history, attitudes and characteristics of each subject would 
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guide the manner in which participants chose to respond to the three questions.  The diversity of 

these responses was sought to increase the internal validity of the narrative research.  

The interviews were conducted in a variety of settings that were selected to limit 

distractions, protect the privacy and enhance the comfort of the participants.  The interview 

participants were all familiar with the researcher.  To reinforce the integrity of the narrative 

research, the participants chose the settings for the interviews.  It was acknowledged that 

location, instrumentation defects, and data collector characteristics were possible threats in the 

interview protocol.  However, they had a negligible impact on the validity of the narrative 

research results because the interview stories were not intended to provide quantitative data.  In 

fact, difference in participant results enhanced the external validity of the qualitative evidence 

provided by the interview protocol.  Furthermore, the impact of data collector bias was 

considered a supporting feature of the authenticity of the narrative research, as the researcher 

possessed firsthand knowledge of the interview participants, both personally and professionally.   

The  researcher  recognizes  that  this  familiarity  coupled  with  the  researcher’s  introduction  to  the  

interview by sharing a personal story example are limitations to the validity of the narrative 

research for drawing definitive conclusions.  However, the aim of this study is not to dissect 

what was, describe what is, or determine what should be happening precisely in oral language 

education.  Instead, the aim is to recognize the diversity of experiences, perceptions and practices 

and to bring awareness to the influences of oral language professional practices and the benefits 

of supporting speaking and listening skills development for all learners.   

The open ended nature of the interview protocol was designed to address the limitations 

of the survey questions.  To avoid data collector bias in the survey tool, the questions were all 

closed.  This question format consequently limited the degree to which the survey tool could 
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represent teachers’ perceptions.  Specifically, the final question about attitudes to oral language 

restricted the respondents to agreeing or disagreeing with statements that were drawn from the 

researcher’s  studies  of  academic literature about oral language.  This measure was taken to 

minimize threats to the internal validity of the research, but it also reduced the degree to which 

the research was able to build an understanding of teacher perceptions.  The research design 

deliberately took into account these threats to internal and external validity.  The researcher 

further recognizes limitations to the validity of comparison across the variables due to different 

interpretations of the question and/or response options and due to the fact that participants 

exercised their right to choose not to answer every question on the survey.  Still, the study design 

allowed the quantitative data to have some generalizability and the qualitative evidence to offer 

insight to teachers’  experiences  of  oral  language beyond those included in the study.  To 

maintain the internal and external validity of this research data and its analysis, compromises 

were necessary.  In recognition of the limitations of this study, the researcher suggests that the 

nature of oral language practices and the underlying teacher perceptions warrant further 

academic research.   

Justification: The Methods of Analysis 

Essential to the design of this research study was the expectation that the methods of its 

data collection and analysis must support the complexity of the relationships being studied.  

However, of primary importance was that the data analysis be easily understood by its intended 

audience – educators.  To learn from teachers about the connections between their experiences, 

practices and perceptions of oral language, a mixed-methods approach allowed the research to be 

both generalizable in its findings and rich in the details it provided.  Two of the reasons for using 

mixed-methods identified by Greene, Caracelli, and Graham (1989) are particularly applicable to 
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the design of this research.  A study using mixed-methods affords complementarity in which the 

results of one method are clarified and illuminated by the results of another (Greene et al.).  In 

this study, the results of the survey tool were enriched by the results of the interview stories, and 

the information gathered by the interview stories was placed into a broader context by examining 

the survey data.  Furthermore, mixed-methods research enables expansion in which the study is 

able to attain greater richness of understanding about the details explored in each method 

(Greene et al.).  In this study, reflections  on  the  researcher’s  own  experiences,  the  interview  

stories and the survey data were interwoven to meaningfully represent the voices of teachers in 

British Columbia.  Effective mixed-methods research design necessitates that the research 

question is central to the selection of the methods of data collection and analysis (Biber & Nagy, 

2010).  When the quantity and qualities of the variables embedded in the research question were 

considered, the use of a survey tool in conjunction with the interview protocol was the logical 

choice to produce results that were both quantitative and qualitative.   

The data produced from the survey tool was analyzed using descriptive statistics, a 

technique for quantitative data analysis that lends itself to straightforward interpretation.  Results 

of like variables were extracted from a complete set of the survey data provided by the 

FluidSurveys website and organized into categories to frame the research discussion.  The 

complete set of intact survey data can be viewed in Appendix D.   The categorical data produced 

by the survey tool was reported using statistics displayed as percentages in bar graphs to provide 

a form of visual representation.  This format was selected to maximize the amount of data 

represented in a single figure and to allow results to be observed relative to one another.  The 

primary rationale underlying the selection of all of the research methods employed by this study 

was to produce results that were readable not only to an academic audience but also to the 
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participants in the research – teachers.  Therefore, it was considered integral to this study of 

teachers’  experiences,  thoughts,  and  actions  about  oral  language  that  those  experiences  also  be  

shared in a narrative form – in the voices of teachers. 

 The stories gathered by the interview protocol were the result of employing a narrative 

research method to bring the oral language experiences of teachers to life.  Connelly and 

Clandinin (1990) clarified the place of the researcher in narrative inquiry by observing that 

“people by nature lead storied lives and tell stories of those lives, whereas narrative researchers 

describe such lives, collect and tell stories of them, and write narratives of experience” (p.2).  It 

was with this definition of narrative inquiry in mind that teachers were invited to tell their stories 

of oral language.  Narrative inquiry is a research methodology particularly well suited to 

researchers who are interested in engaging in the study of teachers’ personal and professional 

experiences because education itself is an ongoing story (Clandinin, 2006; Clandinin, Pushor & 

Orr, 2007).   According to this perspective, the process and production of this study of  teachers’  

experiences, perceptions and practices of oral language can be considered as a part of the story of 

oral language education in British Columbia.   

In narrative inquiry research, the researcher must recognize his or her place in the story 

being told (Clandinin, Pushor, & Orr, 2007).  Until now, I have primarily referred to myself as 

“the  researcher”.    To  provide a clear academic foundation for this study, I felt compelled to stand 

back from the information as I delivered it.  However, to meaningfully engage in narrative 

research, I am eager to share my story in first person and place myself within the results as I 

engage in the process of interpretation.  I am a researcher who is also a teacher and a perpetual 

learner with a passion for stories.  My interest in oral language emerged in part from having 

taught students in every grade from Kindergarten to Grade Twelve.  The diversity of my teaching 
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experiences was the result of bravery, indecision, and the reality of beginning a teaching career 

in a time when teaching jobs were becoming increasingly scarce.  As a teacher in eight schools, 

four of which were in School District #68, and as a teacher on call in countless schools in two 

school districts, my experiences have shown me how greatly the perceptions and practices of 

educators vary.  When I recalled my experiences as a student in three schools in School District 

#48, I recognized in myself the connections between my personal and professional experiences 

of oral language.   

Prior to embarking on this research project, oral language was not a subject of focus in 

my training or professional development.  However, upon embarking on this research, oral 

language has become central to both my professional development pursuits and the other actions 

I have taken to enhance my professional practices within and beyond the classroom.  Dedicated 

reflection on oral language has revealed that my teaching practice was heavily influenced by a 

pivotal moment when I was in Grade 7, and I found my speaking voice.  To engage teachers in 

telling their own stories in the interviews, I shared this story with the participants as part of the 

interview protocol.  A complete transcript of my story can be found in Appendix E.  As I listened 

to their stories, I was inspired by the power an experience has to change one’s  life,  one’s  

perceptions  and  one’s  practices.    It is my hope that sharing the information revealed by this 

research will help all educators better understand the relationships between their perceptions and 

practices of oral language.  The statistics and stories were woven together with the intention of 

revealing a picture of the implications of oral language education for learners today.  With this 

knowledge, I encourage all educators to continue enhancing the story of oral language learning 

in their classrooms. 
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Chapter 4: Research Results and Discussion  

Introduction: The Research Story 

 As  a  researcher,  I  am  guided  by  the  recommendation  that  “[i]f  the  intent  is  to  understand  

teacher experience in its fullest of context, and richness of dimension, its constraints, and its 

possibilities  for  transformation,  then  narrative  inquiry’s  representation  of  teacher  stories  must  be  

indeterminate,  messy,  polyvocal,  conflicting,  ambiguous,  and  fragmented”  (Atkinson,  2010,  

p.101).  As a storyteller, I am also drawn to structure – to the plotlines that shape meaning with 

each new event, to the setting within which the story unfolds and to the threads that connect 

characters and ideas.  It is my intention with this chapter to share, interpret and discuss the 

results of the data gathered by this research study.  Therefore, I will endeavour to voice teachers’  

personal and professional experiences with listening and speaking in an effort to understand the 

relationships  between  teachers’  oral  language  practices  and  perceptions.   

Plot.  To interpret these findings, I embedded the results in a collective storyline to 

compose a single plot for the stories of this research.  We begin as people.  We become 

professionals.  We grow our practice.  We interpret and connect experiences.  When we join the 

teaching profession, who we are as people informs our practice, and our growth is shaped by 

how we interpret and connect our experiences.  Within this framework, evidence in the form of 

graphic representations of the statistics from the surveys and narrative representations of the 

stories from the interview provide insight into understanding oral language education in British 

Columbia.   

 Setting.  The setting for the exploration of understandings is framed by the content of the 

data.  To support my analysis of the statistics, the results are displayed in colour coded horizontal 

bar graphs.  This allows a great deal more information to be observed at one time and 
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demonstrates proportional relationships in responses across subcategories.  In addition, these 

statistics provide a picture of the experiences of a significant number of educators which helps 

give context to the narratives that they frame.  To reveal what I have learned from the stories, I 

reflect upon my own experiences as I draw out the voices of the select teachers who were 

interviewed.  The analysis is subdivided like chapters of a book, always beginning the discussion 

with listening and then speaking because we learn to listen before we learn to speak.  Since 

speaking and listening are at times inseparable, the integration of the two is discussed as oral 

language.  Throughout the analysis, the narrative representations are placed within the graphic 

representations.  While I will discuss themes and patterns, conflicts and anomalies, I also invite 

you, as the reader, to explore what you can see and interpret what you hear through the lens of 

your own experience.  I acknowledge that the story we each bring to the process of interpretation 

will shape how we learn from each other, and my interpretations are only one way of looking at 

the information that is shared. 

   Characters.  The focus of this chapter is examining the stories of its characters.  

Therefore, they deserve a thorough introduction.  There were 105 participants who provided 

responses to the survey.  Of those participants, 83% were female and 17% were male educators.  

There was a range in years of teaching experience represented by the surveys with 9% from 1-4 

years, 18% from 5-9 years, 30% from 10-19 years, and 44% with 20+ years.  Unfortunately, 

there were no responses from teachers with less than one year of teaching experience.  In terms 

of educational setting, 23% of the respondents were from School District #48 and 77% of the 

respondents were from School District #68.  There was fairly even representation of the 

educational levels of teaching responsibility with 44% of participants teaching primary, 39% of 

participants teaching intermediate, and 34% of participants teaching secondary school.  
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Currently, 26% of respondents did not identify themselves as being responsible for teaching 

English Language Arts (ELA) curriculum as described by the BC Integrated Resource Packages.  

In addition to secondary teachers and specialist teachers who would not be responsible for ELA 

curriculum, some participants wrote to explain that they were French Immersion teachers.  

However, oral language is a significant part of immersion teaching practice and the survey 

questions did not differentiate between English and French oral language.  Insights and 

considerations provided via email by French Immersion teachers and other survey participants 

have been included as Appendix F.  Of the survey participants, 5 teachers also contributed to this 

research study by telling their oral language stories in interviews. 

 Storytellers.  The interview participants will subsequently be referred to as the 

storytellers.  As I am also going to be telling my story, I will introduce myself again with the 

others.  I am an educator with nine years of teaching experience at the elementary, secondary and 

adult education levels in two districts in B.C. including School District #68.  I consider myself to 

be very confident of both my listening and speaking skills.  However, embarking on this research 

has led me to pay closer attention to the faithfulness of my oral language skills and intentions in 

a variety of contexts.  Each storyteller is connected to my personal and professional story by 

their relationship to my growth as an educator, and it will be by the nature of that relationship 

that the teller of each story will be introduced.  For identification and anonymity, each storyteller 

has been given a pseudonym and a colour by which their words will be differentiated from one 

another.  The words and stories which appear in italics indicate that I am responsible for their 

narrative form.  However, the content of the stories was derived from the interviews and the 

authenticity of my narrative versions has been verified with the storytellers.  My own story and 

words will continue to appear in black.   
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The first teachers in all of our lives are the people who raise us.  The teacher who shaped 

me the most both inside and outside of the classroom was my mother.  An educator with over 29 

years of teaching experience at the elementary and secondary levels in three districts in B.C. 

including School District #48, my mother presently considers herself to be very confident about 

her listening skills and somewhat confident of her speaking skills.  In this study, my mother will 

be referred to as Mary.  Her words will appear in maroon.    After  we  finish  our  teachers’  

training, there is still a remarkable amount to learn about becoming a teacher.  For many of us, 

the next step in the learning journey comes from the days, months, and sometimes years we 

spend  in  other  people’s  classrooms  as  a  Teacher  Teaching  On  Call  (TTOC).    On  occasion,  the  

teachers we replace already are or become our friends beyond the classroom.  One friend of mine 

inspired my practice when she welcomed me as a TTOC in her classroom.  A teacher with 25 

years of teaching experience at the elementary level in three districts in two provinces including 

School District #68, she considers herself to be somewhat confident of both her listening and her 

speaking skills.  She noted however that her level of confidence was dependent on circumstance. 

In this study, my friend and colleague will be referred to as Faye.  Her words will appear in 

fuchsia.   

 The teaching staffs that we join have incredible potential to propel our professional 

development.  The final three storytellers were all educators with whom I had the pleasure of 

sharing a school community.   Recent shifts in collaboration and professional learning practices 

have brought practitioners together in new ways.   A colleague, teacher leader and professional 

learning partner has shared her dedication and passion for learning with me while working in a 

Professional Learning Group, a district initiative called Project Success and on a national 

initiative called Health Promoting Schools.  An educator with 23 years of experience with 
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elementary and special education in both public and private districts in three provinces including 

School District #68, she considers herself to be very confident of her listening skills and 

somewhat confident of her speaking skills.  In this study, my professional partner will be referred 

to as Pearl.  Her words will appear in purple.   

One of the most inspiring places to grow as teachers is alongside your students when you 

collaborate to teach together.  The mentorship that can develop through teaching cooperatively 

with different age buddy classes models to students how teachers also learn from one another.  

My buddy teacher also engaged with me on an inquiry project for the Healthy Schools Network 

in which oral language was the focus of relationship building between big and little buddies.  A 

teacher with 13 years of experience with elementary, secondary and music specialty in three 

districts in B.C. including School District #48 and School District #68, he describes himself as 

somewhat confident of both his listening and speaking skills.  In this study, my buddy teacher 

will be referred to as Ben.  His words will appear in blue.  Multi-age buddy classes is one of 

many ways for teachers and students to work together, and co-teaching is another.  I learned a 

tremendous amount about how to speak in a way that inspires students to listen when I co-taught 

with an incredible educator who was teaching the grade below me.  Combining our classes also 

enabled me to listen more closely to my students speak when I was not responsible for leading 

the learning.  A teacher with 6 years of experience at the elementary level in School District #68, 

she considers herself to be a very confident listener and a somewhat confident speaker.  In this 

study, my co-teacher will be referred to as Cara.  Her words will appear in coral.  The ever 

present element of learning as teachers, from teachers has been integral to my teaching story and 

to the design of this research story. 

  



Oral Language Education   57 
 

Personalization: Our Experiences and Self-Efficacy as People 

 All people are shaped by their unique experiences in life, and our stories prior to 

becoming teachers play an important role in who we become as educators.  Therefore, I will 

begin to explore the results of this research study with a glimpse of the personal oral language 

experiences of teachers.  At the outset of the study, I reflected on my own listening and speaking 

education and self-confidence.   Try as I might, I could not recall ever really being taught how to 

listen or how to speak in school.  I think I was taught to look at the speaker, to keep quiet and 

still, to focus.  I was surely also taught to project my voice, to look at my audience and meet their 

eyes, to subtly refer to cue cards.  I certainly learned these oral language skills and more in my 

early schooling.  However, it was only recently as a participant in this Master of Education 

program that my educators drew my attention to the act of truly engaging in effective listening 

and speaking.  Previously,  I  don’t think the purpose for these actions was ever made completely 

clear to me, and yet my skills grew and so did my self-confidence.  Looking back, I can clearly 

identify a moment in grade seven when I found my speaking voice and later in university when I 

discovered how to really engage while I listened.  Through analysis of the surveys and review of 

the stories, I found that my experience was shared by many.  Not surprisingly, these teachers are 

now generally quite confident of their oral language skills, even without much training to nurture 

their development.  Moreover, like me, upbringing, schooling, and pivotal moments in life 

combine to shape our growth and transform us as speakers and listeners in the minds of others 

and ourselves.   

The following exploration of the research results will take many forms.  The Collective 

Voices are poems of combined words and phrases from the interview transcripts which illustrate 

patterns  and  themes  that  emerged  from  the  storytellers’ reflections.  Each Narrative Story 
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exemplifies the common threads which tie our experiences together.  The graphic representations 

of the survey data and its formal analysis provide a broader context which frames the 

storytellers’  reflections  and  my  discussion of the research.  The reflections of each storyteller are 

differentiated by colour, but intermingled to draw out parallels and sequences embedded in the 

individual journeys.  My discussion and self-reflection runs alongside of these reflections to 

allow greater correspondence on the page.  Where I am a storyteller within the discussion, my 

story is presented in italics.  As this fragmented results discussion is indeed polyvocal, somewhat 

conflicting and ambiguous, and at times messy and indeterminate, I invite the reader to play with 

the order in which each section is read.  I believe there is value to each component, even looked 

upon  in  isolation.    I  feel  fortunate  to  be  a  part  of  uncovering  this  story  of  teachers’  experiences  of  

oral language and honoured by the opportunity to listen to and represent their voices.  

Collective Voices: Reflect Transformation 
shy child attentive not super, super shy very introverted family quiet, shy type person  

terrible time talking in front of people very nervous speaking much less confident  
speaking out or speaking up would cause problems apprehension verbal rebel safety  

initially very reserved self-preservation back into my own head avoided  
got away with being quiet anxious vulnerable respectful put on the spot  

understand body language fit nothing oral tune in to the other signals sit still be quiet pivotal age 
to deal with it confidence interested in the topic expected answer in full sentences a speech 

answered questions coherent argument observer extroversion gained more confidence 
imagination studying realized life changing perceived connecting more experience shift  

pivotal moment discuss and debate demands talked powerful and secure find a voice  
express myself comfortable had to teach it enjoyed drama enjoyed presentations practiced  

can talk comfortable speak if necessary one pivotal time found another voice which was mine 
build trust actually speak fairly confident speaking my mind saying from my heart  

very comfortable constantly on stage nothing to be really afraid of speak from the heart 
 

Narrative Story: Epiphany 
Faye stood at the edge of the pool watching the kids in the beginning swimming class she was 
teaching enjoy free play at the end of the lesson.  Their laughter and eagerness to impress her 
with somersaults and duck dives reminded her of the end of summer celebration she had just 
attended at the lake.  All the kids from the cottages vied for her attention, and she loved to play 
with them.  Her face flushed hot when she allowed herself to think about trying to interact with 
the teens her  own  age.    It  wasn’t  much  better  when  an  adult  put  her  on  the  spot,  wondering  about  
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how she was feeling about going into grade ten.  Faye was shy.  People made her nervous, 
especially in big social settings.  With kids it was different.  They were drawn to her, and with 
them it was easy to talk.  She felt comfortable.  When the opportunity to teach swimming to kids 
came up, she was amazed that she could be paid well to do something she loved.  Her love of 
swimming, teaching, and children was appreciated by the kids and their parents.  The 
recognition she had received over the summer filled her with a new confidence.  Perhaps this 
new found confidence explained why she had agreed to cover an adult aquacise class.  It seemed 
an impossible thing to do, and she was afraid they would think she was an idiot.  Still, she had 
accepted the challenge.  Faye told herself that they did not know she was not an expert.  She 
believed in her ability to exercise and to teach swimming, so really all she had to do was 
combine the two things she knew well.  When the day of the class arrived, she was feeling 
incredibly nervous and self-conscious.  She decided to play a game with herself.  She imagined 
she was an aquacise teacher, and thinking that she was made it so.  She worked them through a 
routine that she had planned and encouraged them just like she did with the kids she taught.  
They loved it!  Afterwards, they came up and thanked her and told her how great the class had 
been.  Even being  put  on  the  spot,  she  found  it  wasn’t  so  hard  to  have  a  conversation  with  them.    
In  that  moment,  she  realized  that  she  didn’t  need  to  be  so  nervous  about  talking  to  adults  and  
other teenagers.    It  really  hadn’t  been  any  different  than  engaging  with  younger children.  She 
also realized how much she liked teaching, not just connecting, but actually teaching, planning, 
and realizing the plan.  When she finished high school, Faye knew what she wanted to do.  She 
became a teacher.   
 
Personal Listening Skills Training 
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Figure 4.1. Teachers’  Perceived  Extent of Listening Skills Training demonstrates that 
more than 50% of participants indicated None or Minimal educational training to develop 
their personal listening skills at every level of education. Of particular note is the category of 
Professional Development in which 14% of the teachers indicated that they had experienced 
Extensive training.  However, it is also significant that in this same category 18% of the 
teachers indicated that they had not experienced any training. 
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I think to be a good listener, you have to tune 

in to the other signals that people are giving 

you.  This stems back to my childhood, for 

safety and self-preservation reasons.  In terms 

of listening, I think because I was shy I tended 

to listen more than talk anyway.  And I also 

loved listening to the radio, to radio plays and 

things like that.  I grew up in a family that was 

church going, so I learned to listen and sit still 

and be attentive to sermons which I actually 

didn’t  dislike,  at  least once I understood what 

was going on.  I have been studying a lot about 

communication skills in the last few years.  I 

am interested in it.  I think because of the 

union work, that I felt that I was sitting in 

meetings and not really knowing what my role 

should be in that meeting and not having the 

communication skills to deal with it very well.  

I started doing a series of workshops up at the 

university, and learning about Non-Violent 

Communication. 

“What is libido?” I asked my startled parents 

who were engaged in a hushed conversation 

across  the  room.    “Look  it  up  in  the  dictionary  

Elephant Ears,”  my  mother  responded  

affectionately.  I believe that much of our 

listening skills arise from our interests and our 

personal inclination to know and understand 

the world around us.  Sometimes our 

circumstances require a certain sort of listening 

like Cara’s need to protect herself, the 

expectations in Mary’s church, or Pearl’s  

engagement in meetings.  Other times our 

interests lead us to hone our own listening 

skills as with my ever present curiosity, or 

Pearl’s love of radio plays.  Reflection on the 

overall  inadequacy  of  teachers’  experiences  of  

listening skills training and reliance on 

personal motivation leads me to wonder about 

how to best support those students whose 

circumstances  don’t  enable  them  to  become  

effective listeners on their own.   

