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Abstract 

This phenomenological study describes five monolingual English teachers’ 

understandings of the language repertoires of their students in a Hutterian colony context.  

The five participants deliver the provincial curriculum through the English language to 

Hutterian colony students who have the three languages of spoken Hutterisch, written 

High German and English.  In brief, findings demonstrate that the teachers had limited or 

inaccurate understanding of the students' language repertoires before beginning their 

teaching positions. In addition , the teacher participants’ awareness of the students’ 

language resources was, and is, an ongoing developmental process, one that is shaped by 

their own linguistic identities. The self-reflective journey of the researcher is also 

addressed in relation to the participants’ experiences. The thesis concludes with 

discussion of possible considerations for teacher education, professional development for 

in-service teachers working in Hutterian contexts, and future research. 
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CHAPTER ONE: INTRODUCTION 

 I began my journey to this thesis with an education and teacher activism class in 

which I learned a new language that included: self, othering, white setter society, British 

Imperialism.  I was confident in my understanding of the vocabulary but soon learned 

that I only had a surface understanding.  I came to this realization when I was in a 

discussion group where we each had to talk about oppression.  When it was my turn to 

share, I explained that I was a Hutterite teacher.  Because nobody in my group knew 

about the Hutterite people, that statement alone lead to a lengthy description of the 

Hutterite people and my role as the English teacher in the English school.  I was very 

passionate about how I saw the Hutterites as being unfairly oppressed because my 

experience was that there were no standards or expectations for their English school 

learning.  I explained that I had come to realize that many Hutterian colleagues, my 

school division and the government did not hold the Hutterian students to any consistent 

standard for learning expectations.  I went on to say that because I had come to know the 

Hutterite people and enjoyed my teaching position so much, I had become passionate 

about setting a learning standard equal or higher than the provincial standard for non-

Hutterian students for my Hutterian students, because after all, what I wanted for them 

was to have all the advantages that we have.  A fellow group member challenged me 

instantly, “You said, them and we!”   

 I did!   

 In that moment, I realized that even though I had intended to go on to say that 

with a better quality education, the Hutterites would be more empowered to deal with the 

learning challenges presented by newer farm machinery required for their already 



2 
 

successful agriculture practice, I created a dichotomy with the two words them-we where 

I placed myself on the dominant we side and the Hutterites on the less than they side.  My 

language demonstrated my dominant identity that relies on peripheral, marginalized, 

stigmatized identities for self-definition, ‘for defining who we are because we are not 

them’ (St. Denis and Schick, 2003, p. 59).  In that moment, I also recognized myself as a 

privileged member of the white settler society with a responsibility to develop a sense of 

myself as a historically constructed and racialized being (Sterzuk, 2011).  That moment 

has been cause for much self-reflection for me personally and professionally.  This thesis 

is very much a part of the development of my sense of self and I move on to explain how 

I came to my research question.  

 I teach the provincial curriculum as a monolingual English speaker at a Hutterian 

colony school in rural Saskatchewan.  The students speak Hutterisch as their first 

language and have High German as their second and written language.  They learn their 

third language, English, from me in English school.  I am intrigued, but challenged, by 

this teaching position in that I am in awe of the students’ abilities with three languages 

but have come to recognize my own limitations as their teacher as a speaker of only one 

language.   

 Language is the reason that I applied for my first colony position.  A teaching 

position was advertised as an ESL (English as a Second Language) environment on a 

colony in rural Saskatchewan and I applied because I was intrigued with second language 

acquisition for two personal reasons.  My bilingual English/French-speaking daughter 

learned French as an adult at university and is now a successful French Immersion 

teacher (which she credits to her university language classes and not her high school 
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French classes).  Second, I have experience with high school French reading and writing 

and can ‘get by’ in those modes but am not successful in speaking or listening in French.  

Between being fascinated with my daughter’s success and disappointed by my perceived 

failure to learn a second language, I applied for that first colony position as a means to 

build knowledge about second language acquisition.   

 I remember asking myself the following questions when I applied for the position: 

(a) How does one acquire another language? (b) As a unilingual English speaker, what 

will my role be as a teacher of German-speaking students?  In hindsight, I was not aware 

at that time that the students had Hutterisch as a spoken language and High German as a 

written language.  After accepting the position, I discovered the position to be different 

than anticipated in that, although it was advertised as an ESL position, there were no 

language supports in place by either the division or in the provincial curriculum from 

which I was expected to teach.  I was personally ill-prepared because I did not have any 

language and literacy methods courses in my university training. 

 To help myself be an English language teacher, I took classes in English as a 

second language methodology as well as second language acquisition theory.  As my 

breadth of understanding increased I continued to be troubled by observations I had in my 

first year of teaching on a colony.  I remember reflecting about myself as a teacher of the 

English language and my colony students and asking myself the following question: 

  As an English teacher, I have the students for nine years and yet they do not 
 come close to achieving provincial grade level skills in reading and math.   How 
 this can be when classroom management is not an issue, their abilities to work 
 independently are exemplary, parent and German teacher supports are in place 
 and student ability is average? 
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 I initiated conversations with colleagues who taught at colony schools and came 

to realize that my experience was not unique.  Fellow colony teachers had the same 

experiences with achievement of their students.  What I did sense was an implied 

understanding by the province, by the division, by some colony teachers themselves of 

that’s just the way it is, a sense of no need for them to attain provincial levels because 

they are done school at the age of fifteen, and even, the colony does not value education; 

the English school is just a babysitting service.  With this troubled thinking in mind, I 

move on to describe how I came to my research question. 

 Rather than focus on the origins of the above mentioned tacit understandings, I 

reflected on how I could help my students achieve their potential in learning at English 

school while maintaining my identity as a teacher of the provincial curriculum and 

meeting the students’ need to learn the English language.  After additional reading, my 

thinking became further troubled by information put forward by Cook (as cited in Garcia 

and Kleifgen, 2010).  Specifically, Cook suggests that second-language users are 

different from monolingual speakers because ‘their lives and minds are also different; 

that is they hold knowledge of two languages in the same mind’ (p. 45).  In the case of 

my Hutterian students, they are holding three languages in their minds while I am only 

holding one which also happens to be English, the language of the majority, and the  

legitimate language of the nation (Bourdieu, 1991).   

 What I came to realize is that my context of being a monolingual English teacher 

with trilingual students was common among fellow Hutterian English teachers.  I also 

came to recognize language as what I want to understand and language as the common 

thread between my students and me in that we share the common language of English.  I 



5 
 

began to wonder how other colony teachers experience the language differences between 

themselves and their students.  From this thinking, my research question evolved to, 

“How do monolingual English teachers appreciate the language repertoire of the students 

in a Hutterian colony school?”  Because I felt my research question fit an inquiry 

approach that explores and understands a central phenomenon, I chose qualitative 

research rather than quantitative research that describes trends and explains the 

relationship among variables (Creswell, 2007).  Having established qualitative research 

as my approach, I chose phenomenology as the best fit for my abilities and needs because 

a phenomenological study describes the meaning for several individuals of their lived 

experiences of a concept of phenomenon (Rossman & Rallis, 2003).  Phenomenology 

also provides an opportunity to understand the context of the participants through 

interviews (Creswell, 2007) and an opportunity to engage in critical self-reflection about 

the topic and the process (Rossman and Rallis, 2003).  The details of the research design 

will be described later in this thesis in the methodology chapter.  I move, now, to 

introducing and developing background knowledge for this thesis.  I begin by sharing the 

history of Hutterite people and next provide an introduction to English schools in 

Hutterian contexts.  I also discuss my own understanding of social constructivism and 

finally conclude this chapter with an overview of the chapters that follow.  

Hutterian Contexts 

 To build an understanding of Hutterite people I begin with the words of Waldner 

(2010): 

 Founded by Jacob Hutter in the 1530s, the Hutterites form a branch of the 
 Anabaptist movement that moved through Europe, chased by religious 
 persecution, and eventually into North America.  They are the least known of the 
 three Anabaptist groups that exist today – the Amish, the Mennonites, and the 
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 Hutterites.  Like their Anabaptist cousins, they are historically pacifists, are 
 uninvolved in government affairs and wear the traditional, conservative dress of 
 the original Hutterites.  The Hutterites are unique among the other Anabaptist 
 groups in that they practice a community of goods, in which all possessions and 
 resources are pooled for the common good and use, and in that they take 
 advantage of modern farming and industrial technology (p. 49). 

What I appreciate about Waldner’s description is her succinct description of how the 

Hutterites came to North American.  The eventual movement to North America that 

Waldner refers to was in 1875 to South Dakota in the United States (Janzen & Stanton, 

2010).  When the United States government expected the colony men to support World 

War I efforts, the idea of fighting violated their pacifist beliefs (Hostetler & Huntington, 

1967).  Consequently, a number of colonies moved to Alberta and Manitoba in 1918 

where they were given military exemption and religious freedom (Katz & Lehr, 2012).   

 As a result of the systematic process called branching in which there is a specific 

organization within and across colonies as to the number of people that can sustain a 

healthy colony and determines when a mother colony branches out a daughter colony 

(Hostetler, 1997), the first Hutterite colony was established in 1952 in Saskatchewan 

(Katz & Lehr, 2012).  The number of colonies in Saskatchewan expanded to sixty-two 

colonies by 2004 (Hofer, 2004).  In 2010, the number of colonies in Saskatchewan was 

sixty-seven (Katz & Lehr, 2012).   

 In addition to being organized in their expansions, Hutterite colonies also share a 

common organizational layout for the colony buildings.  Situated on the outskirts, the 

barns, shops, grain storage facilities and garden represent the farm area on a colony while 

the dining hall, kitchen, church, houses, kindergarten and school represent the residential 

area and are located on the inside (Hostetler, 1997; Katz & Lehr, 2012).  The school 

building on a colony is used for German school as well as English school.  German 
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school is for children on the colony who are between the ages of six and fifteen (Katz & 

Lehr).  A male Hutterite is elected to the role of German teacher and gardener as his 

contribution to the work load of their communal living (Janzen & Stanton, 2010).  In 

addition to being responsible for the general behavior and moral development of the 

children, he instructs the children in reading and writing from the Bible in High German 

which is a different language than the Hutterisch that is the spoken language of the 

colony (Waldner, 2010).  While German school is for children who are six to fifteen 

years of age, the entrance and graduating age of students in English school differs across 

and within branches of Hutterite colonies but for the purpose of this introduction, the 

ages of students in English school are from six to fifteen years of age as well (Hostetler, 

1997; Janzen & Stanton, 2010; Katz & Lehr, 2012).  English school is instructed by a 

provincially certified teacher hired by the local division board (Katz & Lahr, 2012).  In 

addition to teaching the Saskatchewan provincial curriculum, the English teacher is the 

main source for introducing and developing the English language for the students.  

Having given a brief history of who the Hutterite people are in Saskatchewan and an 

overview of the English school on the colony, I share my understanding of social 

constructivism in the next section. 

My Understanding of Social Constructivism 

 Because a qualitative researcher interprets data through her own eyes, her 

personal understanding of social constructivism shapes a study and therefore personal 

perspective and assumptions need to be clearly stated (Rossman & Rallis, 2003; 

Creswell, 2007).  I locate my personal worldview in social constructivism on the basis of 

four principles.  I will list each principle as Creswell (2007) lists them and then offer my 
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perspective.  First, in the worldview of social constructivism, individuals seek to 

understand the world in which they live and work.  I seek to understand my work as a 

teacher at a Hutterite colony.  Second, the goal of research from a social constructivist 

worldview is to rely on the participants’ view of the situation.  I rely on the views of the 

participants who are monolingual English teachers on a colony to inform my study.  

Third, in the terms of practice, a social constructivist worldview uses broad, general 

questions such that the participants can construct the meaning of the situation.  My 

proposed questions are broad so fellow colleagues can construct their own meaning.  

Fourth and last, the intent of the researcher in social constructivism is to make sense of 

the meanings others have about the phenomenon but recognize that personal background 

can shape interpretation.  I strive to stay true to the meanings of the participants but do 

move beyond these meanings and contextualize my understanding when I recognize a 

different interpretation based on my background and understanding.  This is what 

Rossman & Rallis (2003) describe as reflexivity where I look at myself making sense of 

how the participants make sense of their worlds.  It is this making sense that guides me 

through the self-reflection of this thesis journey.   

 In summary, I introduced my moment of enlightenment when I began this thesis 

journey and my research question of “How do monolingual English teachers on a 

Hutterite colony appreciate the language repertoire of their students?”  In Chapter Two I 

review the academic literature in regards to the English school in the Hutterian context, 

background of the Hutterian languages and teacher as monolingual English teacher.  

Chapter Three is the methodology chapter and includes all aspects of the processes for 

collecting and interpreting the data.  Data analysis in Chapter Four begins with individual 
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summaries of the five participants and continues into Chapter Five to describe the themes 

across the participants:  what they did not know before they started teaching at the colony 

in regard to language repertoire of the students; what they do know about the language 

repertoire of the students and finally what they have gained in knowledge about their 

student language repertoire and wished they had known before going to the colony.  

Chapter Six concludes the thesis and includes a summarized answer to the research 

question, a synopsis of my self-reflections during this research journey and future 

considerations. 
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CHAPTER TWO: LITERATURE REVIEW 

 In Chapter One I introduced the research question, “How do monolingual English 

teachers on a Hutterite colony appreciate the language repertoire of their students?”  I 

shared my journey of coming to the question and provided initial background information 

about Hutterite colonies.  I also briefly introduced the genre of research as a 

phenomenological qualitative study, leaving the details for the methodology chapter and 

now discuss the academic literature that moved this study forward. 

 Because the purpose of a literature review is to ground a study in the ongoing 

conversation about a topic (Rossman & Rallis, 2003), I chose the following three areas to 

frame my topic of monolingual English teacher appreciation of student language 

repertoires on a Hutterite colony: 1) English school in the Hutterian context, 2) 

background on Hutterian languages, and 3) teacher as monolingual English teacher.  

Because it was challenging to find conversations in scholarly journals regarding the 

Hutterian context, I review descriptive discourses about English schools in Hutterian 

contexts as one conversation and the background on Hutterian language as a second 

conversation.  As a third conversation, I begin with a brief review of prescriptive and 

pluralistic teacher views of language that guided the creation of the interview questions 

and prompts during the interviews, but continue in detail with the ongoing conversation 

in the literature about teacher as monolingual teacher.  I start the literature review with 

reviewing the English school in Hutterian contexts. 

English School in Hutterian Contexts 

 Understanding the why and what of the English school in the Hutterian context is 

necessary background knowledge for understanding this study.  But before the English 

school can be understood, it’s important to create an understanding of Hutterian contexts, 
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beyond the information that I shared in Chapter 1.  I begin with who the Hutterite people 

are as a population, their history in Saskatchewan (the province in which this study takes 

place) and an explanation of the beliefs of the Hutterite people.  Following that, I 

describe English schools in the Hutterian contexts and why Hutterian students receive 

schooling separately from the public provincial schools.  Lastly, I point out the 

expectations for the role of the English teacher in a Hutterian context. 

 Hutterites are a population of about forty-five thousand people who live in four 

hundred and seventy-five colonies in rural settings on the Canadian and the United States 

prairies primarily making a living through mixed farming on large tracts of land (Janke, 

2008).  The founders were Anabaptist refugees from Switzerland, Germany and the Tyrol 

(northern Italy/southern Austria) who settled in Moravia which is known as the Czech 

Republic today (Janzen & Stanton, 2010).  Hutterites, named after Jacob Hutter, an early 

martyred leader, started as a communal group of Anabaptists in the late 1520s but due to 

persecution migrated from Moravia to Slovakia, to Romania, and to Russia before 

moving to the United States in 1874 and then to Canada  in 1918 (Janke, 2008).   