 
Personal Listening Skills Self-Efficacy 
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Facilitating Discussion

Small Group Listening
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Not Slightly Somewhat Very

Figure 4.2.  Teachers’  Perceptions  of  their  Listening  Skills demonstrates that typically more 
than 90% of participants indicated they believed themselves to be Somewhat or Very skilled at 
various speaking activities.  Of particular interest is the fact that over 60% of participants 
identified themselves as being Very confident about listening in both Small Group and Lecture 
formats which are distinctly different listening settings.  The activities in which teachers indicated 
the lowest self-efficacy were Understanding and Retaining information received orally. 
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I suppose it was during my difficult childhood 

that I developed my listening skills.  I am of my 

own admission, an excellent listener, and 

along with that I understand body language 

fairly accurately.  In high school, I focused on 

listening to what was going on in order to fit 

myself into classroom learning, so I think I was 

a relatively good listener at that time.   

I think I am a better speaker than I am a 

listener.  I think listening is going to be a life-

long skill for me to work on.  I can get back 

into my own head and think about what I really 

want to say.  I am learning from my daughters 

to listen more because they are close enough to 

me, and they know me so well; they can tell me 

that  I  didn’t  even  hear.     

 

“This  is  so  frustrating,”  I  whisper  softly  to  my 

colleague after participating in a discussion 

strategy called Last Word in our final MEd 

course.  She nodded her agreement.  We had 

discussed this before, how hard it is to listen 

without interjecting our ideas.  I thought I was 

an excellent listener, until I realized how busy 

my mind was when I was listening to others, 

and  I  wasn’t  always  connecting  to  their  

comments.  As Faye points out, listening is a 

skill that requires us to be attentive.  Mary was 

motivated by her desire to find a place in her 

classroom, and Cara found confidence in her 

ability to combine listening with observation.  

As teachers, I believe our listening skills are 

integral to our ability to successfully respond 

to the needs of the students we teach. 

 
Personal Speaking Skills Training 
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Figure 4.3.  Teachers’  Perceived  Extent  of  Speaking  Skills  Training demonstrates that 
more than 40% of participants indicated None or Minimal educational training to develop 
their personal speaking skills at almost every level of education.  The notable exceptions to 
this  statistic  were  that  in  Teachers’  Training that number fell to 32% and in Professional 
Development that number rose to 61%.  This reflects greater attention paid to speaking skills 
during Teachers’  Training  and  less  involvement  in  speaking  skills  training  during  
Professional Development. 
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I had more demands placed on me in high 

school, although not very many.  I really 

enjoyed drama, and I had a playful nature.  I 

gained a little bit of confidence with my Drama 

9/10 years.  We had a really great Drama 

teacher who brought me out, and I actually 

gained some confidence talking in front of 

people.  But after he left, there was nothing 

really for me in Grade  11/12.    I  don’t  

remember doing any oral presentations, maybe 

one or two, but they were terrifying.  In 

university, I got more experience having to do 

presentations for my classes, though not very 

many presentations until my teaching year.   

In elementary and secondary we did nothing 

oral which is how I got away with being quiet.  

You  really  weren’t  required  to  speak.   But I 

guess we did have to answer in full sentences; 

you  wouldn’t  have  gotten  away  with  not  

speaking  in  sentences.    I  didn’t  have  the  

experience of really being required to speak 

until I got to university, and then certainly, yes, 

you had to speak in sentences, and you had to 

come up with a coherent argument.  I went to 

Oxford University which was on a tutorial 

system.  So, every week we had an essay to 

write.  Then you sat with a tutor on your own 

or with just one other student, and you talked 

about this topic.  You had to talk for an hour.  

You had to discuss and debate, and so you had 

to get your ducks in a row and get your 

In grade seven, I had an opportunity to 

participate in an after school theatre program 

for elementary children.  As the eldest 

participant, I was given two roles.  I was given 

a lead acting role, and I was also in charge of 

taking care of the youngest participants.  

Although I was truly nervous of performing, I 

found myself in the role of caregiver, of 

confidence giver.  In that role, I found that my 

own confidence grew.  At the end of one week, 

I went on stage and performed the lines that I 

had memorized before an audience with 

professional lighting shining on my face. Even 

though  it  was  hot  lighting,  I  didn’t  go  bright  

red like I usually did in front of people.  I 

cannot explain why or how it happened, but I 

somehow felt that I had succeeded.  I had 

become stronger because I had become 

responsible, not just for me, but for a part of 

something bigger – the whole play.  I  don’t  

remember being asked to present orally before 

grade seven, but like Ben, I vividly recall the 

terror of being in front of my classmates while 

I debated the merits of the Charlottetown 

Accord.  After being in the play, I remember 

being asked to read a poem to that same 

intimidating class.  Even though reciting my 

own poem was much more personal, I was 

calm and confident.  In addition to the training 

I received by the theatre company, I think I 

learned a lot simply by having multiple 
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arguments straight.  If I think back to it, that 

experience was life changing.  Certainly, no 

tutor of mine commented on my being quiet, so 

I must have talked.  I think that probably really 

changed things around for me, if I think about 

it.  Also of course emigrating was a huge 

change in my life and encountering that North 

American extroversion.  I think with that shift, 

I somehow had to find a voice.  A pivotal 

moment that helped me to develop my 

speaking ability occurred during my 

undergraduate studies when I had to present 

and discuss an article that was assigned to me.    

My history professor set up the class that way.  

Each student was to take a topic and teach it to 

the class.  I remember being very angry with 

her.  After much stressing and making myself 

sick with worry on how I was going to do this 

task, the day approached.  In order to help me 

with my confidence, I put on a power suit that I 

had previously used for business meetings.  

Feeling somewhat powerful and secure in my 

bubble of clothing, I went to campus to deliver 

my lesson.  While I was waiting, I had several 

comments on my attire which boosted my 

confidence  a  little  bit.    I  really  don’t  remember  

much of how it went, but I know that I 

survived.   Afterwards, both my professor and 

fellow students commented on my 

presentation.  Since then, begrudgingly, I will 

speak if necessary.  I gained enough 

opportunities to practice.  The expectations and 

rigorous challenge of Pearl’s tutorial system 

drew her out as a speaker.  I believe that 

experience may have in fact helped prepare her 

for the shift she encountered in North America 

where people expected her to talk much more 

than she had been accustomed to.  While 

university was the primary place that the 

storytellers developed their speaking skills, it is 

still unclear to what extent they received 

training to do so.  Cara’s history professor was 

likely very clear about the expectations of the 

presentation, but it is unlikely that she felt it 

was her responsibility to teach her students 

how to present.  Similarly, Mary enjoyed her 

seminars and felt freed by the opportunity to 

express her interests in conversation.  

However, in my own studies at Simon Fraser, I 

was never instructed on how to engage in 

effective conversations.  In fact, I most often 

belonged to that third of the class that carried 

on the conversation while the other two thirds 

mostly listened.  I recall being self-conscious 

of speaking too much and frustrated that others 

didn’t  contribute  as  much  as  me.    Until  my  

MEd experience, I had never had an instructor 

insist on equal air time or use deliberate 

strategies to pass the thread of conversation 

around the table or the room.  While I 

struggled at times with these strategies, they 

taught me a lot about when to speak and the 
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confidence that I knew I could and would do it 

again if I need to.  I was at SFU in its early 

days in seminars of about 15 people, and I 

enjoyed presentations in university because it 

was the first I remember feeling people were 

all were interested in the topic which was 

freeing compared to high school when I 

remembered not wanting to appear over eager 

in a class.  So that environment reinforced my 

speaking skills in small groups.   

need to consider my place in conversation.  

Like Ben, I responded to the passion for 

teaching I saw in my professors.  Given our 

relative lack of personal speaking training, I 

think it is important that we learn to support 

our  students’  development  as  speakers.    In 

addition to teaching them how to speak, we 

must consider who we are to them, how we can 

set them up for success, and why it is 

important to give them multiple opportunities 

to develop confidence as speakers. 

 
Personal Speaking Skills Self-Efficacy 

 

 

 

  

As a child, I was reared in a household where 

you were told in no uncertain terms what, 

when, how, no questions asked or 

consequences would ensue.  So I suppose, 

from a young age, I learned that speaking out 

or speaking up would cause problems, and I 

When I was a young girl, I was very, very 

nervous.  I was tall and gawky and very fair.  I 

didn’t  much  like  being  the  center  of  attention.    

I was very shy, shy even with my opinion, but I 

had a lot of things I wanted to say.  So every 

now and again, I would find myself standing up 
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Figure 4.4. Teachers’  Perceptions  of  their  Speaking  Skills demonstrates that approximately 
80% of participants indicated they believed themselves to be Somewhat or Very skilled at various 
speaking activities.  It is notable that in the category of Small Group Speaking, there was not a 
single response of Not skilled and over 60% of the teachers perceived themselves to be Very 
skilled.  Conversely, the activities in which teachers indicated lowest self-efficacy overall were in 
Public Speaking and Lecturing. 
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chose not to.  I have always been a quiet, shy 

type person, always willingly to take the back 

seat and stay behind the scene.  I will be there 

to support in any way I can, but I never like the 

limelight.  It is funny that I say that, and I 

chose to become a teacher where I am forefront 

and constantly on stage.  I grew up in a very 

introverted family.  I was a shy child.  But I 

remember loving words.  I changed schools 

when I was seven because at the first school 

that  I  went  to,  I  was  a  bit  of  a  rebel.    I  don’t  

remember whether I was a verbal rebel, but I 

kept getting into trouble.  My new school was 

a big all-girls school with 600 students, and I 

was the youngest.   I am not sure if that 

experience shut me up, or what it did, but I was 

a very quiet child.  At the high school level 

there were always comments on the report 

cards how quiet I was and that I never said 

anything in class. I think in addition to 

university and immigrating, another thing that 

probably changed me was separating from my 

husband and that relationship.  I had met him 

when I was nineteen, and I was still a teenager.  

When we split up, I was around forty.  I feel 

that I was always in that sort of teenage space 

with him, and that when we separated I found 

another voice which was mine.  I think I was 

the kind of child who was fairly confident 

when I was young, and not untypically became 

much less confident when I hit high school.  

for a cause or going before the class, and I 

would shift from foot to foot.  I would twitch 

myself in little spots - ankles, elbows, fingers, 

toes, anything.  It was really quite 

embarrassing.  My face would go bright, bright 

red.  My freckles would pop out.  Like many, I 

would sort of stutter my way through what it 

was I was trying to share.  My experience in 

the play in grade seven changed all that.  From 

that day forward, I stopped getting shifty and 

twitchy.  I still get nervous sometimes, like 

most people.  When I stand in front of a crowd 

and everybody looks at me, I probably still 

flush to some extent.  But I definitely found a 

way to believe in myself, and I developed the 

confidence to face a crowd and have my voice 

heard.  By sharing this transformation story 

from awkward and shy to brave and confident 

with the storytellers, I was rewarded with the 

stories of how each of them experienced their 

shifts in speaking confidence.   For Pearl and 

Ben, it took a series of events and interactions 

to open them up and bring them out for the 

world to hear.  Facing her fear allowed Faye to 

face her nerves and grow her confidence, but 

she accepts in herself openness when she is 

comfortable and reservation in unfamiliar 

settings with unfamiliar people.  Cara also 

found enough confidence to contribute her 

voice, but she still seeks the safety of her 

listening skills.   Mary acknowledged how her 
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My way of dealing with that was to become 

more of an observer.  I would also choose, 

quite carefully if I could, when I had to speak 

out, picking times when I knew I was on firm 

ground.  I remember my French class when I 

would deliberately answer a question that I did 

know,  so  that  I  knew  that  I  wouldn’t  be  chosen  

for a subsequent question.  I remember being 

on the spot and unable to pick my time when I 

began my practice teaching.  I have a very 

clear recollection of my first lesson in a Grade 

9 English class, to about 38 students.  I 

remember getting up and facing these rows of 

students and seeing the whole room go in and 

out of focus which was only due to my 

psychological state. I luckily had supportive 

sponsor teachers, and I think that degree of 

apprehension passed relatively quickly.  Still, I 

never got past the time of being anxious at the 

beginning of a term, until I felt comfortable 

with the class.  I think that affected my own 

practice. I was shy, but not super, super shy.  I 

am still very  reserved  around  people  I  don’t  

know well.  I tend to be very nervous speaking 

at staff meetings when I am new on a staff.  I 

get choked up if I am talking, even if I have to 

say a small thing at a staff meeting.  But once I 

am comfortable and I know people, I am a very 

confident  speaker.    And  I  don’t  mind  speaking  

my mind.  I believe that I speak from the heart. 

I am very open, and that makes you more 

confidence faded and grew throughout her life.  

Most teachers who were surveyed expressed 

confidence in their speaking skills with a high 

number calling themselves very confident, as I 

would.  However, I suspect that even the 

teachers who answered that they were very 

confident would, like me, confess to a lack of 

confidence or even rattled nerves in certain 

settings.  I also wonder if many of those 

teachers who responded somewhat, really 

wanted to answer that sometimes they feel very 

confident and other times they do not.  Before 

telling me her stories, Faye made that 

distinction about herself.  In my observation, 

all of the storytellers have demonstrated 

tremendous speaking confidence, particularly 

with their students.  I have also been privileged 

to support a few of the storytellers and several 

other colleagues in circumstances where they 

did not feel confident in their speaking ability.  

It always amazed me how many teachers I 

worked with feared public speaking or even 

contributing their ideas in meetings, when they 

radiate calm, clarity, and confidence speaking 

to their students.  Perhaps if we had received 

more training, more practice, more strategies 

for making ourselves articulate and understood, 

we could carry that confidence from our 

classrooms into the other settings we engage 

with both personally and professionally.  It was 

interesting to me in the MEd program, how 
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vulnerable I think.  I have been misunderstood 

by people too because I am initially very 

reserved, but then I am warm with people I 

know  well.    So  people  who  I  don’t  know  well  

can’t  read  me,  or  they  think  that  I  don’t  like  

them.  They see I am so friendly with so and so, 

and then I barely say hello to them.  But I have 

realized over time that I am a reserved person, 

and  I  don’t  connect  quickly  and  easily  with  

people initially.  I need to build trust with 

people first, and then I am very comfortable 

and can speak more freely.  I see that I 

struggled with that.  When I was little, I had a 

terrible time talking in front of people.  All the 

way  through  high  school,  I  didn’t  like  to  be  put  

on  the  spot.    I  didn’t  like  it  at  all.    If  I  had  to  

get  up  in  front  of  the  class,  I’d  rather  stand  on  

my head in front of everybody or do 

something.  I am a very kinesthetic person.  I 

like to do things, so I would much rather play a 

Mozart sonata in front of the class than even 

say three words.  Music was something I really 

liked, and that is how I would express myself.  

One experience that gave me a bit more 

confidence was when my parents had their 

twentieth wedding anniversary.  I was the 

oldest son, and I knew my  brother  wasn’t  going  

to do a speech.  My parents are so great.  I 

could see this date coming, and I needed to do 

something for them, not just watch it slip by.  I 

remember sitting down and writing a speech, 

very many experiences we had with giving 

presentations.  It makes sense because 

ultimately the program was designed to prepare 

us for leadership.  Leaders are expected to take 

the stage and respond orally in challenging 

situations.  We did many different types of 

presentations, formally and informally with 

partners, groups and on our own.  I grew the 

most by having to be a part of a team, 

particularly by being challenged to learn how 

to  work  with  people  who  don’t  see  things  the  

way I do.  Working in schools, we encounter 

this challenge daily.  Traditionally, I am one of 

the most confident speakers in a group.  I was 

usually very comfortable expressing myself to 

my colleagues and being responsible for 

sharing out with a larger group.  I admit to 

being confident in my ability to synthesize 

information and speak off the cuff without 

preparation.  However, paying such close 

attention to my listening skills and to the 

speaking experiences of others has given me 

reason to look at myself in a new way.  When 

asked to give my final presentation in a very 

limited time frame, I realized that I needed to 

carefully compose my words in a speech.  Like 

Ben, I wrote from my heart.  I even fell back 

on my old training of checking my cue cards, 

making eye contact and projecting my voice.  I 

have also found that I now question constantly 

if or when I should contribute my thoughts.  I 
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one that I would feel comfortable saying, one 

that came from my heart.  When I gave that 

speech, the paper just disappeared because I 

had practiced it, I knew it, and it had some 

funny parts.  I really nailed it, and my parents 

loved it.  Everybody liked it a lot.  That was 

one pivotal time where I realized that I could 

actually speak in front of people. I had nothing 

to be really afraid of.  I have had to do it since 

at weddings and that kind of thing, so I 

definitely have gained more confidence over 

the years.   

am learning to develop some of the reservation 

that Faye feels.  Like Mary, I feel my 

confidence shifting and changing.  In groups, I 

now seek out and observe participants like 

Cara who hold back their thoughts.  I strive to 

create space for their voices and encourage 

their contributions.  I wonder if, like Pearl was, 

I have been speaking with the voice of my past, 

as the student I once was, still in the process of 

becoming the person I hope to be.  As a 

teacher, I aspire to grow confidence in my 

students and colleagues and hear their voices. 

 

Professionalization: Our Experiences and Self-Efficacy as Teachers  

 All teachers carry into their classroom their prior experiences as students and the training 

they received as they became professional educators, yet the learning story of teachers does not 

stop with our certification.  Instead, it continues each day when we reflect on our practice, 

observe one another and attend workshops to explore and develop our professional repertoire.  

Whether or not we received explicit training on the assessment or instruction of listening or 

speaking, oral language experiences are embedded in our professional story.  Our values are 

shaped by our history and the moments that bring new aspects of learning to our attention.  I 

cannot explain precisely how oral language became the focus of my research.  I suppose it arose 

from reflecting on something I had studied relatively little about and trying to understand why 

that was the case.  While I have vague recollections about being taught to listen and to speak, I 

know with certainty that oral language instruction and assessment were not a part of my previous 

university training.   My reality was also mirrored in many of the survey responses, and echoed 
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in the stories of the storytellers.  However, formal training alone does not explain why teachers 

do what they do in their classrooms.   

In spite of a relative lack of formal training, we grow as professionals to meet the needs 

of our students.  During the time this research was undertaken, I attended numerous workshops 

on oral language and saw keen interest in the eyes of fellow educators.  I had the privilege of 

exploring my learning with a class of student teachers and observed firsthand how their professor 

valued meaningful assessment practices that could inform oral language instruction.  I look 

forward to journeying forward with my colleagues, as an awareness of the importance of oral 

language is realized by more educators in British Columbia. 

 
Collective Voices: Realize Awareness 

challenges distractors interrupt fragmentary presentations communicating method talk listening 
emulated student teacher plan experiences workshops education taught mastered  

observing sponsor teachers discovered understanding animated come alive amazing wonder  
powerful tool startled so quiet back of my mind appreciation possible participating noise  

speak in paragraphs storied curriculum learned awareness 
 
Pearl still had five months before beginning her university education at Oxford.  It was a crisp 
March day, and she was off to the job she had secured for the break in her studies.  Ten years in 
a large all-girl school had done little to prepare her for the experience of working with mentally 
handicapped children because in those days, they were taken from their homes and put in places 
much like orphanages.  The one where she had found herself a job was very benign.  The 
children were well cared for and the setting was beautiful.  The big stone building was 
surrounded by picturesque woods with lovely trails for taking long strolls.  On this particular 
day, she was responsible for a young girl of about six or seven.  Pearl knew little about the girl, 
for she did not speak.  This was something that Pearl did not find disconcerting, as she had 
grown up in a very quiet household with few visitors and little conversation.  She supposed that 
might have explained why she herself was quite comfortable in silence.  Though she never 
understood why her teachers at school were so critical of her quietness, always making remarks 
on her report cards and encouraging her to speak up in class.  She felt little inclination to 
contribute to the classroom talk until her final two years, for only then did the teachers ask 
questions that were interesting instead of simply those for which they already knew the answers.  
At  some  point  someone  had  told  her  that  she  was  introverted,  but  it  wasn’t  a  label  that  would  
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have much meaning to her until years later when she moved to North America and encountered 
how very extroverted people could be.  At the time, she was perfectly content with who she was 
and where she was in life.  On that particular day, she was charged with taking the young girl on 
a walk in the woods.  She found herself curious about what this girl experienced of the world.  
For with her inability to talk, it seemed it would always remain a mystery.  As they walked 
together in silence, the sun emerged from behind a cloud.  Its rays stretched through the trees 
and decorated the path before them.  The young girl looked up into the sunlight with wonder.  
Her appreciation of the sun, the day and everything was apparent in her expression.  It struck 
Pearl immediately that this child had something going on in her head.  With her face, she was 
communicating.  She looked directly at Pearl, and it was clear that the girl was expressing her 
wonder.  The exchange was an awakening for Pearl that changed her life.  After the challenge of 
immigrating to Canada and becoming a teacher, Pearl found herself contemplating what it 
meant to be introverted.  She realized that much like this girl, introverted people have something 
to say.  One only needs to be a better listener.  In her classroom, she knew that to assess quiet 
children you also have to look at different things, at the way they engage in the activities.  Often, 
she could tell by what her students produced that they truly were participating.  She recognized 
how important it was to really see as well as listen to what people are communicating.  Her 
experience with the young girl and the awareness it brought also helped her later as a special 
education teacher.  She rose to the challenge of working with non-verbal children, by carefully 
listening and seeking new ways to understand what they were trying to say.  Pearl knew that 
whether or not a person spoke, everyone has something to important communicate. 
 
Professional Listening Instruction Training  
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Figure 4.5. Teachers’  Perceived  Extent  of  Training for How to Teach Listening Skills 
demonstrates that fewer than 41% of participants felt they received even Adequate 
instructional training.  There is a notable increase in the number of teachers who felt they 
received Adequate and Extensive training from University to Professional Development which 
aligns with the chronological progression of professional training.  However, the number of 
teachers who indicated they did not receive any instructional training from Professional 
Development is still relatively high at 26%. 
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Figure 4.6. Photograph of a Listening Poster 
I created in January 2003 for my practicum in a 
grade 3 class in the Vancouver School Board, 
School District #39.   
  

 
You have to be able to listen first before you 

can  perform.    So,  I  think  Suzuki’s  method  has 

always been in the back of my mind.  Also, I 

think of how a baby learns.  A baby learns by 

observing first. So if you are more animated, 

and just goofy, I think that they get it better. 

Waldorf education has got a lot to do with 

storied curriculum and telling stories at 

different ages.  I think of the richness of that 

vocabulary and of the listening that the 

children are required to do.  I thought that was 

very important.  I also applied what I learned 

about Non-Violent Communication at the 

school.  Listening is a very powerful tool, and 

understanding what that listening is.  So I teach 

that to the children now.  You know how they 

behave when there is an argument about 

something.  You have to listen to that person.  

This photograph is of a poster I made during 

my  teachers’  training.  It depicts how I was 

trained to teach listening as an action that 

occurred in response to physical signals.  

Evidently, the focus of the poster was on those 

signals.  I squeezed in reference to listening as 

a physical act.  It appears that I taught the 

expectations of listening in terms of body parts.  

We certainly expected the students to engage 

their minds while they listened, but I do not 

recall learning how to instruct them to do so.  

Perhaps because much of the time, our students 

are naturally interested in what is going on, my 

teachers never felt listening was a skill that I 

needed to instruct explicitly.  However, there 

were a few students in that class and many in 

the years since who did not listen naturally and 

certainly not effectively.  Cara’s mention of 

Suzuki’s  method  may  in  part  explain  how  the  

survey results reveal that listening instructional 

training was lacking for many of teachers.  We 

learn to provide an environment and model 

activities which enable our students to acquire 

listening skills.  As Pearl points out, some 

forms of curriculum and methods of delivery 

are filled with the expectation of listening 

skills development.  However, she also points 

out that in arguments our listening habits often 

hinder the process of resolution.  In addition, 

Mary raises the common concern of modern 

distractions  that  effect  students’  listening  
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You are not allowed to interrupt.  I do it as 

kind of a game for them, and I found that it is a 

very good exercise. We [adults] are like that 

too, if somebody is describing something and 

you think that that is not right, you 

immediately want to jump in, and say no, no, 

no,  no,  it  wasn’t  like  that.    No,  you have to stop 

and listen to what they are saying.  I have 

attended lots of workshops worrying about the 

effects of first TV, and then video games and 

all of the rest of those sorts of things, as 

distractors, inhibiting the development of 

students’ listening ability. 

  

abilities.  It seems apparent to me that we 

cannot rely on all of our students to develop 

listening skills simply by observing how others 

listen, mimicking good listening behaviour, or 

being asked to listen well.  I believe we need to 

explore more strategies like Pearl, attend 

workshops like Mary’s  that offer solutions, and 

be reflective like Cara of what engages our 

students.  The more we can understand about 

what draws  our  students’  attention,  the  better  

able we will be to instruct them to learn those 

skills and apply them in other settings. 

Professional Listening Assessment Training  

 

 

 

 
 
 

As a new member of an elementary school-based team that worked together to support 

special needs students in a large school with a high population of English as a Second Language 

(ESL) learners, I received my first training on how to assess listening skills.  During Spring 

Assessment, all ESL students underwent comprehensive review to determine their developmental 

level with the English language.  One component of the assessment was a listening test in which 

students were read a passage and were asked to respond orally to questions regarding the 

0% 20% 40% 60% 80% 100%

Professional Development

Teachers' Training

University
None Minimal Adequate Extensive

Figure 4.7. Teachers’  Perceived  Extent  of  Training for How to Assess Listening Skills 
demonstrates that fewer than 28% of participants felt they received even Adequate training and 
more than 34% of the participants indicated they had experienced no training at any level of 
post-secondary education.  As with instructional training, the majority of assessment training 
was experienced in Professional Development.  It is significant to note that the teachers 
consistently indicated less training for listening assessment than for instruction. 
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content of the passage.  I was told to read the passage very slowly with little inflection and to 

carefully read out each question as it was written.  Then I had to record their responses verbatim 

and to use the scale on the template to determine their achievement level.  I felt incredibly 

inadequate when it came time to  do  the  assessments.    I  was  nervous  that  I  wouldn’t  accurately  

catch what they had said, and I was uncomfortable with my interpretation of their 

understandings.  In my opinion, the passages were painfully boring and the questions 

ambiguous.  What was worse, they made out-dated cultural references which the students were 

sure to miss.  However, it was a standardized assessment tool that had been selected for use in 

the school, and I had no choice but to contribute my share of assessments to the whole school 

review.   

Since I have yet to receive any formal training on how to assess listening skills in a 

classroom, it was not a surprise to find that the storytellers did not broach the subject and the 

survey responses reflected a similar story of minimal exposure to listening assessment training.  

After  many  years  of  workshops  and  courses  which  supported  teachers’  use  of  the  B.C.  Ministry  

produced Performance Standards for reading and writing, I wrote to the Ministry to discover if 

there were similar tools for listening or speaking.  I was directed to our Integrated Resource 

Packages where a sample of a used rubric can be found at the back for oral language.  I was also 

told that they were working on developing this tool as a Performance Standard.  I look forward to 

exploring its use with my colleagues in the future.  I believe that what challenges us most greatly 

in  listening  assessment  is  that  we  rely  on  our  students’  other  language  skills  of  speaking  or  

writing to demonstrate what they have heard and understood.  It is difficult to isolate their 

listening skills specifically, and their success with such assessments is surely also influenced by 

the extent to which they can engage with the topic of the assessment.  Therefore, in addition to 

being dependent on speaking and writing ability, it would appear that their achievement hinges 

on their background knowledge and degree of interest in the subject matter.  Clearly, listening 

assessment is not a simple activity.  However, I believe it is something that deserves further 

research and the attention of educators. 
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Professional Speaking Instruction Training  

 

 

 

  

 

 

I emulated an inspiring educator a lot.  She 

taught my own kids, and I worked with her.  

She is amazing.  She is an amazing teacher.  

She did interactive lessons with her whole 

class.  In grade six they were doing all 

aerodynamics, and they had to make planes 

that would fly.  If you can, imagine the boys 

and the noise, and she recognized that 

sometimes it was important to allow it to be 

really noisy.  She would let them experiment 

and talk and plan and kind of go crazy it 

seemed.  Then she would bring them back, and 

they would talk about what they learned, what 

they discovered.  That’s  when  you  would find 

out that even if it looked like they were just 

fooling around and getting all goofy, they were 

actually making all kinds of discoveries.  They 

were testing theories, and they were trying to 

find out.  Also, they were learning how to 

I was terrified to teach my grade three 

practicum class a song.  My sponsor teacher 

was an accomplished singer who brought 

songs into the classroom with an ease and 

grace that helped me believe in myself.  In 

addition, I was fortunate that he was so 

welcoming of my ideas, always prepared to 

adapt routines.  He encouraged me to evolve 

the weekly sharing into my own Intercultural 

Item Investigation.  Faye’s  recollections 

demonstrate how in the absence of direct 

instructional training, we rely on other sources 

of inspiration to inform our professional 

growth and see things in new ways.  

Connections with our colleagues support our 

growth and influence our teaching.  I believe 

that  when  we  haven’t  been  taught  something  

directly, we find ourselves drawn to people and 

experiences that fill us with the knowledge we 
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Figure 4.8. Teachers’  Perceived  Extent  of  Training for How to Teach Speaking Skills 
demonstrates that fewer than 36% of participants felt they received even Adequate 
instructional training.  As with listening instructional training, there is a notable increase in the 
number of teachers who felt they received Adequate and Extensive training from University to 
Professional Development which aligns with the chronological progression of professional 
training.  Similarly, the number of teachers who indicated they did not receive any instructional 
training from Professional Development is still relatively high at 28%. 
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communicate during their learning and about 

their learning.   
   

are missing.  It is my hope that drawing 

educator’s  attention  to  oral  language  

instruction will encourage its development. 

 
Professional Speaking Assessment Training  

 

 

 

 

 

In my first position as a resource support teacher, my caseload included over 60 

designated ESL students.  I knew that before I could plan a program to meet their needs, I had to 

first assess their oral language abilities.  Nothing in my training had prepared me to do so, so I 

sought the advice of an experienced resource teacher who introduced me to the assessment 

rubric published by the B.C. Ministry of Education.  It is a comprehensive scale which includes 

both speaking and listening.  With the help of my students’  classroom  teachers,  we  selected  the  

descriptions which best described how the students spoke English.  This tool helped to paint a 

picture of the needs of each class.  The knowledge this produced guided my approach to ESL 

instruction.  I would later use that tool in a number of other positions.  It also helped me to 

develop my own tools for classroom use.   

While I recall being taught how to create my own rubric frameworks, I do not recall ever 

being trained for what to look for when assessing students’  speaking.    When  I  really  started  to  

look at all the learners in my classroom, not just ESL students, I discovered a remarkable 

discrepancy between the expectations of an accomplished ESL speaker and the speaking ability 

of the first language speakers I was teaching.  I was raised by a secondary school English teacher 

who regularly called to my attention the multitude of ways that our language is commonly 
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Figure 4.9. Teachers’  Perceived  Extent  of  Training for How to Assess Speaking Skills 
demonstrates that fewer than 38% of participants felt they received even Adequate training and 
more than 29% of the participants indicated they had experienced no training at any level of 
post-secondary education.  As with instructional training, the majority of assessment training 
was experienced in Professional Development.  The participants consistently experienced more 
training  in  speaking  assessment  than  in  listening  assessment,  particularly  during  Teachers’  
Training and Professional Development. 
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misused.  This may have honed my ear for detecting grammatical errors and fragments of 

speech.  Still, assessment of speaking is not merely a case of grammar use.  It is far from easy 

and is likely not well understood by educators.  The relative lack of assessment training 

expressed in the survey responses seems to indicate that like listening assessment, speaking 

assessment has typically garnered little attention.  I am hopeful that a closer look at how to assess 

speaking will lead us away from simply evaluating volume and clarity of voice, eye contact and 

preparation.  It seems to me that if we raise our expectations for accuracy and ease of use of the 

English language and explore with our students strategies for effective articulation and 

communication, we will help them make themselves better understood.  I believe an effective 

start to raising these expectations is through meaningful self-assessment and explicit oral 

language instruction.  

 

Professional Oral Language Instruction, Assessment and Engagement Self-Efficacy 

 

 

 

 

 

 

 

 

So with the teacher practices, I thought of a 

few things after my mind had gone completely 

blank about what I do.  When I have the kids 

I stared at the blank space next to Speaking 

and Listening on the report card template and 

felt my panic start to rise.  It was the first time 
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Figure 4.10. Teachers’  Perceptions  of  their  Professional  Skills with Oral Language 
Instruction, Assessment and Engagement demonstrates that a consistent majority of 
well over 60% of participants feel Somewhat or Very confident of their ability to instruct, 
assess  and  engage  students’  oral  language  skills.    The  greatest  self-efficacy was indicated 
for Engaging Students by 31% of teachers who felt Very confident. The lowest self-
efficacy was indicated for Formal Assessment in which 37% of teachers indicated they 
were Not or Slightly confident and only 19% indicated they were Very confident.  The 
relatively small percentage of teachers who felt Very confident in all categories, and the 
relatively high percentage of teachers who expressed that they were Not or Slightly 
confident of their professional ability to instruct, assess, and engage oral language 
learning parallels the data indicated that a small proportion of educators felt they had 
received even Adequate oral language training. 
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do  presentations,  which  I  don’t  do  often  

enough, I use the 4H rubric for assessment of 

teaching presentations.  A couple of times I 

have been asked to judge the public speaking 

component of the 4H program, and they have 

this rubric which is excellent for how to assess 

the public speaking.  I did a term of graduate 

studies in England and I remember being quite 

startled that the English students appeared to 

speak in paragraphs.  I noticed that as a 

Canadian with two American students in my 

group, North Americans were much better on 

fragmentary presentations.  So, I always had 

that awareness that somehow there was 

something  that  I  hadn’t  been  taught  to  do.  I am 

not entirely sure that I ever mastered teaching 

that,  in  fact  I  am  quite  sure  I  didn’t  master  

teaching that either.  But they did in England, 

so there must be some ways that it is possible 

to do that.  I think going into teaching helped 

me to find my voice. I remember when I was a 

student teacher teaching, one of my sponsor 

teachers said to me something about, you know 

you really come alive in the classroom, but 

when you get into the staffroom, you are so 

quiet.  And there was that comment again 

coming to bug me.  

I was solely responsible for a class, and I 

hadn’t  yet  given  thought  to  how  I  would  grade  

oral language.  I reflected on what we had 

done so far and breathed a small sigh.  We had 

co-created assessment for their Social Studies 

and Language Arts presentations, and I had a 

written record of their contributions to our 

Monday morning sharing.  I started to relax a 

little because I realized I could also review 

their notes from our weekly Social Studies and 

Science lessons.  I knew I had explicitly taught 

them to record what they learned from 

listening to each other.  Then, I designed a 

listening assessment in which students drew 

and wrote about what they heard on a clip 

about bridges.  Next, I showed them the video 

and asked them to reflect on the accuracy of 

their listening using a coloured pencil.  Their 

reflections confirmed my impressions from 

their books, and I felt confident of my 

assessment.  Just as Pearl and Mary did, I 

found myself aware of trying new ways to 

grow my practice.  Yet we all saw a need to do 

more, learn more and keep trying.  I believe 

educators are in a perpetual state of trying to 

understand  their  students’  needs  and  improve  

their practice through reflection. 
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Characterization: Our Experiences as Practitioners  

 All professionals develop their practice throughout their careers, and often for teachers 

this development emerges from within us as a response to our experiences, our observations and 

our connections with our students and our colleagues.  The quantity and quality of oral language 

educational practices appears to vary considerably.  I know that my attention to speaking and 

listening instruction and assessment was in part dependent on the unique demands of each 

classroom setting, and I expect that this was also true for the teachers who participated in this 

research.  As my awareness of oral language grew, so too did the frequency and duration of time 

I spent on listening and speaking practices in my classroom.  Prior to being a subject of my 

focus, I believe my engagement with these practices was largely intuitive and interconnected 

with meeting other curricular objectives.  I believe that this research and consideration of my oral 

language practices also reveals that speaking and listening can most often be characterized as 

tools which are utilized in our classrooms.  It is my hope that deliberately supporting the 

development of oral language skills will enable our students to become more effective speakers 

and listeners both within our classrooms and in their lives outside of school. 

 
Collective Voices: Explore Actions 

thinking simultaneous talk about it sense of security open up play theater laugh participate  
self-assessment toolbox strategies instruction call and response verbatim conversation natural 

comfortable presentations build that trust how that feels in the mouth accessible 
feeling stronger about speaking taught assessment encourage language acquisition rubrics 

transcribe exposed empathy honour reflect value in telling sharing poetry more kids involved 
draw their attention discussions hook being playful accomplishment places demands expectation 

open it up overcome own story song and dance drama speaker love of language model it 
repetition fun exploring focus engagement noticed engage expressive practice body movement 
looking sign language visual aid courteous habit kind of learner barely speak respond comment 
triggered a different type of learning game totally orally feel confident willingness to vocalize 

very aware richest language connection fully make their meaning understood 
 
Ben was happy to be back for a second year at the same school in the small community that he 
and his family had decided to call home.  In the first twelve years of his teaching career, he had 
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taught at more schools than he cared to count.  He liked the adventure of moving and meeting 
new people, but he also valued the opportunity to return and improve on the experiences of the 
year before.  His position as a music specialist always seemed to involve a juggling act of 
respecting past practice and engaging students in new ways.  This year, he was encouraged by 
the enthusiasm expressed by his staff when he proposed a variety show in the spring based on the 
tradition  of  Vaudeville  Theatre.    Having  often  encountered  students’  reluctance  to  participate  in  
the prepackaged musicals that were commonly used by music teachers, he felt confident that this 
new approach would be more accessible to students.  When he presented the idea to each class 
of intermediates, he felt confident that he was correct.  Interest was immediately apparent, and 
they leaned forward eagerly as they began discussing possibilities for performances.  He created 
a sign up schedule and posted it in his music room.  It was important to Ben that the students 
take responsibility for their own act and how that act would fit with the others.  Rather than 
requiring participation from every student, he offered the show as an extra-curricular activity in 
which all were welcome.  A large number of students showed interest. To introduce the kids to 
the concept of Vaudeville, he showed clips and shared his recent experience as a participant in a 
show in a neighbouring community.  He decided to give them total discretion to choose an 
appropriate act.  Then he opened his room during the long recess for students to practice.  Each 
act was assigned a 20 minute slot in the week.  During this time, they would rehearse and talk 
about the act.  He made suggestions and guided their plans, but Ben always remained careful to 
allow them to feel a sense of ownership for their performance.  Not once did they make a script 
or follow written instructions.  The students learned their acts by watching clips or listening to 
the songs and learning by ear.  They mimicked and invented.  He had never before seen kids be 
so involved in the creation of a production.  To wrap up the acts, a script was co-written for the 
MCs which tied everything together.  On the day of the performance, his homeroom class was 
entirely responsible for backstage.  Many members of the community came to watch, and all 
ages of the audience were engaged by the performances.  Some were very funny.  Some were 
literally breathtaking.  All were thoroughly entertaining.  When Ben sat back to reflect on the 
experience, he could conclude with confidence that all of the students were involved.  As they 
listened, watched, spoke and performed, audience and cast alike were a part of the production.  
Truly a successful endeavour, now all that awaits Ben is to decide whether to do it again, try 
something new or simply wait a year until finding ways to improve on their accomplishment.            
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Professional Listening Instructional Practices 
Frequency of Listening Instruction 

 

Duration of Listening Instruction 

 

 

 

 

 

In my 5/6 class, I asked them to break into 

groups and discuss things all the time with one 

another,  and  I  think  that’s  really  important.    

They get a lot out of it.  We have classroom 

discussions all  the  time.    It’s  all  about  listening  

to each other.  I am not a teacher who stands up 

and who like gives these long, long-winded 

speeches about things.  Although I see the 

value in telling them something, and them 

listening to you.  It is also good to have stuff 

right up on the board too to accompany what 

you say because there are people who when 

they listen, it will just go in one ear and out the 

other.  I worked really hard to have the rest of 

class honour other  students’ presentations by 

With my new focus on listening instruction, I 

decided to teach my grade one class listening 

skills with a different purpose each term.  We 

began by discussing Effective Listening.  We 

drew about and practiced having listening 

bodies which were focused on the speaker.   I 

encouraged students to sway from side to side 

slightly.  Years ago in a lecture on brain 

activity, I was told that this type of movement 

helps us transmit information between our two 

brain hemispheres.  I modeled this by 

clenching my fists and placing the knuckles 

together which helped students to understand.  

We also discussed listening minds.  An idea 

which was also demonstrated with our hands.  
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Figure 4.11. Teachers’  Estimates  of  the  Frequency  and  Duration  of  their  Listening  
Instructional Practices in a typical school week demonstrates that while more than 60% 
of participants indicate that Direct Instruction takes place Sometimes or Often, a majority 
of these teachers spend an hour or less on listening instruction.  Notably, 21% of 
participants indicated that they spend 0 minutes in a typical week on instruction and only 
9% say that instruction occurs for more than 1 hour. 
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being courteous.  And mostly, I found kids 

were pretty good at that by the time they were 

doing it in high school.  I did worry about 

listening skills, and I even would be so elderly 

as to say that I have watched what I thought 

was a decline in general ability to focus for a 

very long time on something that was being 

presented orally.  With kids that just yak, yak, 

yak, there is nothing to overcome in speaking.  

It is more teaching them to take time to reflect 

and listen to others.  With younger kids you 

just teach the strategies, and it becomes a habit.  

I have done lots of different things.  I model it, 

and model it, and model it.  But not just model 

it, I draw their attention by saying,  “Did  you  

see what I was doing.  I was holding my body 

this way, and when she was saying that I was 

nodding.  I noticed that so-and-so and so-and-

so and so-and-so were nodding too.  You were 

giving them a non-verbal clue that you were 

listening  to  what  they  were  saying.”  I  also list 

the strategies.    “When  you  are  listening  to  

someone, your body is still, your eyes are 

looking  at  them,  you  are  thinking.”    This  is  a  

key  one  because  I  also  tell  them,  “You  are  

thinking about what that person is saying 

because you could very easily be thinking 

about that movie that you want to watch when 

you get home after school.  You could be very 

easily just thinking your own thoughts.  You 

could be looking right at someone and have a 

We discussed how when we hear something it 

is important to connect it with what is 

happening in our head, with something we 

already know or a new idea that takes shape.  

To show this we made a loop with our first 

finger and thumb, then we linked the first 

finger and thumb on our other hand together 

with our first loop.  Effective Listening with 

listening bodies and listening minds was 

practiced throughout the year.  In the second 

term, I extended this instruction into Active 

Listening in which students practiced a variety 

of methods of demonstrating their listening 

through oral, written and illustrated responses 

to their peers, books and educational films.   

The emphasis was on active engagement with 

what was being heard.  In the final term, we 

worked on Deep Listening.  Again, our hands 

were an important tool for modeling the need 

for our listening to extend deeply below the 

surface of what we heard and knew.  Together 

we sought ways to make deeper connections 

and to explore our thoughts as we listened to 

one another and new information.  I believe 

that visual modelling is very important to 

listening instruction, along with physical 

engagement and oral explanations.  Ben also 

mentioned the need for visual supports on the 

board and with the use of his hand.  Faye 

clearly explains, models and draws her 

students attention as she instructs.  The 
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still body, and those are important because it 

shows the person that they have your attention, 

but only you know if you are really thinking 

along.    Only  you  can  work  on  that.”    There  has  

to be some reward for those kids who really 

like to talk.  You need to hook into that 

empathy  end  of  things  and  say,  “Everybody  in  

this circle has just as many thoughts in their 

heads as you do.”    You know you can show 

how you step down, or step up using your 

hand.  Do Re Mi Fa So(l) So(l) La Ti Do, and 

then they see the height, the steps of the 

intervals.   

quantity of time teachers spend on listening 

instruction seems to be relatively little 

considering what a significant role it plays in 

learning.  However, Ben, Mary, and Faye 

clearly integrate this instruction throughout 

activities in their day.  Also, Mary and Faye 

both draw their students attention to the fact 

that listening is as much about the listener’s  

effect on the speaker as is it is about the 

listener.   It seems apparent that this instruction 

may not require long duration, but rather the 

quality of instruction with a focus on respect 

and intent is very important, and instruction 

should occur with frequency.   

 
Professional Listening Assessment Practices 
Frequency of Listening Assessment 

 

Duration of Listening Assessment 
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Figure 4.12. Teachers’  Estimates  of  the  Frequency  and  Duration  of  their  Listening  
Assessment Practices in a typical school week demonstrates that Formal Assessment 
takes place Seldom or Never for over 70% of participants, and 40% of participants 
indicate that they spend 0 minutes on listening assessment during a typical week.  While 
6% of the teachers indicate that Formal Assessment takes place Often, only 2% of the 
teachers say that they spend more than an hour doing assessment and 58% spend an hour 
or less.  Not surprisingly, the quantity of assessment practices indicated by participants is 
consistently less than the quantity of instructional practices that typically take place.     
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Each reading group meets with me once each 

week, and we have a conversation.  That is 

when I work on oral language skills.  With 

some groups, we work on how to have a 

conversation all year because with some 

groups children have absolutely no idea how to 

do it.    They  interrupt.    They’re  not  listening.    

They’re  fiddling  with  something.    Then 

sometimes you get a group that do know how 

to have a conversation, and it is such a joy 

because you can spend 15 or 20 minutes just 

having a conversation about the book. At the 

end of it, we always do a little self-assessment; 

Did I listen?  Did I respond appropriately? 

The first strategy I developed for assessing 

listening was recording observations of 

behaviour and verbatim oral responses in 

discussion.  Now, I do a lot of audio, video and 

photographic recording to document learning.  

This tangible record allows students to assess 

themselves and compare themselves with 

others in a safe way.  Assessment for learning 

is an essential part of listening instruction, as 

Pearl’s story illustrates.  The data suggests we 

need to further develop our assessment 

practices.  To be effective, I believe we have to 

consider how to meaningfully integrate 

assessment with our approach to instruction.  