 The Hutterite people formed three branches that include: 1) Dariusleut, 2) 

Lehrerleut, and 3) Schmiedeleut.  The Schmiedeleut split into two factions in the early 

1990s: 1)Group 1, the reform branch and 2) Group 2, the conservative branch (Katz & 

Lehr, 2012).  The first Hutterite colony was established in Saskatchewan in 1952 and the 

total number in 2012 is 67 (Katz & Lehr, 2012).  I continue, now, with the general 

worldview of Hutterites to aid the reader in understanding their beliefs as well as how 

these beliefs brought about the placement of English schools on the colonies.   
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 The “Weltanschauung” (world view) of the Hutterites claims that a person is not 

saved by his professed faith or right beliefs but by living communally in a Christian 

community (Hostetler, 1997).  The basic beliefs of the communal living of Hutterite 

people include the origin of the universe, the nature of the deity and of human beings, the 

proper relation of the sexes, the use of property, concept of community, and the proper 

worship of God that are preserved writings.  These world view beliefs lead to the spatial, 

temporal, symbolic, and social organization of a colony (Hostetler & Huntington, 1967).  

Spatially, there is an order for the placement of buildings on a colony.  Temporally, there 

is a structure for the daily work schedules, prescribing when the work is to be done and 

by whom.  Symbolically, Hutterites have a distinct manner of dress.  Socially, individuals 

within a colony are ranked by age and gender within an uncontested authority pattern.  

From the spatial, temporal, symbolic and social organizations come positions of 

responsibilities for the adult members of the colony (Hostetler, 1997).   

 One of the positions of responsibilities for the adult members of the colony is the 

role of German teacher.  Any Hutterian male may be elected as the German teacher 

(Janzen & Stanton, 2010).  In order to ensure that whoever is elected to the teacher 

position is knowledgeable about Hutterian beliefs, two Hutterian educational principles 

were established in the early sixteenth century (Katz & Lehr, 2012) .  The first principle 

was that the whole purpose of the Hutterite education system is to know the Lord, follow 

Him and fulfill his commandments while the second principle is to have the Hutterite 

education system fully independent of non-Hutterian influence (Katz & Lehr, 2012).  As 

a result, the Hutterites developed their own independent education system from nursery 

school to adult baptism during the first generation of the Hutterite movement in the 
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sixteenth century (Hostetler, 1997; Katz & Lehr, 2012).  Thus, the German teacher is 

responsible for instructing children between the ages of six and fifteen about: 1) Hutterite 

history and beliefs, 2) their general behaviour and moral development, 3) reading and 

writing the handwritten High German used in prayers and rituals, and 4) reciting and 

memorizing Hutterite hymns and passages from the Bible (Peter, 1987; Katz & Lehr, 

2012).    

 When the Hutterites moved to North America, they wanted to keep their 

independent education system, but under the laws of the United States and Canada, 

children from six to fifteen had to be educated according to the provincial or state 

curriculum (Katz & Lehr, 2012).  This was worrisome for the Hutterites because sending 

their children off the colony to a public school would not only expose the children to the 

outside world (which goes against their religious belief of isolating themselves) but 

would also take the children away from the daily life of the colony through which colony 

attitudes and values are reinforced by the routine of the daily structure (Hostetler, 1997).   

 A compromise was reached in Saskatchewan between the Hutterite Brethren and 

the provincial government whereupon each colony builds and maintains a building that 

serves as the English school, as well as the German school (Hostetler, 1997; Janzen and 

Stanton, 2010; Katz & Lehr, 2012).  While the colony is responsible for the building and 

maintenance of the English school, the school division representing the provincial 

government is responsible for hiring the provincially certified English teachers, paying 

the salaries and providing necessary instructional resources (Katz & Lehr, 2012).  The 

English teacher is responsible for teaching the provincial curriculum in English to the 

students.  All children from the age of six attend the colony English school and complete 
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the elementary grades (Hostetler, 1997).  The reason for completing only the elementary 

grades is described thus: 

 The farther the child goes in English school, the less he is said to learn.  From the 
 colony’s point of view this is correct, for once a child has mastered the basic 
 skills, much of the rest of the subject matter learned has little relevance to his way 
 of life.  German school teaches the Hutterite way; the English school teaches 
 worldly knowledge.  The functions of the two schools are clearly different, but 
 both are regarded as necessary (Hostetler, 1997, p. 219).   

In keeping the functions of the two schools distinct, there is an orientation process in 

place for English teachers before they begin a position on a colony.   Katz and Lehr 

(2012) explain it in this way: 

 The minister explains to the teacher what is right and what is wrong, what is 
 acceptable in the Hutterite religion and what is not.  He clarifies what material 
 will be considered offensive and should not be taught (for example, those which 
 contradict religious beliefs, such as texts dealing with evolution or texts which 
 have erotic elements in them).  He also explains to the new teachers that they are 
 not allowed to use audio-visual equipment, such as a radio, tape recorder or a 
 camera.  In addition, the schedule of the English school is adapted to the daily 
 routine of the colony.  Thus the children are able to eat all their meals in the 
 colony’s dining hall and stay with their families during the colony’s morning 
 break and other breaks.  It is made clear to the English teacher that if the colony 
 needs a child to help with a task, his or her absence or late appearance in school is 
 justified by colony needs (p. 129). 

While these expectations might appear demanding of the English teacher, the orientation 

is done to manage the influence of the English school which is considered a threat to the 

colony because it brings the outside world and its values into the colony (Hostetler, 1997; 

Katz & Lehr, 2012).  That being said, literacy, math skills and the language of English 

taught by the English teacher are considered necessary worldly ways by the Hutterites.  

One Hutterian leader is quoted as saying, “We expect our children to learn math, reading, 

and science as required by the Department of Education.  We must learn English to 

understand the people around us” (Hostetler & Huntington, 1967, p. 98).  Not only do the 
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Hutterites expect the learning in English school to happen because it is required by the 

Department of Education, they also view the learning of English as necessary for 

communication with people in the outside world.  Now that I have explained who and 

how the Hutterite population came to Saskatchewan, the English school on the Hutterite 

colony and the role of the English teacher, I turn to the literature to build background 

knowledge of the languages used by Hutterites. 

Background of Hutterian Languages 

 The Hutterites have three languages: Hutterisch, High German and English.  

Children learn to speak Hutterisch in the home and in colony daily life.  Once they reach 

school age, they are taught to read and write High German from the Bible in the German 

school and read and write English from the provincial curriculum in the English school 

(Hostetler, 1997).  In this section, I explain the Hutterisch language, its background and 

the place it has in the colony.  Following that, I expand on High German as distinct from 

Hutterisch, its background and the role it has in the colony.  Finally, I conclude with the 

role of English on the colony in relation to the monolingual English teacher in the 

English school.  

 Hutterisch is an oral tradition of Austro-Bavarian dialect of Upper German 

(Waldner, 2010) that is derived from the German dialects spoken in the Alpine regions of 

Tyrol and Carinthia in Austria.  Hutterisch is spoken by the Hutterites in North America, 

the first language that is learned from birth and the language that is used to communicate 

with other Hutterites every day (Janzen & Stanton, 2010; Katz & Lehr 2012).  The 

language has been influenced by the various places where Hutterites have lived including 

the Slavic areas, in Transylvania (Romania), in Ukraine, and in North America 
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(Hostetler, 1997).  Examples of the influences of the languages of Ukrainian and 

Romanian include: tscheinik (teapot), pusternak (parsnip), tchabadan (suitcase), gugarutz 

(corn), worsch (beet soup), gasa (potato soup), and kratzavitz (cucumber) (Katz & Lehr, 

2012).  Examples of how the English language has influenced the Hutterisch vocabulary 

include matchstankle (matchsticks) and behalf di (behave yourself) (Katz & Lehr, 2012).  

Many English words used by the Hutterite people when they speak Hutterisch center 

around technology and economic habits not common to them before coming to 

Saskatchewan (Hostetler & Huntington, 1967).  While these examples explain how other 

languages have influenced Hutterisch, Janzen & Stanton (2010) describe Hutterisch as 

the distinction that creates a boundary for the Hutterite people between sacred and secular 

spheres of existence:   

 To the Hutterites, Hutterisch grammar and syntax declare a worldview that they 
 want to keep, a distinctive culture that is imbued with spiritual connotations.  
 They believe that retaining Hutterisch helps preserve cultural and religious 
 singularity and is a constant identifier and public witness.  Its use enforces the 
 distinctiveness of the Hutterite way of life. (Janzen &Stanton, 2010, p. 147).   

While the spoken language of Hutterisch helps distinguish the Hutterite way of life, the 

ability to read and write in High German is another way that preserves the distinctiveness 

of the Hutterite way of life and is explored in the following paragraph.  

 High German is the language in which the personal bibles of the Hutterites are 

written and it is the language of their daily worship in their hymns, prayers and sermons 

in church (Hostetler & Huntington, 1967).  The sermons read in church consist of 

passages from a handwritten Bible in the High German script followed by a seventeenth-

century interpretation of each text which is also copied in the same High German script 

(Peter, 1987).  The Hutterites believe that this dedication to the gothic German 
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handwritten sermons keeps every Hutterite true to the Word of God (Hostetler, 1997).  

The German school teacher is responsible for teaching the reading and writing of this 

High German script in German school to students between the ages of six and fifteen 

(Janzen & Stanton, 2010).   

 In searching for information about the written script, I learned that the High 

German script is the Fraktur alphabet writing system described as a written German script 

style.  It used for printed and written German from the 16th century until 1940 (Fraktur, 

n.d.).  The name Fraktur comes from Latin and means broken script because its 

ornamental curlicues break the continuous line of a word (Fraktur, n.d.).  In German it is 

usually called the deutsche Schrift (German script).  With a better understanding of the 

spoken language of Hutterisch and written language of High German for the Hutterites, I 

describe the role of English in their lives.  

 Janzen and Stanton (2010) explain how the Hutterites arrived in North America, 

“After originating in Austria in 1528, thriving institutionally in Moravia and Slovakia, 

reestablishing communities in Ukraine following near extinction in Transylvania and 

Wallachia, the historically persecuted Hutterites fled to North America [United States] in 

the early 1870s” (p. 32).  Because they fled to a country that has English as the official 

language, the Hutterites learned English as a means to understand the outsiders around 

them (Hostetler & Huntington, 1967; Katz & Lehr, 2012).  When the Hutterites moved to 

Saskatchewan, the law stated that their children from ages six to fifteen had to be taught 

the provincial curriculum in English by a provincially certified teacher (Hostetler, 1997; 

Janzen & Stanton, 2010; Katz & Lehr, 2012).  Recognizing the value of the English 

school for learning the language of English, literacy and math skills, the Hutterites 
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believe that the students have sufficient mastery of these skills by the age of fifteen and 

negotiated with the province to acknowledge the student’s fifteenth year as one of 

vocational preparation and the sixteenth year as legal age to discontinue formal education 

(Hostetler, 1997).  Thus, Hutterian students are exempt from attending English school the 

day they turn fifteen (Peter, 1987; The Education Act, 1995).   

 In some instances, colonies may independently choose additional English school 

education for their students but, generally speaking, fifteen is seen as the beginning of 

adulthood and with that comes work responsibilities on the colony that prepare them for 

life on the colony (Janzen & Stanton, 2010).  English, then, is the secular language of the 

Hutterites and represents communicating with the outside world and communicating in it 

for business reasons while Hutterisch and High German are their ethnic languages that 

serve to preserve their isolation from the outside world (Katz & Lehr, 2012).  

 In summary, the language of English has a minimal purpose on a Hutterite colony 

for the adult membership in comparison to Hutterisch and High German.  Hutterisch is 

their regular way of communicating day to day as they work while High German is the 

language in which they worship (Hostetler & Huntington, 1967).  English is incidental 

and serves the purpose of interaction for business dealings (Janzen & Stanton, 2010).  

While children ages six to fifteen are immersed in English for five hours of each week 

day as they learn and attend English school, they use Hutterisch for work and play and 

High German for German school and worship (Katz & Lehr, 2012).  I have briefly 

introduced the concept of the English school and the three languages of the people but 

refer the reader to the work of Katz and Lehr (2012) for a broader and deeper 

understanding of the Hutterite people.  Completing the descriptions of Hutterites’ schools 
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and languages, I turn to the academic literature which examines the significance of the 

linguistic identities of monolingual English-speaking teachers.  

English-speaking Teacher 

 Keeping in mind that the research question for this study is, “How do 

monolingual English teachers on a Hutterite colony appreciate the language repertoire of 

their students?”  I have described the English school in the Hutterian context and the 

background of Hutterian language in light of available academic literature.  As a third 

area I began with researching the academic literature in the areas of prescriptive and 

pluralistic teacher views of language.  These three conversations initially informed my 

research design, interview questions and prompts during the interviews.  As I moved 

through the data analysis stage, I found myself unable to relate the initial literature review 

to my data and returned to the methodology sources only to discover that Glesne (1999) 

says that in qualitative inquiry, reviewing the literature is an ongoing process that cannot 

be completed before data collections and analysis.  Recognizing my need for reviewing 

more literature in relation to my collected data, I present an understanding of a third area 

for this study in the ongoing conversation about the role of monolingual English teachers’ 

classrooms with linguistically diverse students.  I begin with a brief review of the 

literature in the area of prescriptive and pluralistic teacher views of language which 

guided the interview process. 

 I use the phrase teacher views of language as a way to describe the attitudes 

teachers have about student language.  A prescriptive view of language and a pluralistic 

view of language are two ongoing conversations in the literature.  A prescriptive view 

considers English as the standard language (Bowie & Bond, 1994; Cecil, 1988; Choy & 
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Dodd, 1976; Di Giulio, 1973; Eller, 1989; Giles & Billings, 2004; Kachru, 2006; Purcell-

Gates, 2002; Seligman, Tucker & Lambert, 1972; Sharifian, 2008; Stubbs, 2002; 

Woodworth & Salzer, 1971) while a pluralistic view describes a view of language 

varieties as equal with no one language as standard (Blake & Cutler, 2003; Cook, 2007; 

Covington, 1975; Garcia, 2009; Garcia & Kleifgen, 2010; Gutierrez & Orellana, 2006; 

Karabenick & Noda, 2004; Lanehart, 1998).  Given the interest in the research question 

about the views monolingual English teachers have of their trilingual colony students, 

these conversations guided the interview questions as well as the prompts throughout the 

interviews.  In analyzing the data it became evident that I could not relate the data to the 

conversation about prescriptive or pluralistic views of language because the participants 

did not describe their views in that way.  Their descriptions and stories prompted me to 

research a construct that I refer to as teacher as monolingual English teacher.  That 

conversation, as I have teased it out of the literature, follows. 

 I use the term teacher as monolingual English teacher to describe a monolingual 

English-speaking educator in the classroom.  She is responsible for delivering the 

provincial curriculum in English to students who have three languages with English as 

their third language.  Because I was challenged to find an academic conversation specific 

to my term, I cast my net wider as suggested by Glesne (1999) and found two ongoing 

conversations that would inform this thesis, one in the area of terminology and the other 

in the area of mainstream classroom teachers and English language learners.  An 

explanation of each conversation follows beginning with the area of terminology. 

  

 



21 
 

 Terminology. 

 Terms such as postcolonial theory, white settler society, British Imperialism and 

othering are influential in understanding teacher as monolingual English teacher in the 

context of the colony English school in the province of Saskatchewan.  Just as 

understanding these terms helped me identify myself as a privileged white settler in the 

province of Saskatchewan, they help explain some participant data in this study.  

Postcolonial theory explains how colonial pasts and historical events continue to 

construct identities, privilege and inequity in settler societies (Sterzuk, 2011).  While 

providing a lens for critiquing education in settler societies, postcolonial theory 

acknowledges:   “settler society as a historically constructed racial hierarchy; the 

importance of practicing reflexivity and developing critical literacy (or participating in 

deconstruction); and race as a social construct” (p. 39).  Sterzuk further explains how 

understanding postcolonial theory helps understand racial and linguistic inequity: 

 Postcolonial theory helps us to understand the continuing relevancy of 
 colonialism in  terms of economic oppression and exploitation and as a form of 
 cognitive imperialism that leads to societal hierarchies as well as racial and 
 linguistic inequity (p. 43). 

Saskatchewan is a white settler society influenced by British Imperialism.  While white 

settler refers specifically to settlers of European descent and white settler societies 

describe societies established on non-European soil (Sterzuk, 2011), British Imperialism 

explains the influence on white settler societies to “serve as overseas extensions and 

replicas of British society” (Stasiulis & Yuval-Davis as cited in Sterzuk, 2011, p. 2).  

Although the term white in white settler societies is a concept to explain white identity 

and includes being white, middle-class, able-bodied, straight, Christian and English-

speaking (St. Denis &Schick, 2003), a particular shade of white is a description used by 
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Schick to describe ethnic minority white settlers in Saskatchewan (as cited in Sterzuk, 

2011, p. 69).  Othering describes whiteness as the privileged society against which others 

are judged as ‘not white/not quite’ (Bhabha as cited in St. Denis & Schick, 2003).   

 I introduce these terms because I want to put forward the argument that Hutterite 

people are othered as a particular shade of white in a white settler society because they 

have the language of Hutterisch and High German which is not the perceived legitimate, 

dominant language of English.  In addition to building terminology to support this study, 

I review literature in the area of mainstream teachers and English language learners and 

address that literature in the next paragraph. 

 Mainstream classroom teachers and English language learners. 

 I found a growing body of literature from the United States that focused on 

mainstream teachers who have English language learners in their classrooms.  I recognize 

similarities between my interest in monolingual English teachers and the mainstream 

teachers in that both groups teach in the language of English with the difference being 

that my monolingual English teacher has an entire class of English language learners 

while the mainstream teacher from the literature has some English language learners in 

the class.  One focus I chose in the literature review is the practices and preparation of the 

mainstream teacher to address the needs of the English Language Learner.  That literature 

is useful in shaping an understanding of the participants in this study.  While that 

literature addresses the teacher in the context of the research question, I share literature 

that addresses terminology to explain language learners to build my argument for 

recognizing the trilingual language repertoire of the Hutterian students.  The current 

research is shared in the next paragraph. 
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 de Jong and Harper (2005) use the term just good teaching (JGT) to describe 

pedagogical strategies such as activating prior knowledge, using cooperative learning, 

process writing, graphic organizers and hands-on activities.  They believe that a JGT 

approach is not good enough to teach English language learners because it does not take 

into account the linguistic and cultural diversity of the learners.  In an effort to move 

teachers beyond JGT, He, Prater and Steed (2013) designed and delivered professional 

development sessions to one school district in the United States that included ESL and 

classroom teachers based on their framework to address the linguistic and cultural needs 

of diverse learners.  The teacher feedback on the quality of the professional development 

sessions, the growth of teacher knowledge and the analysis of the ESL student 

performance data indicated the value of the professional development sessions.  He, 

Prater and Steed conclude that to prepare all students for academic success, all teachers 

working with ESL students need to have knowledge of language and culture and skills in 

collaboration, leadership and critical reflection.  Leavitt (2013) adds to this body of 

literature with a study that focuses on the instructional strategies that teachers use to 

encourage language development for English language learners in the mainstream 

classroom while meeting academic requirements.  While her participants were more 

familiar with JGT practices than they were with practices that support English language 

learners, she concludes that there is a lack of ESL training among the mainstream 

classroom teachers in her study.  Roy-Campbell (2013) addresses the need for training of 

classroom teachers and presents a study that suggests that those who prepare classroom 

teachers need to formally prepare teachers to meet the needs of ELL students.  Although 

the focus of her study is generalist English language arts teachers working with ELL 
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students in their classroom, Roy-Campbell feels the implication should be extended to 

other teachers because all teachers are teachers of literacy.  The ideas of JGT practices 

and practices and preparation of teachers that support English language learners are 

helpful in shaping an understanding of the participants I will introduce in the next 

chapter. 

 While the previous literature focuses on the teacher of English language learners,  

Garcia and Kleifgen (2010) have done research and writing in the terminology of labeling 

the English language learners.  They see the term English language learner as a negative 

label that has different connotations and problems.  Garcia and Kleifgen prefer the term 

emergent bilinguals because the term suggests students are viewed for their potential to 

become bilingual and not limited with only a focus on English learning.  Developing an 

understanding of this terminology is important for teachers because in acknowledging 

student potential to become bilingual, the teachers move away from perpetuating 

inequities in the education of these children.  Teachers can build the home languages and 

cultural practices of the students as strengths when they embrace and understand the 

terminology of emergent bilingual.  Garcia and Kleifgen believe that all educators, 

including the mainstream teacher, can draw upon the bilingualism of their students for a 

meaningful education.  These findings from the work of Garcia and Kleifgen are useful to 

the arguments of my thesis because the language repertoire of the students in Hutterian 

contexts impacts the monolingual English teachers.  

 In this chapter I reviewed the literature that informed my question, guided my 

prompting during the interview stage and informed my analysis.  The topics included 

English school in Hutterian contexts, background about Hutterian languages and teacher 
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as monolingual English teacher.  The topics provided background information for 

understanding Hutterian contexts, Hutterian languages and shaping an understanding of 

the monolingual English teachers in this study.  In addition, the literature review served 

to demonstrate the need to fill a gap in the literature.  A study serves a purpose of adding 

or filling a gap or providing a voice for individuals not heard in the literature (Caswell, 

2007).  I see the scholarly rationale for this study as filling a gap in the literature about 

the English School on the Hutterian colony and an understanding of the student language 

repertoire from an English teacher perspective.  There is room in the literature of 

mainstream teachers and English language learners to add the voice of a monolingual 

English teacher with trilingual students in a colony context.  Having completed the 

literature review, I move onto the next chapter to explain in detail the steps involved in 

gathering data for this phenomenological study.  
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CHAPTER THREE: METHODOLOGY 

 What is being presented here is but one possible manner of phenomenologically 
 analyzing data.  It is presented more as an attempt to sensitize the researcher to a 
 number of issues that need to be addressed in analyzing interview data rather than 
 as a ‘cookbook’ procedure.  Giorgi (1971) strongly emphasizes that any research 
 method must arise out of trying to be responsive to the phenomenon.  No method 
 (including this one) can be arbitrarily imposed on a phenomenon since that would 
 do a great injustice to the integrity of that phenomenon.  On the other hand, 
 there are many researchers who simply have not had enough philosophical 
 background to begin to even know what ‘being true to the phenomenon’ means in 
 relation to concrete research methods.  The following guidelines have arisen out  
 of a number of years of teaching phenomenological research classes to graduate 
 psychology students and trying to be true to the phenomenon of interview data 
 while also providing concrete guidelines (Hycner, 1999, p. 143). 

 I am appreciative that Hycner recognized the fact that many researchers (of which 

I am one) have not had enough philosophical background to even know what ‘being true 

to the phenomenon’ means in relation to concrete research methods and created a 

guideline.  Although I briefly introduced my choice of phenomenology as a methodology 

in Chapter One, in this chapter I focus on the details of designing, collecting and 

describing the data for this study and use Hycner’s guideline as a source. 

 I begin this chapter with an explanation of why I chose to conduct a qualitative 

study.  Before I describe the qualities that make qualitative approach an appropriate 

choice for my research, I define the problem that brought me to this study.  I want to 

identify understandings and misunderstandings that occur with the language differences 

between teacher and students in Hutterian English school contexts.  Being mindful of the 

problem, I outline four qualities of the qualitative approach that make it an appropriate 

choice for research: (a) when the problem needs to be explored, (b) when a complex, 

detailed understanding is needed, (c) when the researcher wants to write in a literary, 

flexible style, and (d) when the researcher seeks to understand the context or settings of 

participants (Creswell, 2007).  I now address each quality in relation to my problem.  
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 First, as a teacher, and as a monolingual English speaker, I identify the problem I 

want to explore when I recognize my personal challenges in the area of language in my 

current teaching context with trilingual students whose third language of English is my 

only language and the one in which I deliver the curriculum.  Secondly, a complex, 

detailed understanding of my question establishes whether this problem that I have needs 

further investigating or whether an understanding is sufficient for informing practice 

from this study.  Third, the opportunity to write in a literary, flexible style is a style that 

appeals to me as a researcher.  Fourth, and finally, I seek to understand the context of the 

participants of this study who are monolingual English teachers with trilingual students in 

a colony setting so that I can enhance my own teaching with this knowledge.  Confident 

that qualitative research was the best method for my research, I then identified 

phenomenology as the approach that best fit for me. 

 A phenomenological study describes the meaning of a similarly lived experience 

of a concept or phenomenon for several individuals (Rossman & Rallis, 2003; Creswell, 

2007).  Van Manen broadens the understanding of phenomenology when he explains that 

phenomenology is the systematic attempt to uncover and describe the structures, the 

internal meaning structures of lived experience and believes that the essence or nature of 

an experience has been adequately described in language if the description awakens or 

shows us that lived quality and significance of the experience in a fuller or deeper manner 

(1990, p. 10).  It is this meaning, the “essence”, the phenomenon of the monolingual 

English teacher with students who have three languages that I wish to study, describe and 

understand.  But, the following description confirmed my decision to choose the 

approach of phenomenology:   
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 Phenomenology is a tradition in German philosophy with a focus on the essence 
 of lived experience.  Those engaged in phenomenological research focus in depth 
 on the meaning of a particular aspect of experience, assuming that through 
 dialogue and reflection, the quintessential meaning of the experience will be 
 revealed.  Language is viewed as the  primary symbol system through which 
 meaning is both constructed and conveyed (Holstein & Gubrium, 1994).  The 
 purposes of phenomenologic inquiry are description, interpretation, and critical 
 self-reflection into the “world as world” (Van Manen, 1990, p. 5).  Central are the 
 notion of intentionality and caring.  Throughout, the researcher engages in critical 
 self-reflection about the topic and the process (Rossman and Rallis, 2003, p. 97). 

From that description of phenomenology, I saw myself focusing in depth on the meaning 

of being a monolingual teacher with trilingual students through dialogue and interviews 

with colleagues of the same experience.  I saw myself intentional and caring throughout 

the interview process but always critically self-reflecting about the topic and the process.   

 Having explained why qualitative and why phenomenology as the chosen method, 

I go on to the details of the methodology of the study.  First, I elucidate the participant 

recruitment and data collection process and then I outline the process used for analyzing 

the data.  

Participant Recruitment and Data Gathering Procedure 

 The participants of this study are Ruth, Grace, Kate, Claire and Joan who are five 

monolingual female English-speaking teachers who currently teach (and have for more 

than five years of experience) in Hutterite colony schools in the same Saskatchewan 

school division.  I begin with an explanation of phenomenological interviewing, the 

reason for choosing five participants, the details of the recruitment process and how 

initial contact was made.  I then explain a pilot study I conducted.  Finally, I share the 

data gathering procedure as it was intended as well as how it evolved. 
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 Interviewing and more specifically phenomenological interviewing is my choice 

for gathering data.  Phenomenological interviewing is a specific type of in-depth 

interviewing.  Rossman and Rallis (2003) state:   

 This form of interviewing is a specific type of in-depth interviewing grounded in 
 the theoretical genre of phenomenology.  As noted in Chapter 4, phenomenology 
 is the study of participants’ lived experiences and worldviews.  Phenomenology 
 assumes that shared experiences have an effable structure and essence.  
 Interviewing elicits people’s stories about their lives (p. 190).   

Thus, the stories that are shared by the participants in regard to my question are assumed 

to have an expressible structure and “essence”.  The distinguishing features of in-depth 

phenomenological interviewing include a series of three separate interviews with each 

participant with a focus on life history in interview one, the details of the experience in 

interview two and a reflection on the meaning in interview three (Seidman, 2006).  

Rossman and Rallis and Seidman support the recording and transcribing of interviews.  

Seidman further explains that the process of transcribing to be time consuming, 

estimating that it could take four to six hours to transcribe a ninety-minute tape.  Bearing 

this in mind, I chose five participants to keep the amount of data manageable.  Before 

initial contact was made with the participants, approval from the University of Regina 

Research Ethics Board and the school division were obtained (see Appendices A and B 

for a copy of the approvals).   

 Because I knew all the possible participants and I did not want to influence their 

response, the initial contact to invite participation in the study was handled by my 

advisor, Dr. Andrea Sterzuk.  I created a list of teachers that met the criteria for my 

intended purposeful sampling: a monolingual female English teacher in a colony context 

with more than five years of colony teaching experience.  I chose female teachers to 
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maintain the lived experience across one gender and chose more than five years of 

teaching experience to maintain some consistency across the colony teaching position.  It 

has been my observation that colony staffing is dynamic but the teachers that remain 

longer than five years as a colony teacher embrace teaching Hutterite students.   

 Dr. Sterzuk sent the initial email invitation for participation to the first five names 

on the possible participant list.  This email included the initial email script from me (see 

Appendix C for a copy of the email script) and a lay summary.  Glesne (1999) explains a 

lay summary as a written presentation that explains who the researcher is, what the 

researcher is doing, and what role the researcher wants the participant to play in the 

research  (See Appendix D for a copy of the lay summary).  Within the context of the 

initial email, the possible participants were given the option of replying to me directly by 

email.  After receiving a positive reply directly, the participant and I agreed upon an 

initial interview time and, before beginning the interview process, each participant read 

and signed a consent form (see Appendix E for a copy of the consent form). 

 In addition to the idea of a lay summary, Glesne (1999) proposes the use of a pilot 

study to test aspects of proposed research.  Although a pilot study is under-discussed and 

under-utilized in research, according to Sampson (2004), the benefits of doing one are 

invaluable.  Sampson not only encourages the use of a pilot study to refine the questions 

for the interview, text observation techniques, and facilitation of the proper direction of 

research lines of enquiry, he insists that the data collected be part of the analysis.  I chose 

to have one of the five participants as a pilot study.  The experience gave me valuable 

information as a researcher in refining and prompting the interview questions as well as 

time management in scheduling the interviews.  I came to agree with Sampson and chose 
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to include the pilot study as part of the data collection and do not identify which 

participant is the pilot study. 