 

Professional Speaking Instructional Practices 
Frequency of Speaking Instruction 

 

Duration of Speaking Instruction 
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Figure 4.13. Teachers’  Estimates  of  the  Frequency  and  Duration  of  their  Speaking  
Instructional Practices in a typical school week demonstrates that, as with listening 
instruction, more than 60% of participants indicate that Direct Instruction takes place 
Sometimes or Often.  However, a majority of these teachers spend an hour or less on 
speaking instruction.  Notably, 19% of participants indicated that they spend 0 minutes in 
a typical week on instruction and 11% say that instruction occurs for more than 1 hour. 
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Even though I was very aware that there were 

many students who were dreading ever having 

to get up in front and present, I wanted to 

encourage giving comfortable presentations.  

So I often had them do things that were in 

groups, or presenting from their seats rather 

than having to stand up, if I thought they 

would do that.  There are always those students 

in my class who are super, super shy.  And 

they barely speak to me.  It is obvious that they 

love their teacher.  They want to please, and 

they’re  happy  to  be  there.    But  as  soon  as  you  

put them on the spot, or they feel like they are 

on  the  spot,  they  can’t  speak.  So I have often 

struggled with how to get them to feel 

confident and comfortable enough.  And I 

think  because  for  me  it’s  about  trust,  I  try  to  

build a lot of trust in.  And then when they do 

start to open up, I think oh, wow.  This is a 

huge accomplishment because we have had to 

build that trust.  I have taught mostly primary 

and for oral language instruction and 

engagement, they must first know the proper 

way to form their letters.  I teach them how 

that feels in the mouth, what that looks like in 

the mouth, and correspondingly on the body, 

either in hand sign language or body 

movement.  Zoophonics, the program we used 

this year had lots of simultaneous body 

movement that went along with how to 

actually make that sound.  It was repetition, 

As with listening learning, I recently focused 

my speaking instruction around types of 

talking used both formally and informally.  In 

the first term, we began with Telling.  Because 

we are most inclined to simply tell one another 

what we have on our minds, it seemed the 

natural place to start.  We explored the act of 

Telling stories, information, answers and 

ideas.  Next, we explored how having a 

Conversation was more than simply Telling.  

Because having a Conversation expands from 

Telling into responding, our purpose is 

different.  The extent to which we talk is 

shaped by engagement with one another.  

While I began this instruction with the whole 

class, I found modeling Conversations in small 

groups to be most effective.  We practiced how 

to have Conversations in reading groups, 

structured collaborative groups for daily math 

review and language practice, and in freely 

chosen groups for Science and Social Studies 

exploration activities.  Finally, we deepened 

the purpose of our Conversations by learning 

how to talk in a Discussion.  I differentiated my 

instruction of Discussion from Conversation by 

bringing  to  my  students’  attention  the  shared  

purpose of growing our understanding.  We 

engaged in Discussion much like we did with 

our Conversations, but we also involved our 

older buddies because we discovered how 

much more knowledge they had to contribute.  
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repetition, repetition.  We also have done 

readers theater, a song and dance, and sign 

language songs as well.  So, my kids have been 

exposed to a lot.  And all of them, even some 

of the kids that you know are incredibly shy 

when it comes to academics, shone.  They were 

amazing  up  there.    Maybe  it’s  just  they  were  

ready.  But I believe wholeheartedly that it is 

because  for  them  it  wasn’t  just  verbal.    It  was  a  

whole body thing.  Also it may have been 

because  they  weren’t  up  there  individually,  

except for the ones that were ready for it.   

As with the safety and responsibilities inherent 

in the group structures I created, both Mary 

and Faye explicitly discuss the importance of 

finding ways to grow speaking confidence by 

employing instructional strategies that provide 

comfort.  Cara also explored the importance of 

combining physical movement with speaking 

and giving many opportunities for developing 

confidence.  Like listening, direct speaking 

instruction seems to occur less often and for 

smaller duration of time.  However, I believe 

that instruction frequency is not as important as 

the frequency of students’  intentional  practice. 

 
Professional Speaking Assessment Practices 
Frequency of Speaking Assessment 

 

Duration of Speaking Assessment 
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Figure 4.14. Teachers’  Estimates  of  the  Frequency  and  Duration  of  their  Speaking  
Assessment Practices in a typical school week demonstrates that Formal Assessment takes 
place Seldom or Never for 64% of participants, and 32% of participants indicate that they 
spend 0 minutes on speaking assessment during a typical week.  While 5% of the teachers 
indicate that Formal Assessment takes place Often, only 3% of the teachers say that they 
spend more than an hour doing assessment and 65% spend an hour or less.  As with 
listening, the quantity of assessment practices indicated by participants is consistently less 
than the quantity of instructional practices that typically take place.   Participants indicate 
that slightly more speaking instruction and assessment occur than listening instruction and 
assessment; however, the results suggest that the quantities of both speaking and listening 
practices are very similar in nature. 
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My reaction to comments on my report card 

regarding my quietness informs my teaching 

practice because I never put that.  Or if I put 

that  on  a  child’s  report  card,  I  balance  it  with  

something positive about being quiet because 

children engage in classes in different ways.  

Often the quiet children are extremely engaged 

in the class and what they are doing.  It is not 

always the noisy ones who are necessarily the 

most engaged.  When I am assessing, I pick 

two or three kids to focus on that week or that 

day.  During the daily sharing time, those kids 

will be sharing.  I write down exactly verbatim 

what they say, so I have a record of what 

they’ve  said,  their  mispronunciations  and  

grammar and all.  I have a clip of their speech 

because I find, especially kids with speech 

challenges  and  different  things,  I  don’t  notice  

all of those oddities anymore when I get to 

know them really well.  It is not like when you 

are looking at a piece of writing and they 

always forget to put the period.  In their 

speech,  because  I  get  to  know  the  child,  I  don’t  

look at them as a speaker.  This is a child, a 

person.  I have to break it down, so that I 

actually just look at their speech and how 

they’re  talking.    Later  I  go  back  and  analyze  it.  

If something occurs to me when they are 

talking, I make a quick note for myself.  Later 

that day, I transcribe it more formally.  I use a 

sheet to put the notations on.  I also denote if it 

My formal assessment of speaking 

presentations evolved from working in a public 

school in B.C. that was implementing the 

International Baccalaureate (IB) Middle Years 

Program.  We were required to align our 

curriculum with the IB standards and complete 

formal assessments according to IB guidelines.  

To make this meaningful for my grade 6/7 

students, I created rubrics into which they 

could write their own descriptions that were 

specific to the tasks we were undertaking.  We 

spent a lot of time co-creating these assessment 

tools, self and peer assessing and responding 

to formal assessment.  However, I felt it was 

equally important to assess informal speaking 

experiences.  I began by scribing verbatim 

their topic based sharing time.  Later, with my 

1/2/3 class, this structure evolved into a social 

circle format that was guided by the IRP 

expectations for Social Studies, Health and 

Career Education and Science.   I provided 

background information and sent students 

home on Friday with questions to discuss with 

their families.  They were asked to draw or 

write responses which would support their 

speaking when it was their turn to share.  

Students who had not prepared were supported 

in class.  To develop their speaking skills, I 

modelled and pointed out responses that were 

complete sentences with rich details and clear 

explanations that demonstrated understanding 
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was a formal speech assessment, standing up in 

front of the class or their sharing time.  I also 

eavesdrop when they are at playtime or if I am 

doing a science experiment.  I write down their 

conversations because that is the richest 

language that you hear.  When you give them 

something really engaging that you can pull 

yourself  out  of,  that’s  when  I  will  walk  around  

with my clipboard.  I just write their name and 

what I hear them saying.  Often in science, I set 

up the whole science experiment, and they all 

have the materials.  I set it up so they will be 

successful teams, and they knew what they had 

to do.  Then I walk around, and I can hear even 

the  quietest  ones  going,  “Hey  look  if  you  turn  

it this way.  What if we put  that  inside?”    I  

listen and make notes.  I love Science, and I 

find it a really good time to listen to their 

language because it is so engaging that 

speaking is natural.  When it came to assessing 

their knowledge of the alphabet or letter sound, 

if the student was uncertain, they fell back on 

the security of making the signs.  This also 

triggered a different type of learning, and they 

inevitably came up with the correct answer 

which left me smiling. I knew that I had given 

them another tool for their toolbox and that 

would continue to help them with their 

language acquisition.  Also, through use of 

sign language in conjunction with oral 

language, they learned how much more 

of the question.  Students were assessed on a 

scale of 1-4 that paralleled a selected speaking 

skills element of the oral language assessment 

rubric. When a student responded extremely 

well, I pointed out why they had received a 4.  

Afterward, students could come up individually 

and ask me what they had received.  I would 

ask them to tell me why they thought they had 

received that number.  By exploring the 

reason, they were in essence instructing their 

own speaking skills development.  With weekly 

practice, significant growth was evident over 

the year with all students.  Assessment of 

learning, as Pearl experienced it in her 

childhood can hinder our growth, particularly 

if we do not understand how it was derived.  

Pearl’s  solution of balance in her comments is 

one way to explore our understanding with our 

students, and I did this when I gave them their 

scores.  However, increasingly our interest in 

assessment is shaped by assessment that occurs 

as students are learning.  Faye’s strategy for 

speaking assessment demonstrates her 

awareness of the importance of ongoing 

attention to skills development.  Similarly, 

Cara’s  strategy for speaking instruction helps 

her to provide assessment for learning in which 

students’  reliance  on  sign  language  supports  

their confidence but also alerts her to the need 

for further instruction.  It is my hope that 

educators in B.C. will increasingly assess 
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expressive they have to be to fully make their 

meaning understood.   

speaking skills as students are learning and for 

the purpose of guiding their approach to further 

speaking skills instruction. 

 
Professional Oral Language Instructional Practices 
Frequency of Oral Language Instruction 

 

Duration of Oral Language Instruction 

 

 

 

 

 

 
 
We often will sit in a circle when we are 

sharing and looking at each other.  I never put 

them on the spot.  I let people pass if they are 

not comfortable sharing, and later we come 

back.  Also I really try, in those rare times that 

a tentative person puts their hand up or they 

look like they want to say something to be 

right there.  I say, “We  have  heard  so-and-so a 

hundred times.  We are going to listen right 

now.  This is really important.  Somebody has 

The integration of speaking and listening 

instruction emerged quite accidentally for me.  

I had designed a writing activity to promote 

the  development  of  students’  ability  to  compose  

believable dialogue in their stories.  I asked my 

grade  6/7s  to  turn  selected  children’s  stories  

into scripts.  In doing so, they had to listen 

carefully to what sounded correct when 

spoken.  They chose to turn their scripts into 

impromptu skits that they put on for younger 
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Figure 4.15. Teachers’  Estimates  of  the  Frequency  and  Duration of their Integrated 
Oral Language Instructional Practices in a typical school week demonstrates that 
approximately 30 % of participants indicate that Integrated Instruction of oral language 
occurs Often in their classrooms for more than an hour in the week.  Conversely, only 
27% of participants indicate that oral language instruction occurs seldom or never.   Most 
notable is that only 14% of the teachers indicated that instruction occurred for 0 minutes 
in a typical week.  Participants consistently indicate that Integrated Instruction occurs 
more frequently and for longer duration than Direct Instruction of either Listening or 
Speaking exclusively.   
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something  to  say.”    I think another desire that I 

am not sure I ever accomplished was in 

inculcating the ability to discuss between 

students so that the classroom discussion was 

actually that, not a question and answer 

between teacher and student, or was not a 

discussion between one student and the 

teacher, but really to encourage students to 

listen to the point another student brought up 

and comment on that point rather than simply 

take turns making their own story or their own 

point be raised, but without any connection to 

the person who had spoken before.  I do find 

that difficult, but it was something I would try 

in my classrooms.  I teach a lot of music  

orally.  For example we  sing  “Willaby,  

Wallaby,  Woo”.      It  places  demands  on  the  

students.  They have to think about the 

consonants, and they have to replace the first 

letter of their name with a W.  It is funny, and 

they laugh.  You go around the classroom, and 

everyone has a turn.  It is an example of one 

silly game that I have taught them.  They learn 

that all by ear.  There are many, many songs 

that we do in class where I will sing it to them 

and they sing back.  Kids are like sponges, so 

it’s  often  better,  easier,  to  just  to  teach  it  to  

them by call and response.  But it is also good 

having a visual aid too, a piece of paper for 

some  of  the  kids  who  can’t  pick  it  up  like  that.    

You really notice some kids.  When I hand out 

students on rainy inside days.  After their 

success with these Rainy Day Plays, my 

students were hungry to perform.  They 

cooperatively turned a classic song called 

Change is Good by The Band into a modern 

performance for our final assembly with 

musical instrumentals and a melodic chorus 

woven throughout verses which they proudly 

turned into rap.  From this and subsequent 

experiences  with  students’  success  when  given  

opportunities to bring ownership to songs, I 

was inspired to introduce poetry in a new way 

to my recent class of grade ones.  In their 

reading groups, I gave them poetry booklets of 

both familiar and unfamiliar poems.  In their 

teams of four, they were supported by their big 

buddies to learn the poems.  Once they 

mastered reading them, they had to work 

together to perform the poems with song in 

their voices.  This required them to listen 

closely and co-create a tune that fit best with 

the words.  Some groups chose to add actions 

as they sang their poems.  All groups laughed 

and engaged eagerly and easily with the task. 

I have always found instruction to be a delicate 

balance between providing information or 

strategies and structuring the opportunity for 

students to develop their knowledge or 

awareness on their own.  With oral language, I 

found this balance to be particularly important.  

At times listening and speaking are truly 
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the  sheet  music,  they  will  just  say,  “Oh  I  don’t  

want  it,”  because  they  have  a  hard  time  

reading.  Others really want it because they 

can’t  remember  anything.  So  it  depends  on  

what kind of learner they are.  But, I think 

having both for them is best.  I enjoy 

encouraging the love of language.  I love doing 

poetry because I think poetry really encourages 

that love of language and that awareness of 

language with rhythm and onomatopoeia, and 

the mood of language, being playful with 

language, all that.  I think poetry is wonderful 

for helping students to engage with words in 

new ways.   

  

inseparable, and it only makes sense to draw a 

focus on their interdependence.  My 

experiences with drama, song, and poetry, as 

with Faye’s  sharing circle, Mary’s  discussions, 

Ben’s  music instruction, and Pearl’s  passion 

for  poetry  highlight  how  students’  success  with  

speaking and listening is often interdependent 

within themselves and with others.  I believe 

that the greater quantity of integrated oral 

language  instruction  experienced  by  teachers’  

supports my belief that integrated oral 

language instruction is favoured by teachers 

and can be both powerful and effective when 

interwoven with engagement in classroom 

activities.   

 

Professional Oral Language Assessment Practices 
Frequency of Oral Language Assessment 

 

Duration of Oral Language Assessment 
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Figure  4.16.  Teachers’  Estimates  of  the  Frequency  and  Duration  of  their  Integrated  Oral  
Language Assessment Practices in a typical school week demonstrates that 55% of participants 
indicate that Integrated Assessment of oral language takes place Sometimes or Often in their 
classrooms.  Conversely, only 17 % of participants indicate that oral language assessment Never 
occurs in a typical week.  The majority of the teachers say that they spend less than an hour on 
assessment; however, it is significant that 4% of the teachers spend more than three hours.  
Participants indicate that a greater quantity of time is spent on integrated oral language instruction 
than its assessment.  As with Integrated Instruction, the frequency and duration of Integrated 
Assessment of Oral Language is greater than the quantity of time participants indicate for the 
Formal Assessment of speaking and listening exclusively.  
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I have used rubrics for assessment.  I think that 

was  easier,  although  I  don’t  always  find  rubrics  

the easiest way to assess. Because they were 

general or could be covering a number of target 

areas at one time, I was more comfortable with 

them.  And I do know that I tended to 

emphasize that attempt at getting engaged, 

willingness to vocalize some ideas to 

encourage them to participate more than a 

polished product.  Okay, this is really tough for 

me because I am uncertain how I do this.  I just 

think that I just do.  Being asked how I do it, I 

don’t  know. 

I stared at the large oral language rubric and 

wondered how I could possibly assess all 

aspects of speaking and listening at once.  As 

Mary and Cara concluded, formal oral 

language assessment is not simple.  While 

teachers indicate that they do it more often than 

exclusive assessment of speaking and listening 

skills, I believe that isolating particular 

components of oral language for focused 

assessment is more effective for guiding 

practice.  Using one tool for oral language 

assessment enables us to layer our 

understanding  of  our  students’  progress  and  

support their skill development incrementally.  

 

Due to its size, Figure 4.17 is located on the following page.  
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Professional Oral Language Engagement Practices 
Frequency of Students’  Oral  Language Engagement 
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Figure 4.17. Teachers’  Estimates  of  the  Frequency  and  Duration  of  their  Students’  
Engagement in Oral Language Activities in a typical school week demonstrates that there are 
differences in the quantity of time spent on distinct qualities of oral language engagement 
activities.  A consistent majority of approximately 50% of participants indicate that Whole Class 
Discussions, Small Group Conversations, Partner Talk, and Informal Sharing occur Often in 
their classrooms with approximately 50% of those teachers indicating that these activities take 
place for more than one hour in a typical week.  However, a similar majority of approximately 
50% of participants indicate that Individual Presentations, Group Presentations and 
Dramatizations occur Never or Seldom in their classrooms with less than 6% of those teachers 
indicating that these activities take place for more than one hour in a typical week.  Most notable 
is that the teachers indicate that students typically engage in relatively little Self-Assessment.  
Well over 60% of participants indicate that their students Self-Assess Speaking and Listening 
Never or Seldom, and 50% say they spend 0 minutes per week on Self-Assessment of Oral 
Language. While overall student engagement in oral language activities is high, the data clearly 
indicates that the quality of the activity affects the quantity of time that students spend engaging 
in various oral language activities.  This suggests there is differentiation of perceived value.  
 

Duration of Students’  Oral  Language Engagement 
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I’ve  taught  my  last  two  classes  sign  language 

prompts for learning the alphabet and for 

learning different songs.  I believe that the 

students engage much more fully in the task.  I 

think they felt much more successful because 

of doing both speaking and signing 

simultaneously than they would have done if 

they had done it totally orally.   By that, I mean 

that I had total buy in by the students.  All of 

the students neither felt shy nor embarrassed 

because  perhaps  they  couldn’t  pronounce  

something like the others did.  I believe I 

offered them a sense of security, like my power 

suit, in my last statement.  As a teacher, and 

particularly as a humanities teacher, I wanted 

to encourage discussion.   I engage students 

orally in weekly discussions with my own 

version of the virtues program.  I have a book 

with a list of 52 virtues.  One for every week, if 

you  want  to  do  them  all.    I  don’t  use  them  all.    

I just write up that one word, caring.  What is it 

to be caring?  Then we have a great 

conversation about that.  I will usually write 

the definition that they have in the book and 

then give some examples from my own life.  

Then we launch into a conversation.   I came to 

drama when I was in my thirties.  I did a 

Waldorf teacher training in Detroit for a year.  

There was a wonderful drama teacher there, 

and I was in a couple of plays.  One of them 

was a Christmas play based on a medieval 

I was intimidated by the prospect of teaching 

grade 6/7s, but it was my only choice of 

teaching assignment if I wanted to remain full 

time at my favourite school.  I decided it was 

important to begin with something personal to 

connect me to my students, so I did a read 

aloud of a juvenile novel that my mother wrote 

and published when I was eight years old.  My 

students were enthralled.  We continued to do 

a lot of learning orally that year, in part 

because there were 10 students with 

designation for special learning challenges, 

many of whom struggled with reading and 

writing.  After their success with the Rainy Day 

Plays, my students suggested that we turn my 

mother’s  novel  into  a  play  and  perform  it  at  the  

end of the year.  It was a huge undertaking, for 

which three students were largely responsible.  

The whole class contributed to the process at 

all stages.  Eventually, I invited a professional 

script editor to workshop the play with my 

class when we were on our year-end field trip.  

I was particularly impressed with a strategy in 

which she asked students to go around the 

circle retelling the story moment by moment.  

This ensured that everyone shared 

responsibility for knowing what was taking 

place when they were on stage.  All our 

practicing and sharing of responsibilities was 

greatly rewarded.  It was a huge success for all 

involved that still brings a lump to my throat 
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drama, and it was called the Paradise Play, and 

I was the angel.  We took this play to the 

women’s  jail  which  was  just  down  the  road  

from where we were.  That was such a 

powerful experience because the people in this 

jail engaged with this drama.  This was a 

medieval  drama,  it  wasn’t  an  easy  sort  of  

comedy or anything, and they just really 

engaged with that play.  It was a very powerful 

experience.  Then we did another, we did a 

comedy in the spring.  I just loved it, and I 

wish I had done drama earlier in my life 

actually because I think that was a way of 

finding a voice, feeling stronger about 

speaking.  For years now, I volunteer to 

support a drama club after school for students. 

when I think of it.  I think as educators, we 

constantly seek ways to engage our students 

with  success.    Like  many  of  the  teachers’  

surveyed, Mary and Ben value engagement in 

discussion.  Cara found ways to support oral 

language success by engaging students 

physically.  While Pearl didn’t  mention  her  

involvement in Drama Club, she was affected 

by the power of her own experience in plays 

and  the  audience’s  engagement.    I  expect  that  

the varied degree to which teachers engage in 

different oral language activities may be 

attributed to their prior experiences and to the 

value they feel each activity holds for meeting 

their teaching objectives.  For me, nothing has 

been so transformative as engaging students in 

drama. 

 

Interpretations: Our Perceptions of Practice 

 All educators hold personal perceptions of what they consider to be of importance to their 

professional practice, and those perceptions affect the decisions they make in their classrooms 

every  day.      Academic  literature  offers  suggestions  to  explain  how  teachers’  perceptions  of  

listening and speaking instruction, assessment and engagement influence their oral language 

practices.  With this research, I have sought to provide both quantitative and qualitative evidence 

to  characterize  educators’  personal  and  professional  experiences.    I  have  observed  how  my  own  

experiences have shaped my perceptions of oral language education, and how those perceptions 

in turn shaped my oral language teaching practices.  In this final section, I will endeavour to 
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explore  how  teachers’  perceptions  of  oral  language  can  help  us  to  better  understand  and  support  

oral language education in British Columbia.   

To consider the results of the research with reference to the academic literature upon 

which this study was based, I have highlighted the survey responses which corroborate the 

suggestions found in the literature.  My interpretation of the analysis of the results is situated 

within  the  academic  insights  which  led  me  to  seek  this  empirical  data.      Through  the  storytellers’  

reflections, I hope to reveal how our perceptions of practice emerge through a complex process 

of interpreting our values and connecting our experiences.  To improve oral language education 

for  learners  in  British  Columbia,  educators’  perceptions  of  speaking  and  listening  skills  must  be  

considered.    I  believe  that  connecting  with  teachers’  values  and  understanding  their  experiences  

will help bring awareness to listening and speaking and guide further research and development 

of effective oral language teaching practices. 