 As outlined by Seidman (2006), the data gathering procedure was to be a series of 

three recorded in-depth, intensive interviews per participant.  Each interview was to use a 

60-minute format and was to be spaced three days to a week apart.  After doing the pilot 

study, it became apparent that sixty minutes for each interview was too long because 

there was not enough in the questions or the prompts to talk for sixty minutes.  Thirty 

minutes was more realistic.  Because the interviews were arranged for a time and place 

either in or near the home of the participant, my drive time to the interview locations was 

an average of two hours one way.  To utilize my time more efficiently, I asked the 

participants if we could change the three separate sixty minute interviews into three thirty 

minute interviews at one sitting with a five minute break in between each interview.  

Each participant agreed. 

 Having established the process of what the interview sessions looked like, I turn 

to the content of the interviews.  Personal experience as well as a language profile 

questionnaire by Val Mulholland (personal communication, September 17, 2012) 

directed the development of the open-ended, guiding interview questions (see Appendix 

F for a copy of the questions).  Although it was only the pilot study that had three 

separate interviews, the guiding questions refer to the three parts of the interview as 

Interview One, Interview Two and Interview Three.  Interview One focuses on the life 

history of the participant relative to the topic of coming to be a monolingual English 

teacher in a colony setting and her personal understanding of language.  Interview Two 

focuses on the details of the participant’s present lived experience about her views of the 
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language repertoire of the students.  Interview Three focuses on a reflection of the 

meaning of her experience being monolingual with bilingual students.  A copy of each set 

of interview questions was given to the participant during the interview to serve as a 

visual prompt.  I provided verbal prompts when expansions or clarifications were 

necessary to provide a deeper understanding of her thinking.  This completes the 

explanation of the participant recruitment and data collection procedures.  The next 

section addresses the data-analysis procedures. 

Data-Analysis Procedures 

 Phenomenologic analysis requires that the researcher approach the texts with an 

open mind, seeking what meaning and structures emerge (Rossman & Rallis, 2003).  In 

keeping an open mind and seeking the meaning of what my participants shared, I 

followed the guidelines of analyzing phenomenologic interview data as presented by 

Hycner (1999).  Hycner acknowledges the reluctance on the part of phenomenologists to 

focus too much on specific steps but believes there are many researchers who need 

guidance to what issues need to be addressed in analyzing interview data.  I formatted his 

guidelines into three areas of preparing the data for analysis, delineating the units into 

meaning and reporting the data.  While reporting the data occurs in the following two 

chapters, the preparation of the data for analysis and the delineation of the units into 

meaning follow in this section.  I begin with the preparation of the data which includes 

transcribing the interview data and bracketing my personal presuppositions.   

 There are a variety of perspectives on methods of transcription.  Seidman (2006) 

claims the ideal solution is to hire a transcriber because the work is so demanding, while 

Rossman and Rallis (2003) claim it is better to do your own transcribing because it 
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familiarizes you with the data, provides insights and stimulates analytic thinking.  I chose 

to transcribe the data myself for the very reasons of familiarizing myself with the data 

and stimulating analytic thinking.  I transcribed each participant’s interview completely 

before moving onto the next participant’s interview.  When all the interviews and 

transcriptions were completed, a copy was emailed to each participant as a form of 

member checking.  Member checking is sharing interview transcripts, analytical 

thoughts, and/or drafts of the final report with research participants to make sure you 

represent them and their ideas accurately (Glesne, 1999).  I asked each participant to read 

the transcriptions for accuracy.  I made myself available for a second interview upon 

request and asked each participant to send a return email with ‘transcript acceptable’ in 

the subject line if she acknowledged the transcription as correct.  All five participants 

sent a return email with ‘transcript acceptable’ in the subject line and there were no 

requests for a second interview. 

 Bracketing, as described by Hycner (1999), is suspending as much as possible the 

researcher’s meanings and interpretations and entering the world of the unique individual 

who was interviewed.  Hycner cautions that a researcher use the matrices of the 

participant’s world-view in order to understand the meaning of what the participant is 

saying rather than what the researcher expects that person to say.  As suggested by 

Hycner, I listed my presuppositions: (a) All colony teachers know that Hutterian children 

speak German; (b) All colony teachers are interested in the language differences between 

themselves and their students; (c) All monolingual English teachers recognize the fact 

that they are monolingual;  (d) Not all colony teachers teach on a colony because they 

want to but because the position was assigned to them; (e) Not all colony teachers 
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recognize the language of colony students as Hutterisch, High German and English; (f)  

Colony teachers are considered of less value than colleagues who teach in non-Hutterian 

settings by the non-Hutterian colleagues.  By acknowledging my presuppositions, I 

prepare myself to be open to the possible meanings that emerge from my participants.  

With the description of transcribing the data and bracketing my presuppositions 

complete, I move to the description of delineating the data to ready it for reporting.  

 Within the delineation of the data, I recognize three stages in the process: 

delineation of units of general meaning; delineation of units of meaning relevant to the 

research question; and clustering the units of relevant meaning.  To further understand 

delineation, Hycner explains: 

 At this point the interview has been transcribed, the researcher has bracketed 
 his/her presuppositions as much as possible and has tried to stay as true to the data 
 as possible, as well as gotten a sense of the whole of the interview as a context.  
 The researcher is then ready to begin the very rigorous process of going over 
 every word, phrase, sentence, paragraph in the transcript in order to elicit the 
 participant’s meanings  (1999, p. 145).   

I began to read and reread the transcripts, one participant at a time, to find the units of 

meaning within the conversations.  Choosing the units at each stage was an arduous, but 

beneficial and necessary task.  I worked through the stages of delineation from start to 

finish with each participant before moving on to the next participant to support the 

development of a deeper understanding of the lived experience of my participants in 

relation to my research question.  I describe the three stages of delineation in the 

following paragraphs.  

 Using a computer word processing program, I made a two column table and 

copied and pasted the transcription into the first column.  I used the second column to 

delineate the units of general meaning.  At this point, the delineation does not address the 
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research question but is a process of getting at the theme of the meaning that was 

expressed by the participant.  The units of general meaning stay very close to the literal 

data so, as I read the transcription in column one, I copied and pasted what I determined 

as units of general meaning into column two. 

 Hycner (1999) considers delineating the units of general meaning as the 

beginning of a very critical phase in the explication of data.  I addressed all the units of 

general meaning that were listed in column two in reference to my research question, 

“How do monolingual English teachers on a Hutterite colony appreciate the language 

repertoire of their students?”  When a unit of general meaning responded to or 

illuminated the question, I copied and pasted it into the third column.  Once I completed 

all the units of meaning relevant to the research question, I labeled each unit in column 

three with the interview number – 1, 2, or 3.  Within each interview, I numbered the units 

chronologically as each occurred in the original interview.  This numbering system 

served as an organizational tool when it came to the reporting stage where the units were 

in clusters of relevant meaning and out of context to their general meaning. 

 At this stage, I looked at the units of relevant meaning for each individual 

participant to determine what units of relevant meaning naturally cluster together.  I 

created a two column table for each participant, placing the units of relevant meaning in 

the first column.  As I read each unit of relevant meaning from column one, I created 

cluster titles from the participant language and sorted each unit of relevant meaning into a 

cluster unit of relevant meaning in column two.  What I looked for was a common theme 

that united several discrete units of relevant meaning.  Hycner (1999) describes a specific 

“essence” as, “Such an essence emerges through rigorously examining each individual 
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unit of relevant meaning and trying to elicit what is the essence of that unit of meaning 

given the context” (p. 150).  I elicited the units of relevant meaning from the data in 

relation to the context of the research question and labeled them under cluster titles (see 

Appendix G for a collation of the cluster titles for each participant).   

 With the goal of suspending my presuppositions and was being true to the 

meaning of the participants’ words, I engaged in a constant process of going back and 

forth from the transcript to the units of relevant meaning to the clusters of meaning.  

When personal doubt entered the process as to whether I was being true to delineating the 

units to the clusters, I reminded myself of Hycner’s guideline: 

 It should also be mentioned that another researcher might come up with slightly 
 different clusters.  Given that there is more room for different perspectives here 
 and differing levels of skill and experience, there are bound to be some 
 differences of opinion” (1999. p. 153).   

With that in mind, I was satisfied with my clusters of units of relevant meaning.  In the 

next chapter, I present the interview data and I also provide individual profiles of each 

participant.  Before moving to that chapter, I address what Hycner (1999) refers to as 

Thoughts before Proceeding as part of his guideline for data analysis.  

 Thoughts before Proceeding 

 Hycner (1999) uses terms such as generalizability, validity, absence of 

interpretation and comprehension theory to address issues, questions or criticisms to 

address challenges about phenomenology as a methodology from outside of qualitative 

research that he has experienced when using the phenomenological research method and 

suggests that every phenomenological researcher must be able to address these issues.  I 

conclude my methodology chapter by addressing these issues in relation to my research 

question. 
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 Hycner (1999) recognizes the criticism from experimentally-oriented researchers 

in the area of generalizability who believe the results only apply to the participants and 

cannot be generalized.  He agrees in a strict sense that results may not be generalizable 

but, “they are phenomenologically informative about human being in general” (p. 157).  

It is specifically this informative aspect about human being [my emphasis] that I want to 

be true to in understanding monolingual English teachers’ appreciations of their colony 

student languages and I approach the data as much as possible. 

 Validity as an issue is addressed in whether the data accurately represents or 

captures the phenomena being studied.  In my study, it is the phenomena of a how a 

monolingual English teacher appreciates the language repertoire of her colony students.  I 

turn to Hycner (1999) to address the issue of validity with my data and he suggests five 

different levels of validation beginning with the participants themselves.  My participants 

were given two opportunities to review the interview data in this study.  The first 

opportunity was the raw interview data where the information was transcribed exactly as 

it occurred and the second opportunity was after the data was written into a personal 

profile and across participants in common categories.  Each participant signed a transcript 

release form to confirm acceptance of the data as valid (See Appendix H for a copy of the 

transcript release form).  The second level is the researcher herself where upon the 

researcher evaluates whether the findings ring true.  I addressed this initially during the 

interview process when I needed clarification in my understanding of what the participant 

said and meant.  The third level is to have the findings evaluated by the research 

committee.  My advisor serves this role as I have discerned the data through the questions 

and prompts that she used to help me reflect upon the data.  The fourth level is to check 
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the findings against the current literature; to what degree do the findings fit in or not fit in 

with the tradition of literature in the area.  Checking the findings against current literature 

is addressed in the next chapter when the opportunity arises in relation to the data.  

Finally, the researcher needs to submit the findings to the scientific community and the 

lay community.  The completion of the thesis puts the findings in the hands of the 

scientific community.  I recognize the immediate lay community as fellow teachers who 

teach on a Hutterite colony.  There is an annual convention that provides an opportunity 

for sharing of the findings with them. 

 According to Hycner (1999), the phenomenological researcher’s primary 

responsibility is to understand, and as much as possible not [my emphasis] to interpret 

according to some already developed theory.  This word not has caused much thinking 

for me in the data analysis step of this research.  I begin the data analysis by bracketing 

my personal meanings and interpretations to enter the world of the participants knowing 

that my experiences have some impact on how I analyze the data.  This bracketing is 

easily done for the individual summaries but when I begin to compare the themes across 

the participants, my thinking becomes troubled and I recognize the need to address the 

common themes from an interpretative perspective.  With guidance and direction from 

my advisor, I sought a more current understanding of the data analysis step of 

phenomenology.  According to Finlay (2009), there is a debate surrounding the best way 

to carry out phenomenological research methods including the questions, “To what extent 

should interpretation be involved in our descriptions?” and “Should we set aside or bring 

to the foreground researcher subjectivity?” (p. 6).  Because it is a debate with valid 

reasoning on both sides, I choose to not only describe but interpret some of the data as 
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well as bring my researcher subjectivity to the foreground on occasion.  I agree with 

Garza (as cited in Finlay, 2009) that the strength of the phenomenological method is, 

“The flexibility of phenomenological research and the adaptability of its methods to ever 

widening the arcs of inquiry is one of its greatest strengths” (p. 18).  I engage in the 

adaptability of the phenomenological method because I want to be true to the meanings 

of my participants without judgment on my part but I also want to be true to my learning 

and my self-reflective journey.  With these issues of concern about the phenomenology 

method addressed, I finish the explanation of the methodology of this study and proceed 

to reporting of the data. 

 To conclude, this third chapter explains the details of the methodology of this 

study with attention to the participant recruitment and data gathering procedure as well as 

the data analysis procedures.  The next chapter is the first part of reporting the data 

analysis where the participants are introduced as individuals in the context of the research 

question, while Chapter Five is the second part of the reporting of data analysis and 

describes the themes across participants.   
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CHAPTER FOUR: DATA ANALYSIS PART 1 

 INDIVIDUAL SUMMARIES OF PARTICIPANTS 

 ‘The essence or nature of an experience has been adequately described in 
 language if the description reawakens or shows us the lived quality and 
 significance of the experience in a fuller or deeper manner’ (Van Manen, 1990, p. 
 10).   

 While the previous chapter described the details of the data collecting for this 

study, the descriptions of the individual summaries of the participants in this data analysis 

chapter show the lived quality of each participant.  Rather than compare the findings to 

the literature review in the final chapter as is often done in a phenomenology study, I 

compare the findings as they are addressed within the data analysis chapters.   

 This chapter provides individual summaries for the five participants of the study: 

Ruth, Grace, Kate, Claire and Joan.  The purpose of the individual summary in 

phenomenology research is to, “give a sense of the whole as well as to provide the 

context for the emergence of the themes” (Hycner, 1999, p. 153).  Hycner expands the 

thinking of a sense of whole by quoting Ellenberger: 

 Whatever the method used for a phenomenological analysis the aim of the 
 investigator is  the reconstruction of the inner world of experience of the subject.  
 Each individual has his own way of experiencing temporality, spatiality, 
 materiality, but each of these  coordinates must be understood in relation to the 
 others and to the total inner ‘world’ (1958, p. 116). 

I write individual summaries as a way of introducing the reader to the inner worlds of 

each of the participants in relation to her perspective of being a monolingual English 

teacher in the context of a classroom with students who have three languages with 

English as the third language.   

 Ruth, Grace, Kate, Claire and Joan are pseudonyms for the participants.  In the 

individual participant summary, I describe the current colony teaching context of each 
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participant.  The individual summary includes her grade combination and the sect of 

colony at which she teaches.  With the exception of one participant, I specify the details 

of the kindergarten program for each participant because during the course of the 

interviews, it became apparent that kindergarten was the first place the participants began 

their journey with the English portion of the student language repertoire and this was 

important in their understanding of the language piece in their context of monolingual 

English teacher with trilingual students.  I also describe how the participant applied for 

the teaching position on the colony and share each participant’s response to the question 

of whether the language of the colony students was a concern when starting the colony 

position.  I move on to describe each participant’s personal understanding of language 

and then conclude with a unique, personal story that aids in establishing the inner world 

of each participant in relation to the research question, “How do monolingual English 

teachers on a Hutterite colony appreciate the language repertoire of their students?”   

 Also, throughout the individual summaries, when participant words or phrases 

raise a red flag for me, I take the opportunity to reflect on why because self-reflection, as 

well as the lived experiences of individuals, is a purpose of phenomenology (Rossman & 

Rallis, 2003).  Red flag is a term I use to describe the words or phrases that trouble my 

thinking particularly in the area of white settler society and postcolonial theory.  As 

mentioned in Chapter One, I remember the moment that I realized that I, unknowingly, 

was a member of the privileged white settler society.  Since that moment I have chosen to 

deepen my understanding of this privilege and work towards racial equity rather than 

perpetuate racial hierarchies.  Recognizing this privilege in others through the red flag 

words and phrases is not meant to be a judgment of the participants but an awareness and 
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deeper understanding for me.  I present the summaries in a random order and begin with 

Ruth’s summary, followed by Grace’s, Kate’s, Claire’s and end with Joan’s summary.   