 
Collective Voices: Connect Values 

obvious problems appalled special needs everybody has really important thoughts anxiety 
poverty struggles at home difference raised successfully giving options never required  

very reserved building up feel comfortable enough become the teacher presentation contests 
interesting training relationship legend cover the content dropped the ball along with listening 

mesmerized exceptionally talented learning outcomes inside the head build up enough trust 
opportunity they have a voice grammatical mistakes teachers own feelings avenue surprising  

seemed safe piece that is missing assuming the characters’ voices smile oral stories responded  
oral language assessment struggle focused listening tasks myth stop and be quiet storytelling 

verbal dialogue subtle monologue complete sentences aware edge of their seats capacity  
huge story realized explicitly teaching preferable trust and comfort fairy tales 

different voice generally can speak just listened oral language does play a part in our life 
everybody has a story to tell valuable always connecting 

 
Cara looked at her young son Logan, her miracle baby, and she wished for him all the things she 
had never known and always longed for in her childhood.  Raised by a single mother who always 
seemed to give her sister everything and herself little, she grew up quiet and careful never to 
speak out or speak up.  As an adult, she continued to be shy, to choose her words carefully, to 
speak softly, and to join conversations gently and respectfully.  As Logan climbed into bed, she 
tucked him in lovingly and pulled up an old book of fairy tales she had been given by a friend.  
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There  were  no  books  of  her  own  from  Cara’s  childhood,  and  she  had  no  recollection  of  being  
read to by her mother.  Yet as she opened the pages, she felt herself come to life.  The 
characters’ personalities seemed to emerge naturally from within her.  Logan looked up 
mesmerized by this new voice coming from his soft spoken mother.  She sounded just like a witch, 
then a little girl, an old man, a wizard!  His eyes lit up, and a smile reached across his face.  
When she became goofy, the giggles spilled out of Logan, and she knew she was giving her son a 
precious gift.  Years later, Cara became a teacher.  She knew how much her son had been 
engaged by her reading and had seen his love of books carry on and his eagerness for school 
grow.  Each time she read to her primary students, she brought the characters into the room by 
assuming their voices and using different intonation for narration of thoughts, description, and 
dialogue.  As did her son, the kids in her classes eagerly looked forward to the moment she 
would open a book.  Then one day, Cara found herself briefly teaching a challenging grade six 
class with a number of students known for being disengaged.  Again, she opened a book, an 
older style book that sat at the front of the room, and she became the characters just as she had 
done with Logan and with her primary classes.  In moments, every student was engaged, literally 
sitting at the edge of their chairs.  They stared in wonder as their quiet teacher seemed to 
become a new person with each new character she encountered.   
  
Table 4.1 
Teachers’  Perceptions  of  Oral  Language  Instruction 
Oral Language Instruction % of I Agree responses % of I Disagree responses 

Most students are already proficient at 
speaking and listening. 

 
13 

 
86 

Students acquire speaking and 
listening skills through participation in 
daily classroom activities. 

 
88 

 
12 

Oral language skill development is 
easy to teach because there are many 
well-known instructional strategies. 

 
23 

 
77 

Instruction of oral language skills 
should be integrated with other 
curricular learning expectations. 

 
96 

 
4 

Oral language skills are best taught 
through direct instruction of speaking 
or listening exclusively. 

 
27 

 
73 

There is inadequate professional 
development offered about oral 
language. 

 
59 

 
41 
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Contrary to the suggestion that teachers may neglect oral language instructional practices 

because  they  make  assumptions  about  their  students’  inherent  proficiency  (Jones,  2007;;  

Tompkins et al., 2005; Yellin & Blake, 1994), 86% of participants indicated that they do not 

believe that their students are already proficient at speaking and listening.  However, 88% of 

participants  support  Jones’  observation  that  teachers  perceive  oral  language  skills  to  develop  

naturally through participation in the daily activities of the classroom, and 96% of the teachers 

indicate that they believe instruction of these skills should be integrated with other curricular 

learning.    This  supports  Crowhurst’s  (1994)  assertion  that  teachers  typically  blend  oral  language  

instruction with other curricular and classroom objectives.  Unfortunately 73% of participants 

disagree  with  Crowhurst’s  appeal  that  teachers  should  teach  speaking  and  listening  skills  through  

exclusive  direct  instruction  and  Jones’  recommendation  for  explicit  teaching.   

The lack of well-known instructional strategies is recognized by 77% of participants 

which indicates that Yellin and Blake (1994) may be correct that many teachers may not be well-

enough prepared or skilled to teach oral language effectively.  This is further supported by the 

fact that a 59% majority of participants do agree that professional development offerings for oral 

language are inadequate.  It is significant to note that a high number of the teachers do not agree 

with the inadequacy of oral language professional development.  Their opinions are further 

supported by comparison with their experiences of professional development oral language 

training, for 59% of participants indicated that they received less than adequate training in 

listening instruction and 64% of participants indicated that they received less than adequate 

training in speaking instruction.  Perceptions of professional development offerings and the 

teachers’  experiences  of  oral  language  professional development may also be attributed to their 

relative interest in oral language learning and the extent to which they perceive oral language 
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instruction to be of importance in their respective professional positions. 

I will often say to the whole group, everybody 

has really important thoughts in their heads and 

everybody has a story to tell.  Be aware.  Kids 

that are always talking need to know that just 

because  someone  is  really  quiet,  doesn’t  mean  

they  don’t have their own story to tell.  

Sometimes you have to just stop and be quiet 

long enough to hear their story, or build up 

enough trust with that person to hear their 

story.  Everybody has their own thoughts; 

everybody’s  thinking  thoughts,  even  though  

they are not sharing every thought.  They are 

having thoughts all the time.  I know these kids 

that are really, really quiet.  Sometimes I ride 

my bike by the house of a kid that never says 

anything in my classroom, and I can hear them 

screaming in the backyard with their brother. 

So I know that they have a voice, and that they 

tell stories.  They are not like that in all 

settings, but  in  the  classroom  it’s  about  trust  

and comfort.  How comfortable they are with 

me is big.  Also, how safe you make it feel for 

them in the classroom.  I did focused listening 

tasks, which were both curricular because it 

was often trying to cover the content along 

with listening.  So, in a class like Comparative 

Civilization where I used videos, I would give 

them specific tasks to listen for because I had 

been rather appalled when I realized how little 

When I considered how dramatically my 

experience in the play in grade seven changed 

me, and how that growth in my confidence 

enabled me to be successful in countless ways 

since, I felt compelled to emulate that 

experience for my students.  Upon reflection, I 

think most of my teaching strategies arose from 

analyzing  my  students’  needs  and  connecting  

their learning with my own experiences.  I have 

observed that students who struggle with other 

language skills often excel orally.  This year I 

taught a girl in grade one who could craft an 

engaging story more quickly and more 

effectively than I could.  I emphasized her oral 

skills and helped her to see how they connected 

with reading and writing, two things she found 

very challenging.  I have also recognized that 

competency and comfort are not the same, and 

students experience each in different ways.  It 

is my ambition to support students to 

experience success with both.  I believe that to 

develop comfort we have to cultivate a safe 

learning environment in which students can 

practice their skills.  To develop competency, I 

think we have to provide direct instruction of 

speaking and listening that is explicit, 

incremental and meaningfully connected to 

other learning.  Faye’s  observation that her 

students’  proficiency  and  inclination  were  
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some students got out of really good videos 

that had lots of key information in it, and yet it 

just seemed to go by them.  It was interesting 

because  I  don’t  think  too  much  about  speaking  

and listening in the classroom.  I mean, I know 

it is part of the learning outcomes and there is a 

whole ream of pages of learning outcomes 

about speaking and listening which I do look 

at.  But explicitly teaching it is not so much my 

focus.  Although when I started to think about 

it, I thought maybe I do at certain times.  

Anyways it is certainly something to think 

about.  Yes.  At our  school  we  don’t  have  ESL  

children,  and  we  don’t  have  ESD  children.    

The children at our school generally can speak, 

so  that  is  why  I  don’t  think  about  this  too  

much.  But I am always surprised at the 

vocabulary  they  don’t  know,  and  they  probably  

are not as accomplished as one thinks they are.  

I just thought that it was interesting how you 

are right, how oral language does play a part in 

our life.  And how, really up until you have 

asked these questions, I have just kind of taken 

it for granted.  Perhaps again looking back, 

maybe I am a good listener because I realize 

the link so closely with sign language and body 

language and listening skills.   I did ask my 

students to speak out in a public forum even 

though it makes me feel uncomfortable, but not 

in  any  avenue  that  they  weren’t  ready  for.  I 

didn’t do anything to make them ready for it.  I 

distinct from their ability to speak or listen 

cautions us from making assumptions based on 

what we see in our classrooms.  Furthermore, 

Faye reminds us of how important it is to hear 

each  other’s  stories.    This  simple  notion  was  

the foundation of my approach to this research 

project.  Mary’s  reflection on her observations 

demonstrates the importance of explicit 

instruction and how this can be effectively 

accomplished through integration with other 

curricular goals.  She observed that for 

listening to be helpful as a tool, students 

needed to be intentionally guided.  Pearl and 

Cara, both exceptional educators, bravely 

admitted  that  they  hadn’t given oral language 

instruction much consideration until I asked 

them to participate in my research.  I believe 

they represent the majority of teachers.  Pearl’s  

comments also hint at why oral language skills 

have not garnered much attention.  Apparent 

ease with speaking or listening may encourage 

us to focus on other important learning 

expectations.  However, ease and skill are not 

the same, and I believe that skill development 

can be beneficial for all learners.  Cara’s  

recognition of the importance of oral language 

was reassuring to me.  She may have been 

unconscious of giving her students oral 

language instruction, but reflection on her past 

experiences  and  consideration  of  her  students’  

needs and strengths encouraged her to support 
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just put the opportunity out there.  If they 

wanted to bite, they would.  In our class, it was 

during their sharing time.  I had a few students 

who were exceptionally talented in certain 

areas.  So, should they choose to, they could 

become the teacher for the segment of time 

they needed.  And some of them stepped up to 

the plate, and were amazing at it. Yes I have 

asked students to speak formally, but never 

required it because I always knew how I felt. 

 

their oral language development in powerful 

ways.  While many effective oral language 

instructional strategies have been discussed by 

the storytellers, I perceive a need to continue 

developing our repertoire.  I feel a growing 

sense of responsibility to encourage educators 

to become  aware  of  students’  oral  language  

needs and to find additional ways for us to 

collect and share instructional practices. 

Table 4.2 
Teachers’  Perceptions  of  Oral  Language  Assessment 
Oral Language Assessment % of I Agree responses % of I Disagree responses 

There is inadequate professional 
development offered about oral 
language. 

 
59 

 
41 

Exclusive assessment of speaking and 
listening skills is challenging. 

 
85 

 
15 

Formal assessment of oral language 
skills independent of other language 
skills is not practical. 

 
42 

 
58 

Assessment of oral language skills 
should be integrated with other 
curricular learning expectations. 

 
96 

 
4 

Additional tools to assist with the 
assessment of oral language skills 
would be helpful. 

 
96 

 
4 

 

Assessment of oral language skills garnered significantly less attention in the 

participants’  experiences  of  training  and  classroom  practice  and  in  the  academic  literature  

reviewed for this study.  As discussed with regards to instruction, professional preparedness for 

assessment may be attributed in part to insufficient availability of oral language focused 
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professional development.  The teachers in this study indicated that only 28% experienced 

adequate or extensive training in listening assessment and only 38% experienced adequate or 

extensive training in speaking assessment through Professional Development.  Notably, 

professional development was the level of education in which the highest percentage teachers 

experienced their assessment training.  

Of the challenges posed by oral language assessment discussed by Butler and Stevens 

(1997), 85% of participants agreed with the difficulty of assessing speaking or listening 

exclusively, only 42% agreed with impediments associated with practicality, and 96% of the 

teachers agreed that additional assessment tools would be helpful.  Contrary to the suggestions of 

Jones (2007) and Crowhurst (1994), 96% of participants felt that assessment of oral language 

skills should be integrated rather than exclusive of other curricular learning expectations.  These 

findings suggest that development of professional development training and tools to support oral 

language learning and assessment should focus on instruction and assessment practices that 

enable teachers to address oral language skills in conjunction with other curricular objectives. 

  
When I did my special education training, we 

did a lot of oral language assessment because 

you are working with children who maybe 

have one or two word sentences.  You are 

building up sentences.  I have done a lot of 

work with that with special needs children, but 

that is not subtle.  It is pretty obvious if you 

have got a child saying, me dog, or something.  

Then, you know where you have to go with it.  

Whereas with the children at our school, you 

don’t  know where to go necessarily because 

The most effective experiences that I had with 

oral language assessment were those that 

required students to reflect on what they saw of 

themselves, particularly using video footage of 

our social circle.  I believe that so much of our 

success with speaking and listening can be 

attributed to how we see ourselves and how we 

think others see us.  While I cringe along with 

the rest of the class at how I sound or move 

when I see myself on the screen, I learn far 

more from my own self-reflection than I do 
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they usually speak in complete sentences.  The 

kind of grammatical mistakes they make are 

things like bring and brang.  Sometimes I find 

it  surprising  what  they  don’t  know,  or  what  

some  children  don’t  know.    Often  it’s  poverty  I  

find that defines it, that the more poor children 

are the ones who have a fairly poor vocabulary.  

And they can be very bright.    

from being told something by others.  Pearl 

observes the challenge of the subtlety of oral 

language assessment outside of special 

education.  It requires our careful attention.  

Particularly when we see circumstances like 

poverty inhibiting our students from shining as 

they have the potential to do, we owe it to them 

to overcome the challenges of oral language 

assessment and find ways to use it to support 

their oral language learning development. 

Table 4.3 
Teachers Perceptions of Oral Language Engagement 
Oral Language Engagement  % of I Agree responses % of I Disagree responses 

Speaking and listening learning 
expectations are not as high of a 
priority as reading and writing 
learning expectations. 

 
60 

 
40 

Oral language learning is embedded in 
other curricular learning. 

 
84 

 
16 

There is not enough time to complete 
all of the curricular expectations in the 
BC IRPs. 

 
87 

 
13 

The expectations of oral language 
curriculum are clearly attainable for 
all students. 

 
30 

 
70 

There is inadequate professional 
development offered about oral 
language. 

 
59 

 
41 

It would be useful to know how oral 
language learning expectations 
overlap with the expectations of other 
curricular subjects. 

 
98 

 
2 

Developing oral language skills would 
benefit students in other curricular 
areas. 

 
100 

 
0 
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It  has  been  suggested  that  educators’  focus  on  the  instruction,  assessment  and  

engagement  of  students’  oral  listening  skills development is significantly less than their focus on 

the language skills of reading and writing (Saunders et al., 2006; Tompkins et al., 2005; Yellin & 

Blake, 1994).  This would seem to indicate that teachers perceive speaking and listening skills to 

be a lower priority than reading and writing which was corroborated by 60% of the participants 

in this study.  Bainbridge et al. (2009) suggest that teachers may be confused by the current focus 

on literacy instruction and the fact that many definitions of literacy fail to include speaking and 

listening.  The high percent of participants who do not consider speaking and listening to be a 

lesser priority than reading and writing likely view these skills as an integral part of literacy 

development.  The fact that 84% of participants perceive the learning of oral language skills to 

be embedded in other learning activities may in part be due to the reality perceived by 87% of 

participants that there is inadequate time in the school year to cover all of the prescribed learning 

outcomes of the curriculum in the BC IRPs.  

Bainbridge  et  al.  (2009)  note  that  overwhelming  curricular  demands  affect  teachers’  

perceptions of the importance of oral language relative to other curriculum.  Numerous studies 

support the recognition that an overload of evolving curricular and other professional demands 

have  led  to  the  intensification  of  teachers’  work  (Ballet & Kelchtermans, 2008; Ballet & 

Kelchtermans, 2009; Ballet, Kelchtermans, & Loughran 2006; Hargreaves, 1994; Williamson & 

Myhill, 2008).  As discussed in the literature review, a recent study by Naylor and White (2010) 

indicated that teachers in British Columbia are indeed experiencing intensification of their work.  

While a direct link between intensification and oral language teaching practices has not been 

established  by  this  study,  the  teachers’  perceptions of curricular expectations may be a 

contributing factor in the degree to which they engage students in oral language learning.  
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Furthermore, only 30% of participants believed that oral language curricular expectations were 

attainable for all students.  This contradicts the suggestion that inadequate oral language learning 

can be attributed to the belief that ability to speak and listen indicates mastery of oral language 

skills (Tompkins et al. 2005; Yellin & Blake, 1994).  Clearly, if 70% of teachers in this study 

believe that oral language curriculum is not attainable by all students, they do not assume 

students’  have  already  mastered  these  skills.    However,  teachers’  decisions regarding the 

implementation of curriculum have been found to be influenced by intensification and their 

perceptions of differing curricular values (Ballet & Kelchtermans, 2008).  Therefore, perceived 

inability for students to attain oral language expectations may influence teachers to omit those 

expectations in favour of other curricular expectations which they believe their students may be 

better able attain.  Alternately, teachers may respond to curriculum pressure by prioritizing the 

curricular expectations that they perceive to have greater value to their students’ overall success 

as  learners.    While  the  underlying  rationale  for  teachers’  specific  choices  likely  differ  a  great  deal  

and are difficult to ascertain, this research supports the notion that teachers’ curricular decisions 

are derived from their perceptions which have been influenced by both personal and professional 

experiences and educational values.   

The statistics previously discussed in Figure 4.16 with regard to oral language 

engagement indicates that participants certainly favour some oral language activities over others.  

This may further support recent research which has questioned the extent of student engagement 

by oral language teaching practices (Burns & Myhill, 2004; Myhill, 2006; Myhill & Brackley, 

2004; Saunders et al., 2006).  The results of the survey indicated that quantity of engagement in 

whole class discussion, small group conversations, partner talk, and informal sharing was far 

greater than that of quantity of time spent on presentations, dramatization, self-assessment, direct 
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instruction and formal assessment.  These statistics indicate that participants are engaging 

students in the types of collaborative class, group and pair interactions recommended by 

Crowhurst (1994).  However, the disparity in the quantities of engagement also supports Hunter 

et  al.’s  (2005)  conclusion  that  there  continues  to  be  a  need  for  an  increase  in  teachers’  deliberate  

and meaningful instruction and assessment of oral language learning to engage students in 

speaking and listening skills development.   

Hunter  et  al.’s  (2005)  conclusion  supports  the  need  for  additional  professional 

development to address these aspects of oral language engagement and may further explain why 

59% of participants felt that oral language professional development offerings were presently 

inadequate.  However, more than 60% of teachers indicated that they were somewhat or very 

confident  of  their  ability  to  instruct,  assess  and  engage  students’  oral  language  learning.  This 

self-efficacy may further explain the 41% of participants who felt that current professional 

development offerings were adequate.  In spite of perceived adequacy of oral language 

professional development, an overwhelming 98% of teachers indicated an interest in learning 

how oral language learning expectations overlap with those of other curricular subjects.  This 

interest is further supported by the research which suggests that oral language is foundational to 

all learning and that competency in language  skills  directly  affects  students’  ability  to  succeed  

with other areas of curriculum (Huang & Millunix, 2002; Snyder & Downey, 1997).  A full 

100% of the teachers surveyed agreed that developing oral language skills would benefit 

students’  learning  in other areas of the curriculum.  While it is not evident to what extent this 

influences  teachers’  practices,  the results of this study confirm that participants’ perceptions 

affirm the academic research which asserts the importance of speaking and listening skills to all 
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other learning.  Furthermore, oral language skills are integral  to  students’  success  as  engaged 

learners in school and beyond (Butler & Stevens, 1997; Hunter et al., 2005; Jones, 2007).  

I think teachers own feelings about both 

listening and speaking are hugely affected by 

our own past experiences.  And I think we are 

pretty good at tailoring activities that we would 

have found preferable or giving options.  I 

know for me that meant avoiding a lot of really 

formal  presentations.    I  wasn’t  ever one of the 

teachers who was wildly keen on speaking 

contests.  In my district there was an attempt to 

have cross school presentation contests, and I 

think  I  just  didn’t  want  to  take  the  amount  of  

time with classes and worried about the 

amount of anxiety that might have produced in 

kids to make that an entire unit, for better or 

worse.  I remember this one student who is so, 

so quiet, a First Nations little girl.  There are 

lots of struggles at home, financial and 

emotional.  She was always connecting with 

me in a non-verbal way.  One day, she had this 

huge, huge story to tell me.  There was all this 

stuff going on, and it was the worst time for 

her to decide to give me a great big long 

monologue.  But it was the first time ever, so I 

just stopped and listened to this long story.  

She even sang a little bit of song.  I responded 

to  her  and  said  “Thank  you  for  sharing  that  

with  me.”    I  was  so  touched  that  she  did  that.    I  

said  to  my  student  teacher,  “I  am  sorry  that  I  

Because most of my experience as a classroom 

teacher was preceded by experience working 

with students who had learning challenges, I 

was acutely aware of the need to support 

students’  oral  skills  to  enable  them  to  build  a  

bridge where their reading and writing skills 

held them back. Therefore, I endeavoured to 

provide a variety of opportunities for students 

to develop their awareness and self-efficacy of 

speaking and listening skills.  After the 

overwhelming success of the first play, I 

engaged students in grades five, six and seven 

in a number of other play writing and 

performing experiences.  This was particularly 

moving when I was working with three classes 

in which less than a third of the students were 

able to read or write at grade level.  The 

growth of their awareness of listening and 

speaking and its benefit to them beyond the 

experience of performing was clearly evident.    

I have come to believe that students need to 

engage in oral language frequently, with direct 

instruction of strategies, explanation of intent, 

and purpose for engagement.  As Mary 

observes, oral language anxiety must be 

avoided.  When she reflected on her own 

experiences, Mary felt inclined to create 

opportunities for students to engage with oral 
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couldn’t  help  you,  but  I  had  to  listen  to that, at 

that  moment,  at  that  time”.    From  then  on,  she  

would put her hand up and say more.  It was 

about the trust, the relationship.  But I still 

struggle with that.  I always have those really 

quiet ones, and how to draw that out and how 

to get them to feel comfortable enough to 

speak.  I have been getting into storytelling, 

some of the background theory behind 

storytelling.  I just think it is something we are 

losing.    It  is  something  we  don’t  do.    They  may  

see movies, Disney movies of fairy tales, and 

the great myth movies, and the books, but they 

are not being told them.  I think that is a piece 

that is missing, and I think that is so valuable.  

Children love it.  They are mesmerized by it, 

and there is such a difference between telling a 

story and reading a story.  I think it is a very 

important difference, and it is something we 

have dropped the ball on.  I think storytelling is 

something very important to do with children.  

I think children are less able to listen, now then 

they were.  I find there is a difference too 

between listening to oral stories like if I tell a 

legend or a Wendell story and listening to 

stories read from books.  They will all listen to 

oral stories, but if I am reading a story from a 

book, between 10 and 30 % of the students 

would be polite, sit there, but you could tell 

that they were not really into the book.  I had 

concocted this theory that children were not as 

language in ways that enabled them to be 

successful.  I believe that for teachers to feel 

comfortable engaging students in oral language 

skills development, they too need to overcome 

personal anxiety and seek additional training to 

support them in speaking and listening 

instruction and assessment.  Faye’s  awareness 

of the importance of allowing and encouraging 

her  student’s  speaking  confidence  enabled  her  

to build further trust with her student.  She 

expressed how essential relationship building 

was to the formation of this trust and 

confidence.  Her comments echo those of my 

MEd program which reminded us often of the 

need to listen and to nurture trusting 

relationships with our colleagues.  I believe 

that for teachers to feel inclined to devote 

precious time and energy into enhancing their 

oral language knowledge and oral language 

education in their classrooms, they first need to 

trust its benefit to their students and recognize 

the importance of the relationship between 

listening  and  speaking  skills  and  students’  

success.  Pearl’s  perceived deficiency of 

storytelling experiences and corresponding 

observation of a decline in listening skills, 

supports my suggestion that students need us to 

engage them in a variety of oral experiences.  I 

think that oral language skills development can 

help us address the significant achievement gap 

that only seems to grow as students move 
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good listeners because there is so much visual 

stuff all the time with them.  The screens, they 

spend so much time on screens.  It seems to me 

that  children  don’t  listen  as  well,  that  when  you  

are teaching something children are less able to 

listen.  They have less capacity to listen for 

longer  than  two  minutes.    I  don’t  know  if  it  is  

true or why it is.  You would have to do some 

long term study, but it seems children 20 years 

ago could listen for longer and more 

successfully. 

through school.  Many of the students for 

whom reading and writing are challenging will 

rely on their speaking and listening skills 

throughout their lives.  If we can enhance these 

skills and show students how oral language can 

help them grow their other language skills, all 

other aspects of their learning will also benefit.  

It is my sincere hope that oral language will 

increasingly become the focus of professional 

development and that educators in British 

Columbia will seek out opportunities to grow 

their oral language practices.  

 

As the story of this research draws to a close, it is my hope that it will be looked upon as 

a single chapter of the larger story of oral language education.  It is important to recognize how 

the stories and the survey responses revealed both commonalities and differences.  Evidently, 

educators’  experiences  and  perceptions  of  oral  language  vary  a  great  deal.  As a consequence, the 

quality  and  quantity  of  learners’  oral  language  education  varies  also.  When asked to participate 

in this research, all of the storytellers had an opportunity to ponder speaking and listening in their 

personal and professional lives.  Through a process of reflection, they shared powerful stories of 

oral language experiences.  I believe the stories they shared in the interviews revealed how 

strongly our practices are the result of and a part of our stories as educators.  Furthermore, 

change and growth in educational practice seems most likely to occur when our attention is 

drawn to an issue of significance to us and our students.  Through this research, I encourage all 

educators to give oral language education in their classrooms new consideration.   
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Chapter 5: Conclusions and Considerations 

Summation: Review of the Research  

In an effort to understand how teachers' experiences and perceptions are related to their 

oral language teaching practices, this study elicited information from educators in British 

Columbia through a survey tool and stories gathered by interviews.  Examination of the research 

results both reinforced and contradicted a number of suggestions previously put forward in 

academic literature about oral language education.  To my knowledge, this is the first empirical 

study of this nature which sought to identify relationships between teachers’ personal and 

professional perceptions of oral language experiences and practice.  A mixed-methods research 

approach was employed to develop a foundation of both quantitative and qualitative evidence to 

support the need to draw educators' attention to the importance of direct instruction, formal 

assessment and integrated engagement of speaking and listening in their classrooms.  I feel 

confident that the research revealed a shared history characterized by trends of inadequate 

training, minimal assessment, insufficient understanding of instructional strategies and 

differentiated levels of engagement in oral language activities.  Nonetheless, the educators who 

participated in this research also shared stories of personal transformation, ongoing professional 

growth and a passion for practices that support successful oral language learning experiences for 

their students.  Overall, teachers' interest in oral language appeared to be driven by a belief that 

speaking and listening skills development will support all learner progress.  

In conclusion, I believe that to encourage further interest and investment in effective oral 

language education, we need teachers and researchers to explore together how to give explicit 

instruction of speaking and listening skills and to expand the repertoire of engagement strategies 

which connect these skills with other curricular expectations.  Furthermore, if our aim is to 
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increase our understanding of educational practices for oral language development, the 

utilization of formative assessment strategies can guide educators and students through a shared 

learning process with the potential to relieve some of the fears that speaking and listening 

evaluation have traditionally imposed.  By cooperatively assessing students’ speaking and 

listening skills as they develop, we can explore with our students how the assessment of their 

oral language progress helps us further their growth by informing future teaching practices, 

rather than characterizing them as speakers or listeners who possess a particular skill level.  

Additionally, it important that educators work together to enhance these skills in ourselves for 

our students.   

The purpose of this study was to enable us to hear the voices of educators in British 

Columbia give consideration to oral language education.   I believe these voices provided 

evidence that teachers' practices and perceptions arise from reflection of their own experiences 

and are strongly influenced by the knowledge and experiences shared by their colleagues.  With 

growing awareness of the importance of speaking and listening skills development, I encourage 

teachers to continue speaking to one another, and truly listening to each  other’s stories.  

Together, we can write the next chapter of the oral language education story in British Columbia 

as we explore new ways to enhance oral language learning for our students. 

Limitations: Unresolved Considerations in the Research  

 Perhaps the greatest limitation of this study is the ever evolving nature of education and 

the unique conditions which influence the experience of oral language education for teachers and 

students alike.  In recognition of the perpetual state of change in training and practice, I 

acknowledge that the findings of this research represent but a glimpse of the larger picture of oral 

language education in British Columbia.  In particular, the lack of representation of teachers with 
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less than one year of teaching experience prevented this study from giving consideration to the 

current  practices  of  teachers’  training  programs.    From  a  single  day  spent  with  student  teachers at 

Vancouver Island University, I have observed that oral language instruction, assessment and 

engagement are now receiving the attention that was not apparent for teachers who were trained 

in the past.  However, the extent to which this is occurring in teachers’  training  programs  across  

the province has yet to be understood.   

 It is also important to acknowledge that the design of this study limited the degree to 

which conclusions can be drawn about the quality of oral language educational practices in 

British  Columbia.    Other  than  the  storytellers,  teachers’  responses  were  limited  to  reflecting  upon  

the oral language activities that were named on the survey tool.  I suspect that teachers engage in 

a number of other activities which were not included.  Similarly, apart  from  students’  self-

assessment  and  teachers’  formal  assessment,  other  types  of  oral  language  assessment were not 

explored by the survey tool and the storytellers spent relatively little time discussing their 

assessment practices.  Therefore, I recognize that my assertion about minimal assessment 

requires further evidence to be fully substantiated.  It was also apparent by the difference 

between the discussion of the storytellers and the data provided by the surveys that there remains 

a lot to be learned about oral language practices.  I believe the limited results of this research 

support the need for further inquiry into the quality of oral language education.  

 An additional factor which may be considered a limitation of this study is the bias that I 

bring to the interpretation of the survey results and interview stories.  Throughout the discussion 

of the research findings, I tried to remain clear of the lens through which I viewed the results.  

However, I acknowledge that another reader or researcher may well view the evidence gathered 

by this study in new ways.  I encourage readers to do so and to share their thoughts with me.  To 



Oral Language Education   112 
 

further clarify my position, in Appendix G, I have included my own responses to the survey tool 

which were not included in the analysis.  It was my intention to look closely at the statistics and 

to listen carefully to the stories in order to reveal themes and trends about oral language 

education.  It was never my intention to suggest that the results of this study could determine 

conclusively the nature of oral language education across British Columbia.  By drawing my 

sample from two geographically distinct school districts and utilizing two contrasting methods 

for gathering and analyzing the research, I believe that this study has sufficient validity and 

generalizability to contribute meaningfully to our knowledge of oral language education.  In spite 

of its limitations, examining the personal and professional experiences of educators has enabled 

this study to grow our understanding  of  the  relationships  between  teachers’  perceptions  of  oral  

language and oral language teaching practices in British Columbia.  

Recommendations: Inspired by the Research 

 At the outset of this study, I was compelled by the recognition that oral language is 

foundational to the success of all learners (Dahl, 1981; Huang & Millunix, 2002; Snyder & 

Downey, 1997), yet typically garners little attention (Saunders, Foorman, & Carlson, 2006; 

Tompkins, Bright, Pollard, & Winsor, 2005; Yellin & Blake, 1994).  This led me to seek to 

understand if oral language education was in fact being neglected in our education system.  With 

the conclusion of this research, I consider oral language education awareness to be growing.  

While I think that perhaps it has been neglected as a focus for direct instruction and formal 

assessment, I believe that this arose largely from a lack of training in effective methods to 

support  learners’  oral  language  development.    Furthermore,  teachers  in  British  Columbia  appear  

to be engaging learners with a variety of oral language activities that in and of themselves 

support  their  students’  growth  of  listening  and  speaking  skills.    Because this study did not 
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adequately enable me to characterize the quality of oral language teaching practices, I 

recommend further research examine current practices for engagement, instruction and 

assessment of oral language. 

 In addition, I suggest that research of oral language practices look beyond simply what is 

being practiced and give consideration  to  the  degree  to  which  those  practices  support  learners’  

oral language growth.  A number of studies have already called into question the disparity 

between  teachers’  intentions  and  how  oral  language  education  is  experienced  by  students  (Burns 

& Myhill, 2004; Hewitt & Inghilleri, 1993; Myhill, 2006; Myhill & Brackley, 2004).  I believe 

further evidence to support the efficacy of best practices for effective listening and speaking skill 

development is required to further encourage teachers to devote new energy and thought to their 

current  approach  to  oral  language  education.    While  it  is  my  belief  that  students’  require  direct  

instruction of speaking and listening skills exclusive of other learning endeavours, it appears that 

educators are not necessarily inclined to agree with me.  Therefore, I also suggest that additional 

research is required to support or refute the necessity of exclusive instructional practices.  

Because methods of assessment, particularly of listening skills, have been recognized for being 

complex and challenging, I hope that teachers and researchers will utilize the spiral of inquiry to 

investigate the connections between  students’  oral  language  growth  and  engagement  with  

effective instructional strategies and formative assessment.  I encourage educators to work 

together to explore and develop proficiency with oral language assessment strategies because I 

believe that sharing our frustrations, solutions and realizations holds the greatest potential to 

promote positive change in oral language education in British Columbia.  

 To  grow  interest  in  oral  language  education,  I  recommend  that  teachers’  inclination for 

effective integration of oral language engagement to support other curricular learning be another 
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focal point in future research.  Overwhelming curricular expectations is a challenge facing 

educators that been identified by research studies and teachers in British Columbia.  While the 

impact of this reality on oral language education has not been clearly defined, methods for 

reducing this stress and refocusing learning on what matters most are undoubtedly required.  

Practices that promote speaking and listening skills have the potential to help teachers explore 

other curricular learning in new ways.  Furthermore, I believe that the growth of these skills can 

be utilized to further support other language challenges faced by our students.  I encourage 

teachers and researchers to study strategies in which students reading and writing skills can be 

improved by exploring their connection with listening and speaking skills.  In the same way that 

listening to the storytellers informed me and this research, professional development that is 

designed to be reflective and exploratory may offer a powerful tool for learning more about oral 

language education.  When reflections and explorations are shared, the knowledge and strategies 

that result can support educators and learners alike.  Deliberate study of oral language education, 

particularly in conjunction with other aspects of learning, has the potential to inspire educators to 

reframe oral language learning in their present practice.  

Reflection: Moving Forward from the Research 

I believe that through this research, I have shown how oral language education is integral 

to the connection between people and ideas.  Speaking and listening skills are an essential part of 

the process through which we grow and share our awareness, our understanding and our values 

of the world beyond ourselves.  This study of oral language practices and perceptions has 

inspired me to continue the growth of my own oral language skills, to seek new experiences both 

professionally and personally, to encourage my colleagues and my students to voice their stories, 

and to really listen for the relationships that connect understandings for teachers and learners 
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alike.  I am deeply appreciative of this opportunity to research oral language education by 

voicing  teachers’  experiences  and  considering  perceptions  and  practices.    It  has  changed  my  life,  

and I hope in some small way it may also change the story of oral language education for 

teachers in British Columbia. 
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Appendix A –  
 
Survey Tool: Considering Oral Language Perceptions and Practices 
The purpose of this survey is to collect information about oral language education by learning about the 
experiences of teachers. Please note that your participation in this survey is anonymous and appreciated. 
You may choose to withdraw at any time, or you may choose not to answer any question.  By 
submitting your responses, you will indicate your free and informed consent for the data to be used by the 
researcher as partial fulfillment of a Master of Education in Educational Leadership. 

DEMOGRAPHIC INFORMATION 
Please take a moment to provide details relevant to your present professional experience. 

Please indicate your gender: 
 Female 

 Male 

How many years of teaching experience do you have? 
 < 1 

 1 - 4 

 5 - 9 

 10 - 19 

 20 + 

In which school district(s) are you currently employed? 
 SD48 (Sea to Sky) 

 SD68 (Nanaimo-Ladysmith) 

At which educational level(s) are you currently teaching? 
 Primary (K-3) 

 Intermediate (4-7) 

 Secondary (8-12) 
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In your current assignment are you responsible for teaching English 
Language Arts curriculum (as described in the BC Integrated Resource 
Packages for ELA: K-12)? 

 Yes 

 No 

  

ORAL LANGUAGE EDUCATION 
Please take a moment to recall your personal and professional experiences of oral language learning. 

Please indicate to what extent you received explicit training to develop your 
listening skills in each of the following: 
 None Minimal Adequate Extensive 

Elementary School     

Secondary School     

University     

Teachers' Training     

Professional Development        

Please indicate to what extent you received explicit training to develop your 
speaking skills in each of the following: 
 None Minimal Adequate Extensive 

Elementary School     

Secondary School     

University     

Teachers' Training     

Professional Development      
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Please indicate to what extent you received explicit training about how to 
teach listening skills in each of the following: 
 None Minimal Adequate Extensive 

University     

Teachers' Training     

Professional Development     

Please indicate to what extent you received explicit training about how to 
teach speaking skills in each of the following: 
 None Minimal Adequate Extensive 

University     

Teachers' Training     

Professional Development     

Please indicate to what extent you received explicit training about how to 
assess listening skills in each of the following: 
 None Minimal Adequate Extensive 

University     

Teachers' Training     

Professional Development     

Please indicate to what extent you received explicit training about how to 
assess speaking skills in each of the following: 
 None Minimal Adequate Extensive 

University     

Teachers' Training     

Professional Development     
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ORAL LANGUAGE PRACTICES 
Please take a moment to consider how oral language learning takes place in your classroom. 

In a typical school week, how frequently do your students engage in the 
following oral language activities? 
 Never Seldom Sometimes Often 

Whole class discussions     

Small group conversations     

Dramatization     

Formal individual presentations     

Formal group presentations     

Self-assessment of speaking skills     

Self-assessment of listening skills     

Partner talk     

Informal sharing with the class     

In a typical school week, how frequently do you engage in the following oral 
language activities? 
Integrated refers to when oral language expectations are embedded in other curricular learning 
activities. 

 Never Seldom Sometimes Often 

Direct instruction of listening skills     

Direct instruction of speaking skills     

Integrated instruction of oral language skills     

Formal assessment of listening skills (exclusively)     

Formal assessment of speaking skills (exclusively)     

Integrated assessment of oral language skills     
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In a typical school week, how much time is spent in your classroom on the 
following oral language activities? 
Integrated refers to when oral language expectations are embedded in other curricular learning 
activities. 

 0 
minutes 

1 - 60 
minutes 

61 - 180 
minutes 

180+ 
minutes 

Whole class discussions     

Small group conversations     

Dramatization     

Formal presentations     

Self-assessment of oral language skills     

Partner talk     

Informal sharing with the class     

Direct instruction of listening skills     

Direct instruction of speaking skills     

Integrated instruction of oral language 
skills 

    

Formal assessment of listening skills 
(exclusively) 

    

Formal assessment of speaking skills 
(exclusively) 

    

Integrated assessment of oral language 
skills 
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ORAL LANGUAGE PERCEPTIONS 
Please take a moment to share your beliefs about oral language. 

To what extent do you perceive yourself as skilled at the following oral 
language activities? 
 Not Slightly Somewhat Very 

Public speaking     

Teaching in a lecture format     

Speaking in small groups     

Listening in small groups     

Listening to a speaker lecture     

Understanding information that you receive orally     

Retaining information that you receive orally     

Articulating your thoughts     

Facilitating discussion     

Providing direct instruction of oral language skills     

Engaging students in oral language skills development     

Formally assessing students' oral language skills     
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Considering your experiences as a teacher, please indicate if you agree or 
disagree with the following statements. 
These statements were developed through consideration of academic literature regarding oral language 
and the experiences of teachers. 

 I 
agree. 

I 
disagree. 

Oral language skill development is easy to teach because there are many well-
known instructional strategies. 

  

Exclusive assessment of speaking and listening skills is challenging.   

The expectations of oral language curriculum are clearly attainable for all 
students. 

  

Oral language learning is embedded in other curricular learning.   

There is inadequate professional development offered about oral language.   

Additional tools to assist with the assessment of oral language skills would be 
helpful. 

  

There is not enough time to complete all of the curricular expectations in the 
BC IRPs. 

  

Speaking and listening learning expectations are not as high of a priority as 
reading and writing learning expectations. 

  

Students acquire speaking and listening skills through participation in daily 
classroom activities. 

  

Most students are already proficient at speaking and listening.   

It would be useful to know how oral language learning expectations overlap 
with the expectations of other curricular subjects. 

  

Developing oral language skills would benefit students in other curricular 
areas. 

  

Instruction and assessment of oral language skills should be integrated with 
other curricular learning expectations. 

  

Oral language skills are best taught through direct instruction of speaking or 
listening exclusively. 

  

Formal assessment of oral language skills independent of other language skills 
is not practical. 
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Request for Oral Language Teaching Tools  
 
The following message appeared for all participants when the survey has been submitted. 
 
Thank you for participating in this survey! 
 
If you would like to receive oral language teaching tools collected by the researcher, please 
copy this message and paste it into an email. The researcher will respond to all requests for 
teaching tools upon completion of the survey research.  Your patience is appreciated.   
 
Send the email to the researcher at the following address:  
 
adoak@stumail.viu.ca 
 
Please be aware that your email may reveal your identity, but your request cannot be connected 
to your survey responses.  Your survey responses will remain anonymous. 
 
  

mailto:adoak@stumail.viu.ca


Oral Language Education   128 
 

Appendix B –  
Interview Protocol: Voicing  Teachers’  Experiences  of Oral Language 
  

Thank you for taking the time to share your oral language stories with me today.  Before you begin, I will 
read you the questions. I will also share a story of my own which I will play on the digital recorder. 
Later, I will read you each question one by one and give you time to respond.  You may choose to tell one 
story that is connected to more than one of the questions, as I have done, or you may wish to tell a story 
for each question. You may also choose not to answer any question for any reason. First, may I ask you 
two demographic details that will be used for cataloguing your stories anonymously? What is your school 
district and how many years have you been teaching?   SD39  SD48  SD68  –   M F   –   ___ years 
  

May I also ask you to rate the overall self-efficacy you feel about your speaking and listening skills? 
Speaking Skills    not confident      slightly confident     somewhat confident     very confident 
Listening Skills  not confident      slightly confident     somewhat confident     very confident 
   

Interview Questions: 
   

Teacher Experiences Teacher Practices  Teacher Perceptions 
   

Consider how you experienced 
the growth of your oral language 
skills. If you are able, will you 
please share the story of an 
experience in your life that was 
pivotal to your personal 
development as a speaker or as a 
listener or as both? 
 

   

Please think of how oral 
language learning occurs in 
your classroom. Can you tell a 
story that describes how you 
have practiced effective oral 
language instruction, 
assessment and/or 
engagement? 

   

Both speaking and listening pose 
unique challenges for learners 
and teachers.  Is there a story 
from your life that captures how 
you experienced an oral language 
challenge either personally or 
professionally?  

   
Variables Mentioned During Story # 1 _____________________________________________________ 
   

  Teacher Experiences  Teacher Practices   Teacher Perceptions 
   

Brief Story Description:     

    

 Demographic information 
  gender  
  years of teaching    
  experience 
  location (school district) 
  job specifications 

 
 Personal Education  
     speaking skills  
     listening skills  
 
 Professional Education 
     oral language teaching  
     oral language   
          assessment 

    

 Engagement 
     quality  
       (diversity) 
     quantity  
       (frequency and duration) 
 
 Instruction 
     quality  
       (diversity) 
     quantity  
       (frequency and duration) 
  
 Assessment 
     quality  
       (diversity) 
     quantity  
       (frequency and duration) 

    

 Personal Self-Efficacy 
   speaking skills 
   listening skills 
   oral language  
      facilitation 

 
 Professional Self-Efficacy 

   OL engagement 
   OL instruction 
   OL assessment 

 
 Attitudes to Oral Language 

   knowledge 
   assumptions 
   curriculum  
   priorities 
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Variables Mentioned During Story # 2 _____________________________________________________ 
   

  Teacher Experiences  Teacher Practices   Teacher Perceptions 
   

Brief Story Description:     

    

 Demographic information 
  gender  
  years of teaching    
  experience 
  location (school district) 
  job specifications 

 
 Personal Education  
     speaking skills  
     listening skills  
 
 Professional Education 
     oral language teaching  
     oral language   
          assessment 

    

 Engagement 
     quality  
       (diversity) 
     quantity  
       (frequency and duration) 
 
 Instruction 
     quality  
       (diversity) 
     quantity  
       (frequency and duration) 
  
 Assessment 
     quality  
       (diversity) 
     quantity  
       (frequency and duration) 

    

 Personal Self-Efficacy 
   speaking skills 
   listening skills 
   oral language  
      facilitation 

 
 Professional Self-Efficacy 

   OL engagement 
   OL instruction 
   OL assessment 

 
 Attitudes to Oral Language 

   knowledge 
   assumptions 
   curriculum  
   priorities 

 
 
Variables Mentioned During Story # 3 _____________________________________________________ 
   

  Teacher Experiences  Teacher Practices   Teacher Perceptions 
   

Brief Story Description:     

    

 Demographic information 
  gender  
  years of teaching    
  experience 
  location (school district) 
  job specifications 

 
 Personal Education  
     speaking skills  
     listening skills  
 
 Professional Education 
     oral language teaching  
     oral language   
          assessment 

    

 Engagement 
     quality  
       (diversity) 
     quantity  
       (frequency and duration) 
 
 Instruction 
     quality  
       (diversity) 
     quantity  
       (frequency and duration) 
  
 Assessment 
     quality  
       (diversity) 
     quantity  
       (frequency and duration) 

    

 Personal Self-Efficacy 
   speaking skills 
   listening skills 
   oral language  
      facilitation 

 
 Professional Self-Efficacy 

   OL engagement 
   OL instruction 
   OL assessment 

 
 Attitudes to Oral Language 

   knowledge 
   assumptions 
   curriculum  
   priorities 
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Appendix C –  Supporting Documentation 

Introductory Request for Approval from Principals and Vice Principals 

Dear Principals and Vice Principals of School District 48, 
 
I am currently a Master of Education student at Vancouver Island University and a former 
student of School District 48.  As a student, I attended Myrtle Philip Elementary, Pemberton 
Secondary, and Whistler Secondary.  I have also had the privilege of remaining connected to the 
schools in the district through my mother Gail Rybar, a recent retiree, and my sister Katherine 
Rybar, a new TOC. 
 