Ruth’s Summary 

 With the added responsibility of principalship, Ruth teaches a combined 

classroom of kindergarten to Grade 4 on a Lehrerleut K-8 two-teacher colony school.  

The kindergarten students start English kindergarten the Monday following the Easter 

break (with little to no English language ability) for full days until the end of June.  They 

have completed a year of German kindergarten and come into English kindergarten with 

school readiness skills.  They know how to sit in a desk, how to listen, how to hold a 

pencil, and how to respond by putting up their hand.    

 Ruth applied for this colony position eight years ago after teaching twenty-four 

years in primary grades, both in one grade classrooms and combined primary grade 

classrooms, in a non-Hutterian context.  During the research interview, she was asked 

whether the language of the colony students had been a concern when she applied for the 

colony position.  Her response was “no” and she explained it like this:  

 Ruth:  My Mom had subbed at the colony.  I looked at them as kids and  
   something called me out there.  I don’t know what it was.  I just  
   thought - this is where I want to go.  This is where I feel I need to  
   be. 

When I prompted her to think about whether it made a difference to her that she spoke 

English and they spoke Hutterisch, she replied, “Looking back, I can’t honestly say that I 

did.  I may have but I really can’t remember.”  This honest, reflective thinking on Ruth’s 

part is the “lived experience and explication of phenomena as they present themselves to 

consciousness” (Van Manen, 1990, p. 90) that is the basis of understanding for 

phenomenology.  Van Manen states, “[p]henomenology does not offer us the possibility 
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of effective theory with which we can now explain and/or control the world, but rather it 

offers us the possibility of plausible insights that bring us in more direct contact with the 

world” (p. 9).  The idea that Ruth was not aware of the language differences between 

herself and her students at the onset of the teaching position is helpful in understanding 

my research question. 

 Ruth briefly describes her personal definition of language as, “language is what 

we use to communicate both verbally and written.”  When prompted to expand on her 

thinking, it becomes apparent that language, words, and vocabulary are synonymous 

constructs for her:  

 Ruth:  I love language.  I love words.  I love the sound of language.  I just 
   really like the way words feel on my tongue and the precision.  I  
   love words so much.   When I use the precise words, people will  
   look at me and say, ‘Why don’t you say what you mean?’  Well, I  
   just did.  You just don’t understand it.  People’s ability to   
   understand precise words is becoming less and less and I find that  
   sad.  

In recognizing limited vocabularies of others, she credits her personal repertoire of 

vocabulary words to the vast amount of reading that she does and has always done:   

 Ruth:  I really love reading and just kind of, not that I picked it up on  
   purpose, but kind of like osmosis where it just sort of seeps into  
   you.  Because reading has always been important whether it’s to  
   myself or to my kids or to anybody, I build up vocabulary   
   knowledge as I’m reading. 

Ruth is very conscious about the roles reading, words and vocabulary serve in her 

personal life and uses that excitement to come to a personal definition of language as 

communication.  In addition to the role of precise words in speaking as part of 

communication, Ruth loves precise words in writing:   

 Ruth:  I write things in my head.  I have kept a writer’s notebook.  I will  
   jot down things on scraps of paper.  I’ve done that for years.  As a  
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   rule though I just jot down simple notes for myself.  Although,  
   again if there’s a word that might be seen as  out-of-date or what I  
   would classify as a word worth knowing, then I would use  it.   
   Because why say in ten words what you can say in one!   

Ruth transfers this precise use of words both in speaking and in writing to her colony 

students by demonstrating a love of the English language, words and vocabulary.  She 

shares this passion through reading books out loud to her students and using opportunities 

to play with words in the classroom: 

 Ruth:  I was just thinking with this one [she is looking at a copy of the  
   interview questions], what do you see as your role with language  
   for your students?  I’m coming to think and that segues into the  
   learning to read is that you have to demonstrate a love of.  I know  
   I keep yammering on about loving language.  When you read  
   books to kids and pick out words that just sound good and just roll  
   off your tongue and demonstrate that you really enjoy working  
   with words and doing the vocabulary stuff and finding different  
   things and doing descriptive writing; yes, that language is fun.  

 Cindy:   So then the way you’re talking it’s language.  It’s not really the  
   difference in language because they have one and we have one.   
   It’s language.  And so it’s not a matter of looking at the   
   differences?  They have Hutterisch, High German and we have  
   English.  That’s not what you’re seeing it as, is it?  You’re seeing it 
   as you’re teaching the English curriculum, so you have to teach  
   the English curriculum and it’s that love of language?  Language  
   then defined as? 

 Ruth:   Language defined as usage of words.  I don’t know what the  
   politically correct definition would be, but to me it’s when you  
   read a big book or when you have fun with it and you do different  
   voices and you get the kids interested in learning.  You show you  
   really enjoy what you’re doing and playing with words and blah,  
   blah, blah, the Dr. Seuss and all that kind of  stuff.  To me, that is, I 
   guess that’s how I see it and that hasn’t changed.  I do more of it  
   because of the little guys and the rhyming and that, but then, again  
   that’s that Grade 1 basis. 

 Cindy:   You’re not attributing it to the fact that they have different   
   languages and you have only English? 

 Ruth:   No. 
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Ruth sees language as word play that engages students such that, by demonstrating one’s 

personal enjoyment of using words, learning is going to take place.  She had that personal 

teaching philosophy in non-Hutterian schools and has not changed her belief in the 

Hutterian context with students that have three languages.  She does do more word play 

in the Hutterian context with the beginning students but attributes that to the basic 

foundation of grade one, not necessarily the language differences.   

 Because differences between the monolingual English language of the teacher and 

the trilingual language of colony students was the focus of the interviews, Ruth shares an 

experience that occurred at her current colony position during the course of the interview 

process for this study.  Ruth had been part of a study group that was exploring the idea 

that students studying the curriculum in English should be allowed to use their first 

language of Hutterisch when it helped learning.  Prior to this thinking, the policy at 

Ruth’s school had been that only English could be spoken in English school but there 

were no penalties for the occasional slip in Hutterisch.   

 Given the new information, Ruth made the decision to allow the students to use 

Hutterisch whenever they decided it would be better than English and explained it this 

way,  “after reading a book, listening, talking, discussing about language learners, it felt 

arrogant and self-centered on our part as teachers to disallow use of their home 

language.”  Thus, the school environment at Ruth’s school went from no Hutterisch at all 

during English school to Hutterisch being spoken by the students when they wanted to 

use it.  Ruth explained that it went from a learning environment where the teachers knew 

what was being said and could manage and maintain learning to an environment with a 

language barrier where the teachers could not understand what was being said by the 
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students such that it made the teachers feel completely disadvantaged.  Ruth describes the 

use of student language by the students as, “a very effective weapon for them to keep us 

out of the communication because we don’t know what they’re saying.  The only way we 

know is by their tone, their looks, by the body language that accompanies their 

verbalizing.”   

 Perceiving that the student use of Hutterisch had taken the classroom environment 

far beyond the learning environment the idea had hoped to create, the decision was 

reversed.  Ruth said, “we’re not allowing the kids to speak German [Hutterisch] whenever 

they want any more.  We told the kids because of the days like we had and the teachers 

feeling disrespected, speaking German {Hutterisch] wouldn’t be allowed.”  The school 

environment went back to speaking English only in English school.  When I asked if it 

was easy to go back to the English-only approach and to no longer allow any Hutterisch, 

Ruth replied that it was not difficult for her.  As for the students, Ruth commented, “for 

the most part, but they still, like after school.  I guess that’s more normal, more natural 

for them.  But still sometimes in class they slip up.”  The words more normal,  more 

natural, slip up cause me to reflect on the debate in the literature in regards to 

monolingual, English-only education or bilingual education which I share in the next 

paragraphs.  

 Monolingual, English-only education is based on the monolingual principle.  

Cummins (2009) explains the monolingual principle in this way, “This monolingual 

principle (Howatt, 1984) emphasizes instructional use of the target language (TL) to the 

exclusion of students’ home language (L1), with the goal of enabling learners to think in 
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the TL with minimal interference from the L1” (p. 217).  The monolingual principle has 

been influencing language teaching approaches for more than a hundred years. 

 Bilingual education uses bilingual instructional strategies which include using 

both languages to write, reading and telling stories in the home language and then 

translating into English, using bilingual dictionaries, getting help at home in their home 

languages, reading books in their home language, any practice that builds English 

proficiency by using the home language as a scaffold (Garcia & Kleifgen, 2010).  Garcia 

and Kleifgen acknowledge the debate between monolingual English only and bilingual 

education:  

 Because in the United States the notion of bilingual education itself is so 
 politically loaded, research about the question of whether bilingual education or 
 monolingual,  English-only education works best for emergent bilinguals is often 
 contradictory.  Nevertheless, and on balance, there is much research support for 
 the positive effects of  bilingual education over monolingual education for these 
 students (p. 47). 

While recognizing the debate, Garcia and Kleifgen (2010) support bilingual education as 

opposed to monolingual education.  Ruth’s experience might be viewed as reason to 

support the monolingual English only education because the experience began with using 

English only in the classroom and returned to English-only in the classroom after the 

perceived disrupting effect of allowing Hutterisch to be spoken at will.  On the other 

hand, it could be questioned whether the students were using Hutterisch to help their 

learning as the teachers intended or if they were indeed using it to be disrespectful 

towards the teachers.  By using the terms more natural and more normal, there is 

judgment on Ruth’s part as to the value of Hutterisch to the students.  Given more time 

and training for both the teachers and the students in bilingual practices, they may have 

experienced success using Hutterisch in the English school classroom.   
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 In summary, Ruth is a colony teacher who loves the English language and does 

not view students’trilingualism as impacting negatively on their English school learning 

experience.  In the next summary, I introduce Grace.  

Grace’s Summary 

 Grace teaches a combined classroom of kindergarten to Grade 3 on a Dariusleut 

K-9 three-teacher colony school with the added responsibility of principalship.  Because 

of large student enrollment, and due to the fact that Grace is retiring at the end of the 

school year in which this study took place, the school, which is usually a two-teacher 

school, was made into a three-teacher school to ease the transition to a new principal in 

the next year.  Previously, Grace taught a combined classroom of kindergarten to Grade 

4.  The kindergarten students at this school have had a variety of kindergarten programs 

but the program this year began on the first Monday in February, with the students at 

least five years of age as of December 31st of 2012.  They attend English school from 

nine to ten-thirty a.m. and then again from two-thirty to three-thirty p.m. in the 

kindergarten to Grade 3 classroom.  In addition to learning English and the provincial 

curriculum, they are taught the school readiness skills which include how to sit in their 

desks, how to wait their turns, and how to hold a pencil.  When the student turns six, he 

or she starts German kindergarten with the German teacher, outside of the English school 

day. 

 Grace taught her first two years of her career on this colony with thirty-six 

students in kindergarten to Grade Ten with no additional supports, either from a second 

teacher or an educational assistant.  Her experience is best described in an excerpt from 

the interview: 
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 Grace:  When I went to the colony in 1973, I was looking for a position.  I  
   could choose to be a typing teacher in another school or the colony 
   teacher teaching grade 1 – 9 and 36 students.  Nobody told me they 
   didn’t speak English.  My first day, all excited – I’d gone out there  
   for a week, all  prepared, get out there, and I talked to the kids,  
   especially the Grade 1s.  They didn’t have the foggiest.  I made it  
   to 10:30.  I cried all that day.  I went to bed that night and thought,  
   “I got to go back there!” [laughing] and, you know, it got better.  I  
   have to say because I wasn’t prepared.  I don’t think I was a really  
   good Grade 1 teacher.  The current German teacher was in Grade  
   1.  I failed him.  He didn’t learn any English that year, though.   
   None!  But then, I was trying to survive, but I remember my first  
   day of  teaching.  And I have to say that I persevered, I went back  
   the second year.  I was a better teacher the second year but then it  
   was still too strange for me and I transferred out. 

 Cindy:   Strange as far as the culture or as far as the language? 

 Grace:   Both.  Everything was very, too strange for me, too hard for me to  
   get into it and I never had colony backing for anything.  The kids  
   were really bad.  And I mean, I had 36 kids – I was by myself.   
   There really were three Grade Ten students who were very smart,  
   who were taking correspondence courses.  I had to help them, too,  
   because they came into the classroom.  So, it was that one room  
   school, that old one.  

Not only does this excerpt describe her first teaching context, it addresses the fact that 

Grace did not know anything about the language of the students when she went to the 

position.  When I pressed further to what her thinking was about why she had not been 

told about the difference in the student language at the position interview, she responded, 

“I have no idea.  Maybe they were desperate for a teacher.  I don’t know.  Maybe they 

thought I knew but at that time, I didn’t know anything [her emphasis] about Hutterites – 

not a thing.”  This experience took place forty years ago but brings up the question of 

whether the language differences of the students in colony positions are adequately 

described in the position advertisement and interview process today.   
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 After various teaching assignments, including kindergarten, in non-Hutterian 

schools, Grace returned to this same position seventeen years ago.  She had six students, 

was not concerned about the language of her students and focused on the programing: 

 Grace:  I didn’t have an opinion of the differences in my language and  
   their language  when I first went because I didn’t know there was a  
   difference.  The second time I went to the colony, I did not have an 
   opinion about language.  I saw the differences in our languages as  
   different – not better nor less.  When I went back in 1996, I only  
   had 6 students the first year.  Those first years when I went back I  
   didn’t have a lot of students so I could really focus on developing  
   my programs. 

Once again, Grace reinforces the fact that the language of the students, while different 

than her language, was not a concern.  When I press further as to whether she compares 

the languages of English and German, she responds that she never compares the 

languages, “I never compare it because that was their way of communicating and that 

was my way and I knew that I was there to get them to speak and read English because 

that’s the way they are going to communicate with the outside world.”  It is this 

communicating that defines language for Grace, “language is speaking and 

communicating, might even be written.”  Grace’s definition of language places more 

value on spoken communication than written communication. 

 Grace feels a language can best be learned when immersed in it and shares how 

she is comfortable with Hutterisch at the colony and believes it is because she has been 

immersed in hearing Hutterisch for so many years, “I can understand the German 

[Hutterisch] in the time I’ve been there because I’ve been immersed in it.  I’ve probably 

been able to understand it for about ten years.”  She shares a recent story of when she had 

an opportunity to translate between the two languages:  
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  Grace:  The other day one of the girls came in and she said something over 
   the intercom.   I said, “What are the girls going to do?”  She looked 
   at me.  And I said, “Well, you said the boys are supposed to go to  
   the greenhouse.”  I guess because I know, I can understand what  
   they’re saying in German [Hutterisch], I can then say it in English. 

Speaking in Hutterisch, the girl made the announcement that the boys were to go to the 

greenhouse after school over the intercom, not expecting Grace to understand.  Grace, not 

only understood what had been said, but asked further about what the girls were supposed 

to do.  This is an example of translanguaging, shifting between two languages which is a 

practice of the bilingual instructional strategies that holds much promise in educating 

emergent bilinguals according to Garcia & Kleifgen (2010).   