I am writing now to seek your support.  My research project has received ethical approval from 
my university and from the school district.  Now, I am asking for your approval to invite your 
teaching staff to participate in my research. Due to the current job action, I would like to ask for 
your permission to pursue the assistance of your Local Staff Representatives in forwarding the 
following research invitation and consent letter.  It is my goal to give all teachers in School 
District 48 an opportunity to have a voice in my research and to receive the professional 
development teaching tools that I will provide as appreciation for their participation.  
 
In addition, I would like to invite your participation in my survey as leaders and teachers.  Please 
take a moment to consider the attached information.  I understand that you have a great many 
requests made of your time, and I very much appreciate your consideration of my request.  
Thank you. 
 
Sincerely, 
Andrea Doak (formerly Andrea Rybar) 
 
 
Dear Principals and Vice Principals of School District 68, 
 
I am currently a teacher in School District 68 and a Master of Education student at Vancouver 
Island University.  Since joining the school district in 2006, I have worked at Learn@Home 8-
12, Bayview Elementary, South Wellington Elementary, and I am now teaching at Gabriola 
Elementary.  I have also had the privilege of being a TOC in a number of other schools. 
 
I am writing now to seek your support.  My research project has received ethical approval from 
my university and approval in principle from Superintendent Mr. Dave Hutchinson.  Now, I am 
asking for your approval to invite your teaching staff to participate in my research. Due to the 
current job action, I would like to ask for your permission to pursue the assistance of your Local 
Staff Representatives in forwarding the following research invitation and consent letter.  It is my 
goal to give all teachers in School District 68 an opportunity to have a voice in my research and 
to receive the professional development teaching tools that I will provide upon request.  
 
In addition, I would like to invite your participation in my survey as leaders and teachers.  Please 
take a moment to consider the attached information.  I understand that you have a great many 
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requests made of your time, and I very much appreciate your consideration of my request.  
Thank you. 
 
Sincerely, 
Andrea Doak (formerly Andrea Rybar) 
 
Introductory Request for Teacher Participation 
 
Dear Staff Representatives of Local 48, 
 
I am currently a Master of Education student at Vancouver Island University and a former 
student of School District 48.  As a student, I attended Myrtle Philip Elementary, Pemberton 
Secondary, and Whistler Secondary.  I have also had the privilege of remaining connected to the 
schools in the district through my mother Gail Rybar, a recent retiree, and my sister Katherine 
Rybar, a new TOC. 
 
As part of my research, I am asking for your assistance.  My research has received ethical 
approval from my university, and my request for teacher participation has also been approved by 
the school district and by your principal and/or vice principal.  Now, I am asking that you assist 
me by forwarding this email to the teachers at your school to invite their participation in my 
research survey.  You will find below a consent letter that outlines the details of my research and 
provides a link directly to the survey.  Participation is voluntary, anonymous and will enable 
teachers the opportunity to receive oral language teaching tools as a small token of my 
appreciation for their time and effort. 
 
It is my goal to give all teachers in School District 68 an opportunity to have a voice in my 
research by completing a survey about oral language.  If you are unable or unwilling to forward 
this message, I understand.  However, I ask that you please inform me if this message has not 
been forwarded to the teachers at your school.  Your assistance is greatly appreciated! 
 
Sincerely, 
Andrea Doak (formerly Andrea Rybar) 
 
 
Dear Staff Representatives of Local 68, 
 
I am currently a teacher in School District 68 and a Master of Education student at Vancouver 
Island University.  Since joining the school district in 2006, I have worked at Learn@Home 8-
12, Bayview Elementary, South Wellington Elementary, and I am now teaching at Gabriola 
Elementary.  I have also had the privilege of being a TOC in a number of other schools. 
 
As part of my research, I am asking for your assistance.  My research has received ethical 
approval from my university, and my request for teacher participation has also been approved in 
principle by Superintendent Mr. Dave Hutchinson and by your principal and/or vice principal.  
Now, I am asking that you assist me by forwarding this email to the teachers at your school to 
invite their participation in my research survey.  You will find below a consent letter that 
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outlines the details of my research and provides a link directly to the survey.  Please note that it 
is  a  requirement  of  the  project’s  approval  that  teachers  only  be  emailed on accounts that are not 
from School District 68.  Do not forward this message to those accounts that end 
_______@sd68.bc.ca.  Participation is voluntary and anonymous.  Upon completion of the 
survey research, I will be sending oral language teaching tools to those teachers who request 
them.  Receiving these tools is not a condition of participation.  All teachers are welcome to 
write to the researcher and request them.    
 
It is my goal to give all teachers in School District 68 an opportunity to have a voice in my 
research by completing a survey about oral language.  If you are unable or unwilling to forward 
this message, I understand.  However, I ask that you please inform me if this message has not 
been forwarded to the teachers at your school.  Your assistance is greatly appreciated! 
 
Sincerely, 
Andrea Doak (formerly Andrea Rybar) 
 
 
Expression of Appreciation and Final Request for Participation 
 
Dear Professional Development Representatives of Local 48, 
 
Thank you for your assistance by offering your teaching staff the opportunity to participate in the 
oral language survey that I designed to gather research for my Master of Education at Vancouver 
Island University.  May I ask for your assistance one more time?  Please forward this final 
message to the teachers at your school.  
 
Teachers of School District 48,  
 
Thank  you  for  taking  the  time  to  consider  participating  in  my  survey  about  teachers’  
experiences of oral language.  Your participation is greatly appreciated!  Those of you who 
still wish to participate will find below a consent letter that outlines the details of my research 
and provides a link to the survey.  The survey will be available for one more week.  When the 
research is completed, I will be sending oral language teaching tools to those of you who made 
requests.  This is just a small token of my gratitude for your contribution to my research.   
 
Sincerely, 
Andrea Doak (formerly Andrea Rybar) 
 
 
Dear Staff Representatives of Local 68, 
 
Thank you for your assistance by offering your teaching staff the opportunity to participate in the 
oral language survey that I designed to gather research for my Masters of Education at 
Vancouver Island University.  May I ask for your assistance one more time?  Please forward this 
final message to the teachers at your school.  
 

mailto:_______@sd68.bc.ca
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Teachers of School District 68,  
 
Thank  you  for  taking  the  time  to  consider  participating  in  my  survey  about  teachers’  
experiences of oral language.  Your participation is greatly appreciated!  Those of you who 
still wish to participate will find below a consent letter that outlines the details of my research 
and provides a link to the survey.  The survey will be available for one more week.  When the 
research is completed, I will be sending oral language teaching tools to those of you who made 
requests.  I hope you find the tools helpful!   
 
Sincerely, 
Andrea Doak (formerly Andrea Rybar) 
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FACULTY OF EDUCATION 
Vancouver Island University  

900 Fifth Street, Nanaimo, 
British Columbia, Canada V9R 5S5 

Tel (250) 740-6221 Fax (250) 740-6463 
 

Participant  Consent  Form  for  “Considering  Oral  Language  Perceptions  and  Practices”   
 
Thank you for taking the time to consider participating in the online survey tool with which I am 
gathering  information  about  teachers’  experiences of oral language.  Should you choose to 
submit the survey, this anonymous information will be used as research to fulfill the expectations 
of my Master of Education in Educational Leadership at Vancouver Island University.  The 
following details are provided to help you understand the context of your participation.  The link 
to the survey tool is located at the end of this letter.  By submitting the online survey, it will be 
understood that you have given your free and informed consent to participate in my research 
study.  Your participation will be greatly appreciated.  Whether or not you choose to participate, 
you will have the opportunity to receive a selection of oral language teaching tools from the 
researcher upon completion of the study. 
 
Ethics approval obtained:  January 2012   Research initiated:  February 2012 
 
VIU Masters of Education Student Researcher:  Andrea Doak (formerly Andrea Rybar) 
Researcher  contact  information:   adoak@stumail.viu.ca  (email)   

250-739-9250 (telephone) 
VIU Education Faculty Supervisor: Dr. Rachel Moll 
Supervisor contact information:  Rachel.Moll@viu.ca (email)  

250-753-3245 local 2161 (telephone) 
 
Research Intentions 
 
The purpose of this  research  into  oral  language  is  to  develop  an  understanding  of  how  teachers’  
personal and professional experiences of speaking and listening are related to their engagement, 
instruction and assessment of oral language learning.  In addition, I hope this research will 
determine  if  there  are  correlations  between  teachers’  oral  language  experiences,  perceptions  and  
practices.  It is my overarching goal to give a voice to the oral language experiences of teachers. 
 
I was drawn to this research topic because both speaking and listening are fundamental 
communication skills that are integral to learning in all subject areas.  However, academic 
research revealed that there is a relative lack of information about how teachers perceive these 
skills or how teachers practice oral language teaching in their classrooms.  It is therefore the 
intention of this survey to gather information about the experiences of teachers in order to 
consider the implications of oral language perceptions and practices in British Columbia. 
 
  

mailto:adoak@stumail.viu.ca
mailto:Rachel.Moll@viu.ca
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Participation Expectations  
 
If you choose to participate, you will follow the link to the online survey tool that is provided at 
the end of this consent letter.  Once you select the link, there will be no way for anyone to 
identify you or trace the origin of your responses.  Your participation will be completely 
anonymous.   
 
The survey questions require you to select multiple choice or rating scale responses.  It is 
estimated that it will take you 8-10 minutes to complete the survey.  Completion of the survey 
tool does not require advanced technological knowledge.  However, it is recommended that you 
maximize the survey screen. 
 
It is not believed that there is any potential for harm involved in your participation, as your 
identity will not be known and your responses will be strictly confidential.  The questions that 
you will be asked do not pose any foreseeable emotional or psychological danger.  If you do not 
feel comfortable answering a question, you may leave the question unanswered. 
 
In addition, I am offering teaching tools to support oral language professional development.  
When you submit the survey, you will be invited to receive oral language teaching tools that I 
gathered and created with reference to our provincial curriculum.  These tools have been saved 
as Microsoft Word documents to maintain the integrity of the formatting.  If you have any 
difficulty opening the documents, they can be sent to you again in Rich Text Format upon your 
request.  The purpose of these tools is to promote oral language professional development.  
Please note that to receive these tools you will be asked to submit an email request.  This step is 
to protect the anonymity of your survey responses.  If you choose not to participate, you may still 
request the tools by emailing the researcher at the address below.  Please note, the oral language 
teaching tools will only be sent at the conclusion of the study. 
 
The information that you provide in the survey will be password protected and stored securely on 
Canadian servers.  At the conclusion of my research analysis, the data will be deleted off of all 
computers and servers.  Only one copy of the data will remain on a USB drive that will be stored 
securely in the office of my supervisor for a period of 5 years. 
 
The results of my research project will be published in the VIU journal – Research  VIU’s:  
Educational Leadership in Action, on the website:  
http://eportfolio.viu.ca/journal/index.php/eddev/index. 
 
Your participation is voluntary.  If you choose not to participate, please do not follow the survey 
link below.  However, if you wish to view the survey before making a decision to participate, 
you may do so because you will be able to withdraw from participation at any time for any 
reason without experiencing negative consequences.  If you choose to withdraw, simply do not 
submit your survey responses.  If you have any concerns about your treatment as a research 
participant in this study, please contact the VIU Research Ethics Officer, by telephone at 250-
753-3245 local 2665 or by email at reb@viu.ca.  
 

http://eportfolio.viu.ca/journal/index.php/eddev/index
mailto:reb@viu.ca
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If you choose to participate, please follow the survey link below.  By following this link, 
providing your responses and submitting your completed survey, it will indicate your free and 
informed consent to participate in my research and for your responses to be used as data in this 
research study.  Please note that you may choose not to answer any question for any reason.  The 
survey is designed to allow you to leave questions unanswered.  I encourage you to contact me if 
any of the information is unclear, as I would be happy to respond to your questions.  I, Andrea 
Doak (Student Researcher), can be reached by email at adoak@stumail.viu.ca or by telephone at 
250-739-9250.   
 

To view the survey, please follow the link below: 

 

http://app.fluidsurveys.com/surveys/masters-research/oral-language-research/ 

 

 

  

mailto:adoak@stumail.viu.ca
http://app.fluidsurveys.com/surveys/masters-research/oral-language-research/
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FACULTY OF EDUCATION 
Vancouver Island University  

900 Fifth Street, Nanaimo, 
British Columbia, Canada V9R 5S5 

Tel (250) 740-6221 Fax (250) 740-6463 
  

Participant  Consent  Form  for  “Voicing Teachers’  Experiences  of Oral  Language”   
 
Thank you for taking the time to consider participating in an interview to share your stories of 
personal and professional experiences of oral language.  Should you choose to be interviewed, 
your stories will be used as part of my research to fulfill the expectations of a Master of 
Education in Educational Leadership at Vancouver Island University.  The following details are 
provided to help you understand the context of your participation.  By signing this consent form, 
it will be understood that you have given your free and informed consent to participate in my 
research study.  Your participation will be greatly appreciated.   
  
Ethics approval obtained:  May 2011   Research initiated:  Summer 2011 
  
VIU Masters of Education Student Researcher:  Andrea Doak (formerly Andrea Rybar) 
Researcher contact information:  adoak@stumail.viu.ca (email)  

250-739-9250 (telephone) 
VIU Education Faculty Supervisor: Dr. Rachel Moll 
Supervisor contact information:  Rachel.Moll@viu.ca (email)  

250-753-3245 local 2161 (telephone) 
  
Research Intentions 
  
The  purpose  of  this  research  into  oral  language  is  to  develop  an  understanding  of  how  teachers’  
personal and professional experiences of speaking and listening are related to their perceptions 
and practices of oral language learning.  As part of my research, I will gather information from 
teachers in three school districts via online survey.  It is my intention to deepen and personalize 
the understandings drawn from the survey data by connecting this information with samples of 
the stories told by a few teachers from these same three school districts.   
 
I was drawn to this research topic because both speaking and listening are fundamental 
communication skills that are integral to learning in all subject areas.  However, academic 
research revealed that there is a relative lack of information about how teachers perceive these 
skills or how teachers practice oral language teaching in their classrooms.  It is therefore the 
intention of these interviews to gather stories about oral language perceptions and practices in 
order to represent the voices and experiences of teachers in British Columbia. 
 
Participation Expectations  
  
If you choose to participate, you will be asked to complete the following activities.  You will be 
read the three interview questions, and you will be played a sample story.  I will explain how the 

mailto:adoak@stumail.viu.ca
mailto:Rachel.Moll@viu.ca
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sample story relates to the interview questions, and I will give you an opportunity to inquire 
about the interview process.  You will be given time to consider each question.  If you choose to 
respond to one or more of the questions, with your permission, your stories will be recorded on 
the digital recorder.    
 
It is anticipated that the length of time for each interview will vary depending on the individual 
participant.  Please expect the interview process to require a minimum of 30 minutes.  It is more 
likely that the process will require 60 minutes to complete.  Interviews will be held at a mutually 
agreeable time and place of convenience to you.  To protect your privacy and personal safety, the 
location will be one in which our conversation cannot be overheard or interrupted. 
 
To ensure confidentiality, you will be encouraged to avoid telling personal details in your stories 
that might give away your identity.  Therefore, it is not believed that there is any potential for 
harm involved in your participation.  The questions that you will be asked do not pose any 
foreseeable emotional or psychological danger.  However, if for any reason you do not want to 
respond to a question or share your stories, you can choose not to do so. 
 
The stories that you tell will be stored, analyzed and published without any direct reference to 
your identity. The stories that you share will be kept anonymous and stored securely on my 
password protected computer.  At the conclusion of my research analysis, the data files on my 
computer will be deleted.  Only one copy of the stories will remain on a USB drive that will be 
stored securely in the office of my supervisor for a period of 5 years. 
 
The results of my research project will be published in the VIU journal – Research  VIU’s:  
Educational Leadership in Action, on the website:  
http://eportfolio.viu.ca/journal/index.php/eddev/index. 
 
Your participation is voluntary.  You may withdraw from participation at any time for any reason 
without experiencing negative consequences.  Also, if you do not wish to answer a specific 
question, you may choose not to answer any question for any reason without giving an 
explanation.  If you have any concerns about your treatment as a research participant in this 
study, please contact the VIU Research Ethics Officer, by telephone at 250-753-3245 local 2665 
or by email at reb@viu.ca.  
 
If you choose to participate, please sign on the line below.  Your signature will indicate your free 
and informed consent to participate in my research.  I encourage you to contact me if you are 
considering participation or if any of the information is unclear.  I would be happy to respond to 
your questions and set up an interview meeting at a time and location of convenience for you.  I, 
Andrea Doak (Student Researcher), can be reached by telephone at 250-739-9250 or by email at 
adoak@stumail.viu.ca. 
 
_________________________________ 
Your Name (please print) 
 
_________________________________  ___________________________ 
Your Signature        Date 
  

http://eportfolio.viu.ca/journal/index.php/eddev/index
mailto:reb@viu.ca
mailto:adoak@stumail.viu.ca
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Appendix D – Complete Survey Data Set 

Survey Results Downloaded from FluidSurveys 

DEMOGRAPHIC INFORMATION 
Please take a moment to provide details relevant to your present professional experience. 

Please indicate your gender: 

 

 

How many years of teaching experience do you have? 
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In which school district(s) are you currently employed? 
Response Chart Percentage Count 

SD48 (Sea to Sky)   23% 23 

SD68 (Nanaimo-Ladysmith)   77% 79 

 Total Responses 102 

 

At which educational level(s) are you currently teaching? 
Response Chart Percentage Count 

Primary (K-3)   44% 46 

Intermediate (4-7)   39% 41 

Secondary (8-12)   34% 35 

 Total Responses 104 

 

In your current assignment are you responsible for teaching English 
Language Arts curriculum (as described in the BC Integrated Resource 
Packages for ELA: K-12)? 
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ORAL LANGUAGE EDUCATION 
Please take a moment to recall your personal and professional experiences of oral language learning. 

Please indicate to what extent you received explicit training to develop 
your listening skills in each of the following: 
 None        Minimal     Adequate    Extensive   Total 

Responses 

Elementary School 17 (17%) 38 (37%) 38 (37%) 9 (9%) 102 

Secondary School 21 (21%) 47 (47%) 26 (26%) 5 (5%) 99 

University 28 (28%) 35 (35%) 26 (26%) 11 (11%) 100 

Teachers' Training 20 (20%) 33 (34%) 38 (39%) 7 (7%) 98 

Professional 
Development  

18 (18%) 35 (35%) 32 (32%) 14 (14%) 99 

Please indicate to what extent you received explicit training to develop 
your speaking skills in each of the following: 
 None        Minimal     Adequate    Extensive   Total 

Responses 

Elementary School 12 (12%) 35 (34%) 44 (43%) 11 (11%) 102 

Secondary School 8 (8%) 36 (36%) 47 (47%) 8 (8%) 99 

University 12 (12%) 29 (29%) 44 (44%) 16 (16%) 101 

Teachers' Training 9 (9%) 23 (23%) 50 (51%) 17 (17%) 99 

Professional 
Development 

21 (22%) 38 (39%) 27 (28%) 11 (11%) 97 

 

Please indicate to what extent you received explicit training about how 
to teach listening skills in each of the following: 
 None        Minimal     Adequate    Extensive   Total 

Responses 

University 42 (42%) 43 (43%) 15 (15%) 1 (1%) 101 

Teachers' Training 21 (21%) 50 (51%) 23 (23%) 5 (5%) 99 

Professional 
Development  

26 (26%) 34 (34%) 28 (28%) 13 (13%) 101 



Oral Language Education   142 
 

Please indicate to what extent you received explicit training about how 
to teach speaking skills in each of the following: 
 None        Minimal     Adequate    Extensive   Total 

Responses 

University 46 (44%) 32 (31%) 22 (21%) 4 (4%) 104 

Teachers' Training 25 (25%) 45 (45%) 26 (26%) 4 (4%) 100 

Professional 
Development  

29 (28%) 36 (35%) 26 (25%) 11 (11%) 102 

Please indicate to what extent you received explicit training about how 
to assess listening skills in each of the following: 
 None        Minimal     Adequate    Extensive   Total 

Responses 

University 58 (57%) 28 (28%) 14 (14%) 1 (1%) 101 

Teachers' Training 34 (34%) 44 (44%) 20 (20%) 2 (2%) 100 

Professional 
Development  

37 (36%) 37 (36%) 22 (22%) 6 (6%) 102 

Please indicate to what extent you received explicit training about how 
to assess speaking skills in each of the following: 
 None        Minimal     Adequate    Extensive   Total 

Responses 

University 51 (50%) 34 (33%) 13 (13%) 4 (4%) 102 

Teachers' Training 28 (28%) 43 (43%) 28 (28%) 2 (2%) 101 
Professional Development  30 (29%) 35 (34%) 29 (28%) 10 (10%) 104 
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ORAL LANGUAGE PRACTICES 
Please take a moment to consider how oral language learning takes place in your classroom. 

In a typical school week, how frequently do your students engage in the 
following oral language activities? 
 Never       Seldom      Sometimes   Often       Total 

Responses 

Whole class discussions 2 (2%) 3 (3%) 22 (22%) 73 (73%) 100 

Small group 
conversations 

0 (0%) 6 (6%) 30 (30%) 65 (64%) 101 

Dramatization 9 (9%) 35 (35%) 45 (45%) 10 (10%) 99 

Formal individual 
presentations 

5 (5%) 43 (43%) 47 (47%) 6 (6%) 101 

Formal group 
presentations 

13 (13%) 39 (39%) 44 (44%) 4 (4%) 100 

Self-assessment of 
speaking skills 

25 (25%) 40 (40%) 30 (30%) 6 (6%) 101 

Self-assessment of 
listening skills 

25 (25%) 45 (45%) 25 (25%) 6 (6%) 101 

Partner talk 2 (2%) 6 (6%) 41 (41%) 51 (51%) 100 

Informal sharing with 
the class 

0 (0%) 3 (3%) 22 (22%) 74 (75%) 99 
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In a typical school week, how frequently do you engage in the following 
oral language activities? 
 Never       Seldom      Sometimes   Often       Total 

Responses 

Direct instruction of 
listening skills 

9 (9%) 29 (28%) 47 (46%) 17 (17%) 102 

Direct instruction of 
speaking skills 

8 (8%) 31 (30%) 43 (42%) 20 (20%) 102 

Integrated instruction 
of oral language skills 

9 (9%) 17 (18%) 42 (43%) 29 (30%) 97 

Formal assessment of 
listening skills 
(exclusively) 

33 (33%) 41 (41%) 21 (21%) 6 (6%) 101 

Formal assessment of 
speaking skills 
(exclusively) 

26 (26%) 38 (38%) 31 (31%) 5 (5%) 100 

Integrated assessment 
of oral language skills 

17 (17%) 28 (28%) 36 (36%) 19 (19%) 100 
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In a typical school week, how much time is spent in your classroom on 
the following oral language activities? 
 0 minutes   1 - 60 

minutes 
61 - 180 
minutes 

180+ 
minutes 

Total 
Responses 

Whole class discussions 4 (4%) 45 (45%) 41 (41%) 10 (10%) 100 

Small group 
conversations 

1 (1%) 53 (52%) 41 (41%) 6 (6%) 101 

Dramatization 24 (24%) 72 (71%) 3 (3%) 2 (2%) 101 

Formal presentations 21 (21%) 73 (73%) 4 (4%) 2 (2%) 100 

Self-assessment of oral 
language skills 

50 (50%) 46 (46%) 4 (4%) 0 (0%) 100 

Partner talk 3 (3%) 52 (52%) 41 (41%) 4 (4%) 100 

Informal sharing with 
the class 

1 (1%) 48 (48%) 42 (42%) 9 (9%) 100 

Direct instruction of 
listening skills 

21 (21%) 70 (70%) 7 (7%) 2 (2%) 100 

Direct instruction of 
speaking skills 

19 (19%) 70 (70%) 9 (9%) 2 (2%) 100 

Integrated instruction of 
oral language skills 

14 (14%) 55 (55%) 27 (27%) 4 (4%) 100 

Formal assessment of 
listening skills 
(exclusively) 

40 (40%) 57 (58%) 2 (2%) 0 (0%) 99 

Formal assessment of 
speaking skills 
(exclusively) 

32 (32%) 65 (65%) 3 (3%) 0 (0%) 100 

Integrated assessment 
of oral language skills 

18 (18%) 60 (61%) 17 (17%) 4 (4%) 99 
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ORAL LANGUAGE PERCEPTIONS 
Please take a moment to share your beliefs about oral language. 