 When asked if the language of the students appears as a barrier or a negative 

association for her, Grace begins with her beliefs in her confidence of kindergarten 

students.  Although the kindergarten students come in with little to no English language, 

by the end of their kindergarten year they are using English, “language is not an issue, 

they’ll learn it.  I don’t worry about it.  When they leave in June, they will only be 

speaking English to me in English school.”  She also clarifies that language has never 

influenced her decisions about teaching on a colony:   

 Grace:  The language did not affect my decision to stay or leave colony  
   teaching.  I do not have any negative feelings about the language.   
   I feel that I have been full circle at this time.  I began my teaching  
   career there and now I’m ending it there.  I love it there!  My regret 
   is retiring! 

Grace sees the fact that she began and will end her teaching career at the same colony as 

positive and reaffirms that language differences between her and her students has not 

affected her decision to stay or leave colony teaching. 
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 Grace’s unique experience is her enthusiasm and dedication to colony teaching.  

She bubbles over with excitement as she talks about the new program she is using for the 

oral language piece with her kindergartens.  The decision to begin a new program was 

influenced by the fact that the only kindergarten student from last year forgot much of her 

English from the previous school year.  When she started in Grade 1 last fall, her English 

skills had to be rebuilt.  With three kindergarten students this year and the interaction that 

happens between them, Grace hopes to see the new program of forty-five daily minutes 

of oral language help retention of English speaking skills over the summer holidays.  Not 

only excited about her new oral kindergarten program, Grace shares an excitement for 

improving in her ability to teach English. 

 Grace, when asked what her current experience of language of the students on the 

colony is, did not respond from the perspective of the languages of the students in 

relation to her language of English.  She chose to see herself as improving every year in 

her ability to teach the English language to them.  She credits her improvement with her 

desire to teach something new or teach in a new way every year, “my current experience 

with language of the students on the colony is that I get better every year.  I always have 

something new.  Every year I add something.  I have become better in teaching them the 

English language.”  Grace embraces the responsibility of teaching her students English 

and I regret not prompting for further explanation of her understanding of becoming 

better in teaching them.   

 To sum up Grace’s introduction, Grace is an experienced colony teacher who 

began and will end her teaching career at the same colony.  She enjoys the teaching-
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learning experience and recognizes herself as a learner in the colony context.  The next 

summary belongs to Kate. 

Kate’s Summary 

 Kate teaches a combined classroom of kindergarten to Grade 4 on a Lehrerleut K-

8 two-teacher colony school with the added responsibility of principalship.  Unlike the 

other four participants who focused on language learning in kindergarten as a beginning 

place for her thinking in the context of the research question, “How do monolingual 

English teachers on a Hutterite colony appreciate the language repertoire of their 

students?”  Kate has developed an overall view of language acquisition inspired by her 

position at the colony which she terms layering which I explore more in the final 

paragraph of this section.  Much of this development comes from her desire to deepen her 

understanding about teaching English as a second or additional language, “I’ve taken 

more training in teaching English as either a second or additional language.”  Not only 

does she choose to further her understanding about language acquisition through more 

education, she believes she needs to build a strong relationship with the German teacher:   

 Kate:  I’ve asked a lot of questions.  I’ve tried to understand because I  
   think there should be more of an understanding between us   
   [English teachers] and the German teachers to know what, like the  
   /i/ and the /e/ vowels, but Gee Whiskers!  You better know that  
   right off the hop. 

In building a strong relationship with her German teacher, Kate is comfortable in asking 

questions to understand why her students are having challenges in certain areas of 

learning English.  In her quote above, she refers specifically to the vowels of /i/ and /e/ 

which make opposite sounds in Hutterisch than they do in English.  This is only one 

example of the differences between the languages that occurs, but a collegial relationship 
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between the English teacher and the German teacher is essential and urgent in the eyes of 

Kate to help understand these differences. 

 Eight years ago, Kate applied for a colony position after thirteen years in non-

Hutterian teaching positions which included a day care for children of immigrants at a 

college in the position of kindergarten teacher teaching English, a nursery and 

kindergarten position on a First Nation with children whose first language was Cree.  

Knowing that her previous non-Hutterian positions included teaching children who did 

not have English as their first language, I asked if the language of the colony students had 

been a concern when applying for the colony position.  Kate replied that it was not a 

concern but an interest, “I was very interested in the whole cultural aspect so language 

was a part of it, yes.  I love meeting the people and having new experiences so that was 

right up my alley.”  She clarifies that even though language was a part of the interest in 

going to a colony position, she did not know that the language of the students was 

Hutterisch and High German:    

 Kate:  I didn’t know a lot about the language of the students when I went  
   to the colony.   I knew it was German [Hutterisch] because I had  
   gone around and gone right to each colony when I was going to  
   sub, to  introduce myself, and try to ask a few questions.  I didn’t  
   know that the students had two languages until three years after I  
   started.  I had to ask a lot of question to get that. 

I recognize the fact that I missed an opportunity at this point to prompt for a deeper 

understanding of how knowing that the students had two languages, in addition to 

English, has affected Kate’s current teaching of the children and what the differences 

were before and after this understanding.   

 “Communication that makes sense,” is how Kate defines language and when 

asked how she thinks language is best learned, she provides the following response: 
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 Kate:  I think when you’re immersed in it.  It’s modeled - formal   
   instruction.  When you have your little children, you mimic and  
   you do things also, you would actually look at them, make eye  
   contact, say something, get them to repeat it back to you.  You set  
   up their sentence structure, get them to follow along, start simply  
   and build on.   

While immersion is the best way to learn a language from Kate’s point of view, she 

believes that many things, including no opportunity to practice the new language can 

impede the learning of language: 

 Kate:  When you don’t have the experience; maybe you have the   
    instruction but no practice.  But lots of things can impede, lots of  
    things you don’t even realize.  Because, you know, trauma, lack of  
    practical experience, instruction, modeling and immersion in it.   
    There are probably lots of things you don’t even realize.   

In understanding Kate’s view of what helps and what impedes the learning of language, it 

would have been interesting to have prompted for more information from Kate as to 

whether this view was formed from experience or academic readings or both and how it 

applies to her colony teaching context. 

  When asked about her understanding of language on a Hutterian colony, Kate, 

unlike the other participants who looked in [my emphasis] at their teaching contexts to 

explore a personal understanding, looked out [my emphasis] of her context to future 

learning to broaden her understanding.  Kate is fascinated by the fact that the students on 

a colony have a first language that is spoken but never read or written, a second language 

that is read and copied but not really spoken, and a third language of English that is read, 

written and spoken with only eight years of formal instruction: 

 Kate:    Well, see now, if I were to do my PhD, one of the areas that I  
    thought would be fascinating, how do students, learners acquire the 
    ability to write in their third language when they really don’t read  
    or write in their first language?  They do a lot of copying.  They  
    really don’t write in their second language, so I thought, how is  
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    that?  And we get quite proficient writers which, they read in their  
    second language but never read in their first language; speak in  
    their first language but don’t really speak in their second language; 
    so, it’s so layered.  Teaching on the colony is so layered.  They  
    don’t ever write a list in German [High German].  They’ll always  
    write a list in English because that’s what they would write.  But  
    they don’t use  English, so often they’re not confident in   
    conversing or writing  in English for anyone else but themselves.   
    Yet, they have very beautiful English skills [handwriting] as  
    adults, but because they don’t use speaking.  The adults on my  
    colony do not speak English except if they go to an appointment.   
    Their experience is from seven years of age until fifteen in English  
    and then really only for formal activities or for writing.  Even if  
    you were writing to your sweetheart now you would only write  
    English.  You wouldn’t write in German [High German].  They  
    would never have written in German [High German]. 

 Cindy:   And when we say write, we are talking about taking our thoughts  
    from our head  and writing them down?  They really don’t do that  
    in their second language..? 

 Kate:    Never.  Sometimes they will have to write a sentence.  They will  
    have to write a sentence about, you know, from this bible verse and 
    then they’d have to answer.  Most of  it is memorization.  So, it’s  
    very, very layered and it’s made me really, really think about  
    language acquisition, oral and written, teaching on a colony.   
    Because of all of the things that affect, you know, the ability to  
    become proficient, the actual acquisition, and they have so many  
    limited experiences, even outside of English school that is!   

In addition to Kate’s fascination about the languages of Hutterian students, she describes 

the context of the use of the writing system in High German and English for the Hutterian 

students and adults.  It is to be noted that this is from her perspective but certainly 

provides consideration for future research where the Hutterian people could provide their 

perspective about the use and purpose of writing in High German and English.  Her 

reference to what she describes as layering unfolds in the following paragraph.   

 Kate uses the terms layers and layering as a way to describe her understanding of 

language acquisition in the colony teaching context.  In reading and rereading her 
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interview, I see three layers in her thinking.  The first layer is the different languages of 

Hutterisch, High German and English that the colony students learn both formally and 

informally.  Whether the language is written, spoken or read and whether there is overlap 

or distinction between the languages from these aspects provides the second layer.  

Thirdly, Kate sees the limited worldly experiences as another layer that has to be 

considered when understanding language acquisition for the colony students.   

 Kate shares an experience that initiated her thinking of layers involving a picture 

exchange communication program with one of her students.  Kate thought there would be 

a possibility of more success with the student if the German script could be written beside 

the picture because the student had very limited to no speaking skills but had been raised 

hearing German [Hutterisch] spoken:     

 Kate:    I kept saying to the German teacher, ‘Can’t you put it in writing  
   what the picture is - in your script?’  He was trying to tell me, but I 
   was too thick-headed to understand, that what they would be  
   writing would not be their oral language. 

 Cindy:   But he thought you should understand that? 

 Kate:    I think he did.  I think he didn’t just connect the dots, to be honest.  
   I don’t think he realized that I didn’t connect the dots.  Finally  
   when it came across, I guess I understood something but it made  
   no sense to me that they would be writing and reading in their  
   second language, that they didn’t start to learn the second language 
   until they were six years old on a Lehrerleut colony.  It’s a   
   different system and it didn’t make any sense to me.  When I  
   understood, it was just shocking to me because I really thought it  
   made sense to have the script in German [Hutterisch] for this  
   student so that we could learn the German [Hutterisch] words and  
   we would only be teaching them to speak with PECS [Picture  
   Exchange Communication System].  I thought there would be a  
   better buy in.  It would be something that would be more self- 
   sufficient, but they never write in their first language.  The whole  
   thing was just such a learning experience and I’m still learning. 
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Kate thought she understood what would work best for her student to learn.  Shocking is 

the term she uses to describe how she feels when she realized the difference in languages 

for colony students.  The first language really is only spoken and it not used in written 

form while the second language is a different form than the first but written and read.  

She believes there is still more to learn and considers layering the way to put it in 

perspective. 

 Kate shares what she views as another layer with understanding the languages of 

the colony students.  She feels the students have a limited vocabulary in English when 

asked how they feel about something, so Kate questioned the German teacher as to 

whether it had something to do with their German [Hutterisch] language: 

 Cindy:   What is your view of the language(s) that the students bring to  
   school?  How do you feel about the language that they bring to  
   school? 

 Kate:    Well, you know it’s funny because I asked our German teacher  
   that, are there not many words that explain something?  Describe  
   something?  When I ask them [students], how do you think he’s  
   feeling about that?  Good.  Bad.  Well, tell me more.  Not good.  
   And he [German teacher] feels that there’s actually way more  
   words to describe, that English does not have as many words to  
   describe, that we don’t, in his opinion.   

From Kate’s perspective, this example appears to be limited vocabulary in the students’ 

first language of Hutterisch possibly linked to limited vocabulary in the third language of 

English, but the German teacher thinks English does not have as many words.  This is an 

example of deficit thinking as read in the literature review (Eller, 1989; Purcell-Gates, 

2002; Stubbs, 2002) where there is an assumption that the first language is the one that is 

deficient for no reason other than that it is not the dominant language of English.   
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 As a reminder of the characteristics of the participants in the previous summaries, 

I show that Ruth enjoys language and word play in engaging her trilingual colony 

students to learn English.  I share Grace’s enthusiasm for increasing her skills in teaching 

English to her colony students even in her last year of teaching.  I introduce the term 

layering as created by Kate to describe how complicated understanding the languages of 

colony students can be.  In the next summary I introduce Claire and after describing her 

teaching context and her understanding of language, I share how the two small words 

good news create distress in Claire’s understanding of monolingual teacher with trilingual 

students. 

Claire’s Summary 

 Claire teaches a combined classroom of kindergarten to Grade 4 on a Dariusleut 

K-9 two-teacher colony school with the added responsibility of principalship.  The 

kindergarten students, with little to no English ability, start school in January of the 

school year at the age of five depending on when their birthday falls and attend for full 

days until the end of June.  They do not have any school readiness skills such as how to 

sit at their desks, how to hold a pencil, how to take turns, how to follow instructions, and 

how to ask basic questions in English.  The students go into German kindergarten on their 

sixth birthday where they learn how to read and write High German.  According to 

Claire, unlike most colonies, the students learn to write the Roman/Latin alphabet that is 

taught in English School at German School.  Claire describes it like this:  

 Claire:   The kids tell me that they, the kids on my colony also learn to  
   write in English as well.  

 Cindy:   At German School? 
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 Claire:   They use the English letters to write their German [High German]  
   words.  Our kids are taught a little bit differently than some of the  
   other colonies but I don’t think that’s pervasive.  

I interjected with the question At German School? because that has not been my 

experience that the students in German school would learn how to write the Roman/Latin 

alphabet.  Although both the alphabets used to write in English and German School are 

phonemic alphabets, they are visually and orally different.   

 I refer to a conversation I had with the German teacher at the colony where I teach 

(D. Entz, personal communication, September 4, 2013).  During our conversation, he 

shared a visual example of a comparison between what he described as the German 

alphabet and the English alphabet.  The example shows the Roman/Latin alphabet of 

twenty-six letters in three styles: (a) a Fraktur writing system in a type-written font 

(Fraktur, n.d.), (b) a handwritten font with ornamental curlicues visually different than 

the type-written font such that I could not recognize the names of the letters, and (c) the 

Roman/Latin alphabet type-written letters in a Times New Roman font.  There was also a 

key for pronouncing the German letters with sounds from the Roman/Latin alphabet.  In 

this same conversation with my German teacher, he said that very few colonies teach the 

formation of the Roman/Latin alphabet in German school.  Thus, I support Claire’s 

statement that her colony would be an exception to teaching what she called the English 

alphabet.  What I should have pursued with Claire is how having the print knowledge of 

the Roman/Latin alphabet in both English and German school affected the learning of the 

students in their writing. 

 After a variety of non-Hutterian teaching positions including two years in Japan 

teaching English to all ages and teaching on a reserve to students whose first language 
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was Dene, Claire came to this position nine years ago.  The principal at the colony 

approached Claire and told her that there was an opening for a second teacher at her 

colony.  The principal thought Claire would be a good applicant for the position because 

she had so much ESL background with her teaching in Japan and on a First Nation:   

 Claire:   I think when I went to the colony, I knew Hutterites were around.   
   I’d seen them.  I grew up in the city, not in an agriculture   
   environment at all.  I didn’t see a lot of Hutterites in the city.  I  
   knew they were out and about only because of visiting relatives  
   who lived around the Swift Current area and then I would see  
   Hutterite people.  I knew they existed.  I never thought anything  
   about their schooling.  I never thought anything about teaching  
   there.  And when I became a teacher, I didn’t ever think that  
   teaching on a colony was an option.  I didn’t know anything about  
   that really.  I suppose I knew they must have schools.  I moved  
   here and the job became available on the colony.  It was a lady in  
   town who was the principal and she encouraged me to apply.   
   ‘You’ve taught all over with ESL experience and so,’ she said.  “I  
   could use you on the colony.’  And to me, it was just another place  
   to teach.  It didn’t really strike me as a colony or not public school.  
   It was just kids who needed to learn.  

 Cindy:   You didn’t see it as an ESL situation other than the fact that she  
   said that to you? 

 Claire:   She did say that to me and I thought, well, I know a little bit about  
   that, but not really a whole, I don’t consider myself an expert,  
   that’s for sure.  That was the reason I applied for the job.  It didn’t  
   really occur to me that the kids didn’t speak English.  I guess I just  
   assumed they did.  I got there and I realized, huh, they really don’t  
   speak a whole lot of English!  I started in the K-4 room.  Yeah,  
   they came with not a lot of English.   

In addition to explaining how she came to be a teacher at the colony, Claire also shares 

her lack of awareness of the language differences of the students between herself and 

them before going to the colony which is what we heard from Ruth and Grace.   

 Claire thinks of language as spoken communication as opposed to both speaking 

and writing: 
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 Claire: I think my definition of language is around how we communicate  
   with people and so, not only in our spoken words, but in our body  
   language.  All of those factor in - the tone of voice that we use and  
   the facial expressions that we use.  I think that’s what I think about 
   language – the spoken and the other parts that go with it.  I haven’t 
   thought about written language.   

In thinking of language as a spoken communication, she goes on to say that she believes 

immersion is the best way to learn a language and shares her experience of learning 

Japanese while she was teaching English in Japan and being completely immersed in the 

culture and the language, “for me it was experiencing everything about it.  Being stuck in 

the culture, exposed to the world around.”  She elaborated that it was the informal 

immersion experience riding the train that was more beneficial than the structured, formal 

language lessons:   

 Claire: I learned more riding the train every day than I did in my language  
   class!  I had to sit and  repeat what the teacher said, write it down in 
   my book and try to remember it.  I would ride the train and I would 
   come to the school and I would say I keep hearing this word on the 
   train, what does this word mean?  They would tell me and I would  
   add another word to my language. 

 In being true to her definition of language, Claire learned Japanese by listening and 

speaking new words that she could add to her vocabulary, by immersing herself in the 

language.  On the other hand, when Claire talks about what impedes language learning, 

she speaks specifically about what she feels impedes learning English on the colony: 

 Claire: I think on the colony what impedes a lot of it is the lack of   
   immersion in any other culture and so the kids on my colony are  
   often on [her emphasis] the colony.  They don’t get to leave an  
   awful lot, other than appointments.  They don’t really get to go and 
   so they don’t get a lot of language from outside kids or outside  
   environments.  They’re always in their little  German environment, 
   which is not a  bad environment, of course, but it’s just, it’s where  
   they’re at and there’s not a lot of English on our colony other than  
   the business English which the men tend to  take care of and so the 
   ladies especially don’t speak a lot of English on our  colony.  The  
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   children tend to be either with their teachers or their mothers a lot  
   more than with their fathers – which is what I kind of see.  And so  
   there’s just not a lot of opportunity for them to learn.  And then the 
   lack of technology, they don’t get any sort of outside influence  
   from what an English speaker sounds like except me and the other  
   teachers in the school and when my kids come to play with  them.   
   They get that, but they don’t get a lot of other, so what impedes  
   them would be the lack of immersion, I guess, we could call it, to  
   the language and the lack of models around them of well-spoken  
   English. 

In sharing this example, phrases such as the lack of immersion, don’t get to leave, and 

don’t really get to go are a red flag for me.  Because Claire talks like this, with no intent 

to criticize or judge, I recognize that she is unaware that she is part of the white settler 

society in Saskatchewan in the same way that I lacked this awareness before I started this 

research journey.  These phrases demonstrate that Claire is unaware that living 

communally with as little outside influence as possible is a belief of the Hutterites as a 

way to preserve their culture and heritage (Katz & Lehr, 2012).  Without knowing it, 

Claire is a privileged, white settler descendent who sees leaving and going off the colony 

as a way to improve the English language abilities of her students.  The suggestion that 

the Hutterites need models of well-spoken English is another way of perpetuating the 

colonial intentions for white settler societies to serve as overseas extensions and replicas 

of British society (Sterzuk, 2011).  While these ideas might be red flags for me as I come 

to understand British Imperialism, white settler society, and postcolonial theory, I return 

to Claire’s comments with the goal of phenomenological research such that I approach 

her lived experience for the meanings that emerge in relation to the research question.  

Claire believes her students are impeded in learning the English language because they 

do not have enough exposure to it. 
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 As a monolingual English teacher in a Hutterian colony school with trilingual 

students, Claire answers the question of her understanding of the phenomena with an 

explanation that it depends on the day and that she never feels satisfied with the language 

piece:  

 Claire: It depends on the day as to how I understand language in a   
   Hutterian colony school.  When the little ones come – Grade 1 and  
   2 – their language is more of  ‘let’s get to where we need to be.’   
   Once we move to a proficient level and once we move along to  
   Grade 3 and 4, they’re learning things they need to learn and  
   developing better skills as a writer and a speller.  They’re starting  
   to learn the conventions and the little expressions.  I start to hear  
   my Grade 3s use expressions.  I heard a student use one the other  
   day and she used it correctly and it wasn’t an expression that we  
   would use often in English.  That’s what caught my attention  
   because I thought, ‘That’s not even a common little idiomatic  
   expression.’ but she used it quite well.  It seemed so out of place  
   because I don’t expect the little ones to use those expressions.   
   When I start to see those things come along and once we get to  
   where we can use little expressions and where they understand  
   what I am always saying, we  can start to develop more ideas from  
   the curriculum.  When I got to the colony, I  set the goal of   
   learning English so we can function in a curriculum based   
   program.  I’m never satisfied  with the language piece because it’s  
   never enough.  They always need more than I can give them.  I  
   understand language as a developmental process that we go  
   through slowly.  We’ll get to where we get.  They’ll all improve  
   along the way.  There are none that haven’t improved, even my  
   learning delayed ones and my brain-injured one.  They get   
   somewhere. 

Rather than viewing the language in the context of monolingual English teacher with 

trilingual students which one might argue as a big picture perspective, Claire personalizes 

the view to her school, her students and her intention to move them forward in 

understanding English such that they can function in the provincial curriculum. 

 Claire shares a story of a difference in understanding of the two word phrase good 

news that causes her distress such that she feels it has something to do with language as a 
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monolingual teacher in a context with trilingual students, but she is not sure what it really 

means.  She sees good news as meaning one thing and finds that her students see it as 

something else.  The context of the story occurs at carpet time where the students sit with 

her on the carpet and take turns sharing good news:   

 Claire: This is one of the little stories that I had on my carpet the other  
   day.  One of my little students told me, “Mrs. C, I have good  
   news.” 

   I said, “Oh, great, what’s your good news?”  I expected a story  
   about someone getting married, somebody getting a baby. 

   His good news was, “I got to go on the truck.  There were hoses on 
   the truck.  We  went to the Coop.”  I was expecting that he got a  
   treat at the Coop.  But, that was the end of the story! 

   I said, “Ok, but that’s not good news.  That’s just news.”  I thought 
   that this child does not understand what good news is. 

   I stopped the carpet conversation and said, “Ok, I don’t think we  
   know what good news is.  Good news is when somebody gets a  
   baby – that’s good news.  When Albert and Karen got married, that 
   was good news.  We got to go on a holiday,  that’s good news.”   
   We went over and over.  Yes!  Yes!  That was good news. 

   Another student put up her hand and she is a fairly sharp student  
   and usually has good news.  I was thinking, “Ok!  Here we go.  He  
   can see what good news is.” 

   The girl said, “I played with Marlene.” 
   I said, “That’s not good news.  That’s just news.  It’s barely news  
   because you play with her every day!” 

   They just didn’t really understand what good news is despite the  
   example that I  gave.  They didn’t get that.  We’re working every  
   day on good news.  I try to give examples of good news and bad  
   news that I can bring to share and make the comparison.  We  
   haven’t got to what’s not [her emphasis] news because I don’t  
   think we’re there yet but we’re trying to work on good news!   

   Relating that to language, I think they maybe see news differently.  
   I think it’s something to do with language.  I’m not sure if there’s a 
   cultural piece to it or that good news in German [Hutterisch] is  
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   something else?  Maybe those two words in German [Hutterisch]  
   mean something else?  Maybe they just don’t understand how  
   those two words in English go together?  It was exciting for him  
   because he got to go with his  Dad and do something.  It was  
   exciting for him.  They call that news.  How that fits into language, 
   I don’t know, it’s something.  We are going to learn by the end of  
   this year what good news is!  We are!  It’s not going to be hoses on 
   the truck! 

By Claire’s own admission, she does not know how the good news story fits into 

language but she is determined that her students understand her definition of good news 

by the end of the school year.  Therein lies the difference between languages for me as I 

listen to her story – her [my emphasis] definition of good news in relation to what the 

students recognize as good news.  The goal of phenomenological research is not to judge 

the participant’s lived experience but to approach it with openness to whatever meanings 

emerge (Hycner, 1999).  Claire’s story begs that openness because it would be easy to 

suggest that it is Claire who is not recognizing the good news in the boy’s story because 

from his perspective it is good news for him, whether it is cultural, whether it is his age or 

whatever reason we might dig deeper to understand.  I put that judgment aside and enter 

Claire’s world to understand the meaning of what she is saying.  Claire is distressed by 

the two small English words of good news that are not understood the same by herself 

and her students.  This causes Claire to reflect on language differences between her 

English language and the students’ German [Hutterisch] language and acknowledge that 

there could be a cultural piece that she does not understand.   

 With Claire and her good news story, Kate and her layering of language, Grace 

and her energy to always be learning how to teach English better and Ruth with her 

fondness for word play to work with language differences, we finally arrive at our last 

participant.  Joan is the fifth and last participant of this study.  Her summary follows. 
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Joan’s Summary 

 Joan teaches all subject areas to a combined classroom of kindergarten to Grade 5 

on a Dariusleut two teacher K-12 colony school but includes the Grades 6 to 9 for health 

and art.  The inclusion of the Grades 6 to 9 for health and art provides time for the second 

teacher to work with students in Grades Ten to Twelve.  The kindergartens, who have to 

be five or turning five before December 31st of the school year, start English school when 

school starts in the fall and attend mornings for the full year.  German kindergarten starts 

at the same time and unlike the German kindergarten students for the other participants in 

this study who have to be six before starting German kindergarten, the age of the students 

has to be five or turning five before December 31st of the school year.   

 Joan began her teaching career on a colony.  She was at that colony for one year 

on a maternity leave and then got a permanent position at her current colony where she 

has been teaching for five years.  As Joan was completing her last two classes at summer 

school for her university teaching degree, a family member suggested that she apply for 

two colony positions that were close to home.  She was hesitant, not because of the 

differences in language between herself and the students, but because she was young, 

inexperienced, not completely finished her degree and felt it would be filled internally.  

She applied in spite of her hesitations: 

 Cindy:   Talk about the factor that language played in going to the colony  
   position.  Talk about the fact that your first position was at a  
   colony.  Can you give me the background of that?  Did you choose  
   to go to the colony because it was the position you wanted or? 

 Joan:    I was just finishing university and the last semester in college was  
   summer school.  As I was taking these last two courses, I got a  
   phone  call one day from a family member that said, ‘So, these  
   people are retiring and you’re just graduating.  I think you should  
   put in a resume.’   
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   I said, ‘Oh, no.  They’re going to have all those internal.  The  
   internal will be done by the time it’s posted.’ 

   ‘You should really apply to see what happens.’ 

     So, I went through the process, sending in this application,   
   thinking, ya, right!  I’m not going to hear anything.  They’re not  
   going to want me.  I’m not even finished university  yet.  I  have to 
   wait for these two classes.   

   I waited a few days and I got a phone call from the division saying, 
   ‘Can you come down  these days?  We understand you’re still in  
   college, but do these days work for interviews?  We have two set  
   up.’ 

   So, I was like, ‘Ok, I’ll be there.’ 

   I went to two interviews – one at the colony that I started at and  
   one at the colony that  I’m at now.  It was just for a mat leave, so I  
   was like, ‘Ok.’   

   I had my interview not knowing anything.  I talked to the teacher.   
   I knew the teacher that was teaching there at the time.  We spoke  
   about what they were going to ask me, what do I need to know.  I  
   didn’t want to sound like I was from a different planet. 

 Cindy:   It had nothing to do with the fact that it was a colony position? 

 Joan:    I knew the people that had taught at the colonies and how highly  
   they spoke of it and how much they liked the kids; the culture was  
   so special.  It would be a nice place to start.  It wouldn’t be all the  
   drama of the staff.  But at the same time, I am going to be kind of  
   secluded.  I’m going to be there by myself; well, with another  
   teacher.  Being fresh out of university, I didn’t – there’s so much  
   stuff I didn’t know.  When I first took the position I thought  
   they’re going to be like any other kid or are they?  I didn’t know  
   what to expect.  I thought they’d be really well behaved.  This is  
   the way it was and they’d be nothing like English students in a  
   public school. 

 Cindy:   But language really? 

 Joan:    No.  About the language, no.  I just thought, ‘Well, they go to  
   English school and, yeah, they speak German [Hutterisch] at home 
   but this won’t be an issue because Hutterites come to town and  



69 
 

   they speak English all the time.  They know how to.  And then you 
   start to see the differences when you start. 

Joan, in sharing how she came to the colony position, states that the language of the 

students was not something about which she was concerned in applying and accepting the 

position, but once she started, she saw differences.  I regret that in the interview I did not 

ask at that moment exactly what differences she saw when she started teaching at the 

colony, but the phrase, “they speak German [Hutterisch] at home but this won’t be an 

issue because Hutterites come to town and they speak English all the time” is a red flag 

for me.  This statement troubles my thinking, not because of what Joan is saying but 

because I question how colonialism impacted Joan’s assumption that Hutterites go to 

town and must speak English.  From Joan’s perspective, she is simply saying that she 

sees Hutterites in town all the time and they speak English but the hidden assumption is 

that the Hutterites speak English, the language of the dominant society and not vice versa 

where the people in town would speak German [Hutterisch], the language of the 

Hutterites.  I share details about Joan’s first teaching position in the next paragraph. 

  Joan describes her first teaching position as one of inherited routine.  The who, 

what, where, when, why and how of teaching her first year in her career was all in place 

such that she did not feel she was using any skills that she had learned in her training: 

 Cindy:   And, so then, can you talk about your experience when you started. 

 Joan:    It was really traditional.  I used the same,the kids were trained.   
  Well, they had the same teacher for their whole school career.   
  This time we sat down and did this.  We did our phonics; we did  
  our communicating skills and I found it really, they sat in their  
  desks and they worked out of books.  There wasn’t a lot of   
  speaking going on.  A lot of book work.  And they spoke to me and 
  we visited and we did, had the share time every morning.  And  
  there wasn’t a lot of German [Hutterisch] used in the classroom.   
  They didn’t speak; they didn’t talk among each other; they just sat  
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  down and worked, like little hamsters and they would watch the  
  time.  They’d be like, ‘It’s time for us to take out these books now.  
  Here’s this to correct  for tonight.  It was really, I felt like I was  
  there. 