To what extent do you perceive yourself as skilled at the following oral 
language activities? 
 Not         Slightly    Somewhat    Very        Total 

Responses 

Public speaking 1 (1%) 22 (21%) 47 (46%) 33 (32%) 103 

Teaching in a lecture 
format 

5 (5%) 10 (10%) 54 (53%) 33 (32%) 102 

Speaking in small 
groups 

0 (0%) 4 (4%) 36 (35%) 63 (61%) 103 

Listening in small 
groups 

1 (1%) 2 (2%) 31 (31%) 67 (66%) 101 

Listening to a speaker 
lecture 

0 (0%) 5 (5%) 36 (35%) 62 (60%) 103 

Understanding 
information that you 
receive orally 

2 (2%) 2 (2%) 48 (47%) 51 (50%) 103 

Retaining information 
that you receive orally 

2 (2%) 10 (10%) 63 (61%) 28 (27%) 103 

Articulating your 
thoughts 

2 (2%) 6 (6%) 52 (51%) 42 (41%) 102 

Facilitating discussion 1 (1%) 9 (9%) 48 (47%) 44 (43%) 102 

Providing direct 
instruction of oral 
language skills 

5 (5%) 22 (22%) 49 (49%) 25 (25%) 101 

Engaging students in 
oral language skills 
development 

5 (5%) 24 (24%) 41 (41%) 31 (31%) 101 

Formally assessing 
students' oral language 
skills 

10 (10%) 28 (27%) 45 (44%) 19 (19%) 102 
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Considering your experiences as a teacher, please indicate if you agree 
or disagree with the following statements. 
 I agree.    I disagree. Total 

Responses 

Oral language skill development is easy to teach 
because there are many well-known 
instructional strategies. 

22 (23%) 74 (77%) 96 

Exclusive assessment of speaking and listening 
skills is challenging. 

82 (85%) 15 (15%) 97 

The expectations of oral language curriculum 
are clearly attainable for all students. 

28 (30%) 65 (70%) 93 

Oral language learning is embedded in other 
curricular learning. 

81 (84%) 16 (16%) 97 

There is inadequate professional development 
offered about oral language. 

58 (59%) 41 (41%) 99 

Additional tools to assist with the assessment of 
oral language skills would be helpful. 

95 (96%) 4 (4%) 99 

There is not enough time to complete all of the 
curricular expectations in the BC IRPs. 

86 (87%) 13 (13%) 99 

Speaking and listening learning expectations are 
not as high of a priority as reading and writing 
learning expectations. 

59 (60%) 39 (40%) 98 

Students acquire speaking and listening skills 
through participation in daily classroom 
activities. 

88 (88%) 12 (12%) 100 

Most students are already proficient at speaking 
and listening. 

13 (13%) 86 (87%) 99 

It would be useful to know how oral language 
learning expectations overlap with the 
expectations of other curricular subjects. 

95 (98%) 2 (2%) 97 

Developing oral language skills would benefit 
students in other curricular areas. 

100 
(100%) 

0 (0%) 100 

Instruction and assessment of oral language 
skills should be integrated with other curricular 
learning expectations. 

91 (96%) 4 (4%) 95 

Oral language skills are best taught through 
direct instruction of speaking or listening 
exclusively. 

25 (27%) 68 (73%) 93 

Formal assessment of oral language skills 
independent of other language skills is not 
practical. 

38 (42%) 53 (58%) 91 
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Appendix E – Researcher`s Oral Language Story 

Transcript used in the Interview Protocol (verbatim) 
 
Hello, like you I read over the questions and I gave myself time to think, but I didn`t give myself 

time to prepare.  This is not read from a script, and I may make some mistakes. So bear with me,  

It is not a polished story. It is just a story that I think of whenever I think of oral language and 

my experience as a youth and as a teacher.   

 

When I was a young girl, until about grade seven, I was very, very nervous.  I was tall and 

gawky  and  very  fair.    And  I  didn’t  much  like  being  the  center of attention.  And I was very shy, 

shy even with my opinion.   But I had a lot of things I wanted to say.  And so, every now and 

again, I would find myself standing up for a cause or going before the class, and I would shift 

from foot to foot, and I would twitch myself in little spots - ankles, elbows, fingers, toes, 

anything.  It was really quite embarrassing, and my face would go bright, bright red.  My 

freckles would pop out.  And, like many, I would sort of stutter my way through what it was I 

was trying to share.   

 

However, in grade seven, I had an opportunity to participate in an after school program.  It was a 

play, a group called Missoula Theatre Company.  And they came to schools and set up in one 

week.  Students were gathered from any grade in elementary.  They were cast in the play, taught 

the roles, and performed within one week.  As the eldest participant, I was given two roles.  I 

was given an acting role, a lead role which was Sabrina the blue fairy in Pinocchio which I came 

to care about very deeply over the years.  And I was also in charge of taking care of the youngest 

students, the youngest participants who were needing care in the back stage.  And they needed 

confidence.  They needed somebody reassuring them.  So there I was nervous myself, finding 

myself in this role of caregiver, of confidence giver.  In the course of that week, I went through 

some rather traumatic typical grade seven girl situations.  The most popular girl in school 

accused me of cheating on a test because I was tapping the text book that was at my feet.  You 

should try it sometime actually.  It was quite entertaining.  She actually told my teacher that I had 

opened  the  textbook  with  my  toes,  flipped  to  page  I  don’t  know  what,  in  the  middle  of  the  

textbook somewhere and read the information.  He of course did not get me in trouble because it 

was physically impossible, what she was suggesting that I did.  But as you can imagine, I was on 
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the outs with the in crowd, and it was a difficult week.  And nonetheless, I worked on my play 

after school, and I grew.  I grew in my confidence as a person.  And at the end of one week, I 

went  on  stage  and  I  read,  well  I  didn’t  read,  I  had  memorized,  lines  with  confidence  before  an  

audience with official professional lighting shining on  my  face.    And  it’s  really  hot  lighting  and  I  

didn’t  go  bright  red.    And  I  am  not  entirely  sure  why,  but  I  somehow  felt  that  I  had  succeeded.    I  

had become stronger, and I had become responsible, not just for me, but for a part of something 

bigger – the whole play.  My role as guide for the little ones going on and off stage it gave me a 

kind of confidence that I have been fortunate to benefit from in the years since.   

 

One of the greatest impacts that this week had on my life was that it calmed my nervous.  From 

that day forward, I literally do not get bouncy and jiggly.  I do get nervous, like the best of 

people.  And when I stand in front of a crowd and everybody looks at me, I probably still flush to 

some extent.  But I definitely found a way to believe in myself, and I definitely stopped jiggling 

my feet or shifting from back to front.  I stopped swaying.  I stopped exhibiting my nervous 

physically in that manner, and that meant that I was also more calm when I wrote tests, or essays, 

or when I was asked important questions in classroom conversations.  It definitely shaped me, 

and it shaped me not only as a person, as a learner, but later on as a teacher. 

 

The first time I was responsible for my own class, I had a grade six, seven class.  The two grades 

I had sworn I would never teach because I was terrified of them, somehow became my own.  

And I was teaching a wonderful class of grade six/sevens, a small class with a high number of 

designated students.  We had ten students on IEPs in that classroom.  We also had a number of 

exceptional students who went on to have gifted designation.  And it was quite an interesting 

class to work with.  Right at the beginning, I thought it was important to connect to the students.  

And  I  did  a  read  aloud  of  my  mother’s  novel, a novel she wrote when I was growing up.  And the 

kids really liked it, and it was them not me who proposed what ended up being, I think, another 

life  changing  event  for  me.  Which  was,  they  suggested  we  turn  my  mother’s  novel,  it’s  a  juvenile  

fiction about a boy who runs away from a problematic personal situation and ends up growing 

into himself in a rural town north of Pemberton.  Anyway, they suggested we turn it into a play.  

We had been doing quite a bit with acting and sharing and talking because I realized this was a 

group that needed to really share what they were thinking a lot of the time.  Writing was harder, 
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reading was harder for some of them.  And so, starting in about January, we as a class took on 

the writing of a script.  A script that was in large part created by three individual students who 

divided the book up into three.  But as a class, we also edited it.  We also worked with a 

professional story editor on our field trip who gave incredible tips to us about not only how to 

edit and write the script, but also how to perform it.  And as a fundraiser at the end of the school 

year, my grade six/sevens got in front of quite an audience, and not just of their parents, but of 

community members as well.  And they performed this play, even the students who could barely 

read got up with their lines memorized and found that confidence, found that voice for 

themselves.  It was really transformative.  And many of them in the years since have commented 

to me how important that experience was and how they recollect the way that it gave them 

confidence.  So in a sense, I think I was able to replicate for some of my students what I had 

experienced in my grade seven year. 

 

And you might think that the story ends there, but the beauty of learning from an experience is 

that you go on to change it and adapt it.  And subsequently, I have done a second version of that 

play, and I have done three other plays.  No, six other plays with students. And I just, I really 

believe in them at each step of the way.  And I really believe in finding your voice.  And in all 

cases, students were involved in the writing process.  It was part of creating their voice.  It was 

finding how they wanted to speak to it, especially when we were editing a play.  You know, like 

changing,  you  don’t  recognize  that  name  of  a  store,  shall  we  turn  it  to  something  you  do  

recognize, so it can be familiar.  At any rate, I believe it has changed me as a teacher and has 

gone  on  again  to  change  me  now  as  a  student  of  this  master’s  program  because as it turns out, I 

am very fascinated with how people gain confidence orally, how do we learn to speak, and to 

listen, and to teach. 
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Appendix F – Additional Teacher Comments 

Thoughts for Consideration provided to the Researcher via Email (verbatim) 

Comments from French Immersion Teachers 
 
Hello Andrea, 
 
First  of  all,  I’d  like  to  let  you  know  that  I  support  your  research.    I  hope  that  teachers  will  take  
the time to complete your well prepared survey. 
 
Did you have in mind to include responses by French Immersion teachers?  Teaching French oral 
language is a focal point of our program especially in the first three years.  English Language 
Arts is introduced in grade three and kept to a maximum instructional time of 60 minutes per 
day.  Our responses would not, therefore, adequately reflect the information you are seeking to 
gather from colleagues who have the opportunity to teach English Language Arts for a much 
larger portion of the day unless the questions with specific times could include French Language 
Arts. 
 
The reason I am choosing to point this out is that your explanation does not specify that the oral 
component of French Language Arts can be added into all the categories you have included on 
your survey. 
 
Grades 3/4 French Immersion Teacher 
 
Hello, 
 
Thank you for your inquiry.  I apologize for the lack of clarity.  My research is not intended to 
differentiate between French and English oral language education.  I am interested in all 
subjects and all languages.  In fact, I was at one point hoping to have a separate component of 
my study that looked at the oral language practices in French Immersion, as I think a lot could 
be learned from the intentional focus on oral language development.  Unfortunately, I was 
limited in the scope of this research.  Please feel free to consider oral language instruction, 
engagement and assessment that occurs in French in the responses to the survey questions.  I 
will make a note of this in my next email to teachers.   
 
I greatly appreciate the time you took to consider and bring attention to this issue. 
 
Smiles, 
 
Andrea 
 
Hello,  
  
I have received and completed your survey. I have answered NO to the question asking if I was 
teaching English Language Arts, but, since I'm teaching FLA in French Immersion, like 75 other 
teachers in SD68, I thought that I had to bring that precision because the survey could apply to 
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immersion language also and there was no question on that topic. I believe you would benefit of 
keeping this in mind when writing your limitations/conclusions.  
  
Best success with your research,  
  
French Immersion Teacher 
 
Hi Andrea, 
 
I just completed your survey and just had a few things I wanted to add. 
 
I'm curious.  Are you asking only French Immersion teachers to fill out this survey, or is it for all 
teachers?  I've been teaching for 29 years - 6 of those years in English teaching Kindergarten, the 
rest in French Immersion.  The fact that my training was in French (my second language) and 
that I teach children to speak another language, probably influence my answers.  I played clarinet 
throughout all my high school years and was involved in choir for many years so I feel that my 
listening skills were perhaps more developed than the average.  I'm not sure if you considered 
that in your survey, but I did when I answered the questions. 
 
I wish there had been a spot for "do not know" on some of the questions, as I really wasn't sure if 
I agreed or disagreed. 
 
Another teacher and I are working on a project involving writing.  We're realizing how oral 
language, reading and writing are totally interconnected.  Oral language (whole group, partner 
talk) is essential to adequate preparation for any writing activity, particularly in French 
Immersion. 
 
When I answered your survey, I thought about how I assess oral language.  Honestly, I have no 
formal assessment.  Do I need a formal assessment for grade 2 or do I think it's practical?  I don't 
know.   Do I know which students are able to adequately communicate orally in French?  Yes.  
How do I know that?  It's all informal.  Do they follow my instructions, can they accurately 
answer my questions, do they engage in partner talk, do they lose lots of points for their team for 
speaking in English rather than French, 29 years of experience... 
 
I'd love to hear what you're doing and I wish you all the best in your work! 
 
French Immersion and Former English Teacher 
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Additional Comments from Survey Participants 
 
At the risk of giving myself away, I just answered your survey, but could not answer the last two 
questions. My answer  would  be  I  don’t  know  and  actually  might  have  been  on  a  few  other  
questions in that final section.  While I use a lot of oral language techniques, I feel woefully 
under  qualified  to  say  I  agree  or  disagree  on  some  of  those  points.  I  really  don’t  know the 
research to justify a response. Reading about how to teach this more effectively is one of my 
summer projects.  
 
Best of luck, 
 
Secondary English and Alternate Education Teacher 
 
Hi Andrea,  
 
The survey was interesting and painless!  It gave me cause for reflection of my practices, 
especially comparing teaching grade 4/5 and K. 
 
I am certainly excited to learn more in this area from your expertise and experience to become 
more mindful and intentional in regards to teaching and assessing oral language. 
 
Thanks for sharing your learning! 
Keep up the great work! 
 
Elementary Teacher and Music Specialist 
 
Hi, 
 
I am a teacher at the Secondary Level who has just completed a Master of Education in 
Educational Leadership.  The subject of my thesis was Digital Storytelling, and within the study 
I researched oral storytelling as well. 
 
Good luck with your study. 
 
Secondary Teacher 
 
Andrea, 
 
With over 40 years of teaching I have repeatedly found that unless the child has been exposed to 
oral language very early in life the child will have a lifetime of struggle with reading, 
comprehension and speech over a lifetime. 
 
Experienced Teacher 
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Hi Andrea,  
 
I completed the survey for you.  I was trained in Whole Language when I did my teacher training 
in the Language Arts program. Just some thoughts.   
 
We use these skills all the time.  In First Nations, the oral tradition is huge, and I think in terms 
of overall educational curriculum, there is an over focus on the written.  My own oral language 
skills are actually pretty good.  Content and time pressure can affect delivery.  
  
I have developed skills to enhance retaining information when it is orally delivered.  If a speaker 
talks on and on and on, I stop being able to hear (stop being able to process). Formally, I 
generally think before I speak.  I listen first.  If I'm discussing something that has painful 
emotions attached, my oral speech isn't as good.  I think likely that is normal.  In those instances, 
it's easier to articulate in the written format.  I am able to articulate in speech, but need more time 
to get words out of my mouth, and need people not to interrupt that.  In the general classroom, 
this does not really come up.  In some situations, it does. It has for me.  My delivery then would 
be a somewhat.  
 
I had to think about some questions on your questionnaire because there was a "it depends" 
attached to my response.  I think there is a benefit in teaching oral language skills separately, 
even at the secondary level because it would make my students aware that it is a skill that can be 
developed.  I always think that teaching it within a meaningful context is more effective, and 
reinforces it.   
 
I think our educational system does not value the oral language component enough in terms of 
evaluation.  6 years ago, when developing a literacy program, language arts literacy meant 
reading, writing, listening, and speaking skills to me. To some of my colleagues, it meant simply 
reading and writing. I taught internationally, and all 4 components were required for effective 
language skill acquisition.  
 
I think I tend to do a lot more informal oral language skill development than formal in my 
classroom. When students are teaching each other, they are learning to use their oral skills 
effectively.  That's about it.  Just sharing what I was thinking when answering the questionnaire.   
 
Secondary and Adult Alternate Education Teacher 
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Appendix G – Researcher`s Completed Survey 
 
Survey Tool: Considering Oral Language Perceptions and Practices 
The purpose of this survey is to collect information about oral language education by learning about the 
experiences of teachers. Please note that your participation in this survey is anonymous and appreciated. 
You may choose to withdraw at any time, or you may choose not to answer any question.  By submitting 
your responses, you will indicate your free and informed consent for the data to be used by the researcher 
as partial fulfillment of a Master of Education in Educational Leadership. 

DEMOGRAPHIC INFORMATION 
Please take a moment to provide details relevant to your present professional experience. 

Please indicate your gender: 
 Female 

 Male 

How many years of teaching experience do you have? 
 < 1 

 1 - 4 

 5 - 9 

 10 - 19 

 20 + 

In which school district(s) are you currently employed? 
 SD48 (Sea to Sky) 

 SD68 (Nanaimo-Ladysmith) 

At which educational level(s) are you currently teaching? 
 Primary (K-3) 

 Intermediate (4-7) 

 Secondary (8-12) 
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In your current assignment are you responsible for teaching English 
Language Arts curriculum (as described in the BC Integrated Resource 
Packages for ELA: K-12)? 
 Yes 

 No 

  

ORAL LANGUAGE EDUCATION 
Please take a moment to recall your personal and professional experiences of oral language learning. 

Please indicate to what extent you received explicit training to develop your 
listening skills in each of the following: 
 None Minimal Adequate Extensive 

Elementary School     

Secondary School     

University     

Teachers' Training     

Professional Development        

Please indicate to what extent you received explicit training to develop your 
speaking skills in each of the following: 
 None Minimal Adequate Extensive 

Elementary School     

Secondary School     

University     

Teachers' Training     

Professional Development      
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Please indicate to what extent you received explicit training about how to 
teach listening skills in each of the following: 
 None Minimal Adequate Extensive 

University     

Teachers' Training     

Professional Development     

Please indicate to what extent you received explicit training about how to 
teach speaking skills in each of the following: 
 None Minimal Adequate Extensive 

University     

Teachers' Training     

Professional Development     

Please indicate to what extent you received explicit training about how to 
assess listening skills in each of the following: 
 None Minimal Adequate Extensive 

University     

Teachers' Training     

Professional Development     

Please indicate to what extent you received explicit training about how to 
assess speaking skills in each of the following: 
 None Minimal Adequate Extensive 

University     

Teachers' Training     

Professional Development     
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ORAL LANGUAGE PRACTICES 
Please take a moment to consider how oral language learning takes place in your classroom. 

In a typical school week, how frequently do your students engage in the 
following oral language activities? 
 Never Seldom Sometimes Often 

Whole class discussions     

Small group conversations     

Dramatization     

Formal individual presentations     

Formal group presentations     

Self-assessment of speaking skills     

Self-assessment of listening skills     

Partner talk     

Informal sharing with the class     

In a typical school week, how frequently do you engage in the following oral 
language activities? 
Integrated refers to when oral language expectations are embedded in other curricular learning 
activities. 

 Never Seldom Sometimes Often 

Direct instruction of listening skills     

Direct instruction of speaking skills     

Integrated instruction of oral language skills     

Formal assessment of listening skills (exclusively)     

Formal assessment of speaking skills (exclusively)     

Integrated assessment of oral language skills     
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In a typical school week, how much time is spent in your classroom on the 
following oral language activities? 
Integrated refers to when oral language expectations are embedded in other curricular learning 
activities. 

 0 
minutes 

1 - 60 
minutes 

61 - 180 
minutes 

180+ 
minutes 

Whole class discussions     

Small group conversations     

Dramatization     

Formal presentations     

Self-assessment of oral language skills     

Partner talk     

Informal sharing with the class     

Direct instruction of listening skills     

Direct instruction of speaking skills     

Integrated instruction of oral language 
skills 

    

Formal assessment of listening skills 
(exclusively) 

    

Formal assessment of speaking skills 
(exclusively) 

    

Integrated assessment of oral language 
skills 
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ORAL LANGUAGE PERCEPTIONS 
Please take a moment to share your beliefs about oral language. 

To what extent do you perceive yourself as skilled at the following oral 
language activities? 
 Not Slightly Somewhat Very 

Public speaking     

Teaching in a lecture format     

Speaking in small groups     

Listening in small groups     

Listening to a speaker lecture     

Understanding information that you receive orally     

Retaining information that you receive orally     

Articulating your thoughts     

Facilitating discussion     

Providing direct instruction of oral language skills     

Engaging students in oral language skills development     

Formally assessing students' oral language skills     
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Considering your experiences as a teacher, please indicate if you agree or 
disagree with the following statements. 
These statements were developed through consideration of academic literature regarding oral language 
and the experiences of teachers. 

 I 
agree. 

I 
disagree. 

Oral language skill development is easy to teach because there are many well-
known instructional strategies. 

  

Exclusive assessment of speaking and listening skills is challenging.   

The expectations of oral language curriculum are clearly attainable for all 
students. 

  

Oral language learning is embedded in other curricular learning.   

There is inadequate professional development offered about oral language.   

Additional tools to assist with the assessment of oral language skills would be 
helpful. 

  

There is not enough time to complete all of the curricular expectations in the 
BC IRPs. 

  

Speaking and listening learning expectations are not as high of a priority as 
reading and writing learning expectations. 

  

Students acquire speaking and listening skills through participation in daily 
classroom activities. 

  

Most students are already proficient at speaking and listening.   

It would be useful to know how oral language learning expectations overlap 
with the expectations of other curricular subjects. 

  

Developing oral language skills would benefit students in other curricular 
areas. 

  

Instruction and assessment of oral language skills should be integrated with 
other curricular learning expectations. 

  

Oral language skills are best taught through direct instruction of speaking or 
listening exclusively. 

  

Formal assessment of oral language skills independent of other language skills 
is not practical. 

  

 