 Cindy:   You weren’t using your teaching skills? 

 Joan:    I wasn’t, so I was kind of confused.  Is this really what it’s going to 
  be like?  But, then the next year came.  It changed. 

 Cindy:   Did you stay in that same position? 

 Joan:    I changed.  I took another mat leave at the colony that I’m at now. 

Joan’s reference to the students as being trained like little hamsters, knowing what books 

to use, when to change them and what the teacher should be doing with the completed 

assignments raises a red flag for me and takes my thinking to othering in postcolonial 

theory not as part of the self-reflective process.  Teaching practices before Joan began at 

her first school trained the students not to use their first language, to work from English 

books individually according to a time schedule and repeat this routine day after day.  

This form of schooling was deliberately taught in teacher education across the province 

as the norm at one point (Tupper & Cappello, 2012).  Knowing that I suggest this 

behaviour is influenced by colonialism.  The colony students were othered to learn 

English in a systematic, regimented way such that they would be ‘English’ with no 

evidence of their first languages or culture.  When Joan comments, “Is this really what 

it’s going to be like,” I am relieved to recognize that Joan does not embrace that style of 

teaching.  I move on to describe the uniqueness of Joan’s colony situation that sees 

students graduate from Grade Twelve. 

 Joan teaches in a colony school that graduates students from Grade Twelve.  This 

is uncommon because generally students at a colony school graduate from English school 
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on their fifteenth birthday to move into the adult work force on the colony.  Joan’s colony 

wants their children to get a high school education and diploma.  This colony has had 

high school graduation in place for five years now.  Because Joan teaches the primary 

students, she feels pressure to prepare them for middle and high school:  

 Joan:  The language of the students on a Hutterite colony is not anything  
   that has ever been an issue for me.  There’s been some parts that  
   I’ve worried about – when I l earned that the students had to go  
   into Grade Twelve.  Have I given them enough for those hard  
   classes?  Now we’ve had three graduating classes and everyone  
   has graduated with marks that were probably better than my grades 
   when I went to school.  My colony values education.  They want  
   an education.  That is important.  They want their kids to learn and  
   learn well.  My colony wants their children to get their Grade  
   Twelve.  The idea of graduating has been at the colony since I  
   started working here.  They’d wanted it for a long time because  
   they have families in Washington and some of the women are from 
   Washington themselves.  Colony students actually go into public  
   high school in Washington.  When I was hired, a new principal  
   was hired.  They were seeking someone who would take their  
   children to Grade Twelve.  The principal was the best thing that  
   could ever have happened to our colony. 

Joan, although hesitant about preparing primary students in a colony setting that would 

go on to Grade Twelve, has come to appreciate the fact that the students at their colony 

do achieve Grade Twelve and credits the principal that was hired at the same time as she 

for developing the program.  This story completes Joan’s summary. 

 In recapitulating the participant summaries, we see five unique participants who 

are all female, all teach a primary combined grade classroom, all have over five years of 

teaching practice on a colony and all embrace their colony positions.  Ruth uses her love 

of language, words and vocabulary to further the learning of her colony students.  Grace, 

although about to retire, remains enthusiastic about teaching and strives to continually 

learn so she become better at teaching English to her students.  Kate recognizes the layers 
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that students have with their language skills on the colony and broadens her 

understanding through higher learning.  Claire is challenged by the two small words of 

‘good news’ and is determined that she and her students come to the same understanding 

of what they mean.  Joan, with no other teaching experience than colony teaching, is 

pressured to prepare her primary grades in a multigraded context for Grade Twelve 

graduation which is an experience none of the other participants have.  The next chapter 

looks at the themes, descriptions of common themes uniting units of relevant meaning 

(Hycner, 1999; Van Manen, 1990) that are the same across the participant data.  
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CHAPTER FIVE: DATA ANALYSIS, PART 2 

THEMES ACROSS PARTICIPANTS 

 The essence of a phenomenon is a universal which can be described through a 
 study of the structure that governs the instances or particular manifestations of the 
 essence of that phenomenon.  In other words, phenomenology is the systematic 
 attempt to uncover and describe the structures, the internal meaning structures, of 
 lived experience.  A universal or essence may only be intuited or grasped through 
 a study of the particulars or instances as they are encountered in lived experiences 
 (Van Manen, 1990, p. 10). 

 In the previous chapter I introduced the participants in individual summaries and 

shared their lived experiences in relation to the research question, “How do monolingual 

English teachers on a Hutterite colony appreciate the language repertoire of their 

students?”  Now, using the words of Van Manen, I present the particular manifestations 

of the “essences” that I have grasped as common across the participants. 

 Before explaining the details for the themes across participants, I begin with an 

explanation of when I use the terms essence and theme.  Hycner (1999) uses the words 

theme and essence interchangeably to mean “an idea that unites several discrete units of 

relevant meaning” (p. 150).  Van Manen (1990) explains essence philosophically, 

“essence is that what makes a thing what it is (and without which it would not be what it 

is); that what makes a thing what it is rather than its being or becoming something else” 

(p. 177).  Although I value Van Manen’s philosophical definition, I admit to limited 

background and experience in philosophy but am encouraged by his further comment, “it 

is important for the human science researcher in education to know something of the 

philosophic traditions.  This does not mean, however, that one must become a 

professional philosopher in an academic sense” (p. 7).  With that thought in mind, I use 

the term theme to describe ideas common across participants.   



74 
 

 In addition to clarifying my terminology,  I describe how I came to the categories 

in which I present the themes.  As I identified the themes across the participants, I 

modeled the titles from the KWL (“KWL,” 2013) teaching strategy that teachers use in 

the classroom to help identity what students know, what students want to know and what 

students have learned when studying a topic.  I title my categories as I Did Not Know, I 

Know, and I Want to Know.  The data in I Did Not Know describes what the participants 

did not know about the languages of their students in relation to their own monolingual 

English language.  The category of I Know shares what the participants do know about 

this relationship and their abilities to teach in the context.  The last category titled I Want 

to Know includes the participants’ wish list – what they wished they had known about the 

language differences but had come to know through their experience of teaching on a 

colony.  I now turn to the details of the themes across participants beginning with the first 

one of I Did Not Know.  

I Did Not Know 

 The question for this study was designed to address languages in the colony 

teaching setting and reads, “How do monolingual English teachers on a Hutterite colony 

appreciate the student language repertoires of their students?”  The teacher participants 

have English as their only language and the students have a repertoire of three languages: 

Hutterisch, High German and English.  What I came to realize through the interviews 

with the participants is that the teachers’ understandings of student language repertoire 

were not as neatly boxed as mine had come to be.  This category of I Did Not Know 

includes four descriptions of what the participants did not have as common knowledge: 

(a) The participants were not familiar with the term Hutterisch; (b) The participants did 
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not know that the students did not have English as their first language when they applied 

for the teaching positions; (c) Trilingual is not a word the participants use to describe the 

language repertoire of the students nor were they necessarily aware of a difference 

between the spoken and written languages of the students; (d) Each participant has a 

different understanding of High German as a language.  I begin with the term Hutterisch. 

 Hutterisch.  

 The participants were not familiar with the term Hutterisch.  I admit to learning 

Hutterisch as a new term through the literature review in preparation for this study.  I 

previously used the term Low German to describe the spoken language of members of the 

colony because, as a colony teacher myself, that is the term my colony members share 

with me.  Hutterisch is a spoken, not written, language that is the first language of 

Hutterian people (Janzen & Stanton, 2010).  The only participant aware of the term 

Hutterisch and its meaning is Joan.  Her German teacher has a strong interest in the 

history of Hutterites and he refers to his spoken language as Hutterisch.  The other 

participants were introduced to the term when I used it as part of an interview question.   

 English.  

 The participants did not know that the students did not have English as their first 

language when they applied for the teaching positions.  The interview question was 

worded such that the participants were asked to talk about the factor that language played 

in going to the colony position and what they remembered about the language of the 

students before going to the position.  Ruth comments, “I don’t even know if I knew that 

it was the language of German [Hutterisch] on the colony.”  Likewise, Grace says, 

“Nobody told me they didn’t speak English.  When I first went to the colony, I didn’t 
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know they spoke German [Hutterisch].  And I lived in the area!”  Along the same lines, 

Kate responds and elaborates, “I didn’t know a lot about the language of the students 

when I went to the colony.  I knew it was German [Hutterisch] because I had gone around 

and gone right to each colony when I was going to sub, to introduce myself.”  Similarly, 

Claire assumes, “It didn’t really occur to me that the kids didn’t speak English.  I guess I 

just assumed they did.”  Finally, Joan, when prompted about the factor that language 

played in going to the position says, “No, about the language.  No.  I just thought, well, 

they go to English school and, yeah, they speak German [Hutterisch] at home but this 

won’t be an issue.”  Not one of the five participants referenced the word trilingual, 

Hutterisch or High German as they remembered when they started teaching in a colony 

position.  Nor did they mention that having one language of English personally was an 

impact on their decision to work on a colony even if they suspected the students had a 

different language.   

 Trilingual. 

 Trilingual is not a word the participants use to describe the language repertoire of 

the students, nor were they necessarily aware of a difference between the spoken and 

written languages of the students.  Grace is the only participant to view the language 

repertoire of the students as trilingual.  Grace states, “They are trilingual because they 

speak a German [Hutterisch], speak and write English and write another German [High 

German] and that German [High German] is in their church, too.”  She does not use the 

terms of Hutterisch, High German and English but her example of trilingual matches my 

schema.  I wish I had prompted further to discover the where, when and how the term 

trilingual became part of her vocabulary.  As mentioned earlier, the term Hutterisch is 
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new to all the participants except Joan, so the term Hutterisch is not part of Grace’s 

vocabulary.  When I introduce the concept that the students have a spoken language in 

Hutterisch and a written language in High German as a prompt in one of the interview 

questions, Ruth, Claire and Joan all respond that they are unaware of that language 

difference in their students.  Kate, however, speaks about discovering that her students 

have two languages three years after she started teaching at the colony when I asked her 

if she knew about the difference between the spoken and written languages of the 

students before going to the colony, “No, and in fact, I probably didn’t get that until 

another three years.  I had to ask a lot of questions to get that.”  I neglected to prompt for 

the kinds of questions she asked to get to that place and in hind sight wish I had done so 

to help understand how she came to recognize the two languages of the students.  As I 

move through this analysis, I regret that I did not ask all the participants directly what 

they saw as the language repertoire of the students.   

 High German.  

 Each participant has a different understanding of High German as a language.  

Ruth understands High German as the ability to read and write memorized passages, “I 

don’t know how they can do that – memorize material that they don’t understand or has 

no meaning.  It still amazes me that they can memorize things.”  While Ruth sees the 

High German as memorization, Grace never uses the term High German, but her 

reference to the language that is used for church implies High German when she 

discusses outsiders’ views of Hutterites:  

 Grace:  And I know that they [people who live in town] know they   
   [Hutterites] speak German [Hutterisch] out there [at the colony],  
   but I don’t think they [people who live in town] really realize that  
   they [Hutterites] go to school, go to German school to learn to  
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   write it, then they have to learn another German [High German] to  
   understand their church services.  And they speak their language  
   that has embraced all the places that they’ve moved.   

Although Grace understands the German language on the colony for the different 

purposes of writing, speaking and church services, Kate understands High German as the 

written and read, but not spoken, second language of the students where writing is a task 

of copying verses from the bible, “They read in their second language but never read in 

their first language.  Speak in their first language but don’t really speak in their second 

language.  They do a lot of copying.”  Like Grace, Claire does not use the term High 

German and understands the first and second languages of her students from what the 

students have told her, “I just know what the kids have told me – that they speak one 

thing but they write another thing.”  Similar to Ruth and Kate, Joan understands what the 

students learn in High German as copying letters down and memorizing what they say 

and describes it in the following way: 

 Joan:  I understand what the students learn in school [German School] is  
   about copying  the letters down and memorize what it says.  Never  
   what it means.  It’s memorization.  I wonder if they know the word 
   or the rhythm.  To me, a lot of time, it’s the rhythm that they’re  
   learning and the sound.   

   If I ask what it means, they don’t know.   

   I’ll ask, ‘What words are in it?’ 

   “This word and that word.  We don’t really know but this is what  
   we have to be able to do when we go to church.’ 

   And they learn it.  They never learn how to speak that language.   
   They read it, but to me they don’t know it.  There’s no   
   comprehension piece; they can make the sounds. 

Joan sees the language that the colony students are learning in German school as 

memorizing the rhythm of the sounds.  Because the students say they don’t fully 
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understand the written High German but need it when they go to church, Joan does not 

think that the students comprehend what they are reading in High German.  This troubles 

my thinking because I understand that to mean High German is less valuable than English 

because comprehension is perceived as missing in High German.  This is an example of 

deficit thinking (Eller, 1989; Purcell-Gates, 2002; Stubbs, 2002).  An additional 

reflection that I have from this excerpt is that, although Joan says the students never learn 

how to speak High German, it must be spoken if the students go to church to hear it.  

Who speaks it?  When is it learned?  Given this thinking and the fact that each participant 

had her own personal understanding of High German, there is reason to pursue a 

common understanding of High German and its place in the language repertoire of 

colony students. 

 In summary, the participants in this study did not know that Hutterisch was the 

name of the spoken language of the colony students.  The participants did not know that 

the students at the colonies did not speak fluent English when they applied for their 

positions.  Nor did the participants know that the students have language abilities in three 

languages making them trilingual.  Hutterisch or trilingual were not in the teachers’ 

vocabulary repertoire.  Finally, the participants do not have a common understanding of 

High German.  While this section described what the participants do not know about the 

language repertoire of colony students, the next section demonstrates what Ruth, Grace, 

Kate, Claire and Joan do know about the language repertoire of colony students. 

I Do Know 

 This section is entitled I Do Know as a way to describe the themes that the 

participants have in common about what they do know about the language repertoire of 
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colony students.  The three common themes across participants include: (a) English 

language as part of the language repertoire of students, (b) ways of valuing Hutterisch in 

English School, and (c) the importance of building vocabulary and background 

knowledge for the colony students.  A description of each theme follows and begins with 

English language as part of the language repertoire of the students. 

English as language learning. 

 The participants in this study feel responsible for teaching English to their 

students and are confident in their roles and abilities to do so.  While Ruth, Grace, Claire 

and Joan include the teaching of English as part of their perceived teaching roles and 

speak to the task directly, Kate responds that she sees her responsibility as a facilitator, 

“A facilitator but also a model, an encourager, a motivator, almost, I have to be the one 

that gets that ball rolling.”  I regret not pursuing further clarification from Kate as to her 

meaning for ‘gets the ball rolling’ in relation to learning the English language.  I share the 

other participants’ thoughts about their roles with language for their students and begin 

with Ruth, who understands that she is to deliver the curriculum in English: 

 Ruth:  I guess thinking about that, my role is to deliver the curriculum to  
   them in English and I don’t know if this is the right track, but  
   allowing them to, I’m thinking of my Grade 1 student, allowing  
   him to use German [Hutterisch] to help him [Ruth’s emphasis], and 
   me in my delivery, because he doesn’t have the understanding in  
   the English language. 

Ruth believes her duty is to deliver the curriculum in English but leaves room for her 

beginning student to use Hutterisch to help both him and her.  Her reasoning is supported 

in the literature from a pluralistic view of language where language varieties are 

considered equal (Covington, 1975; Blake & Cutler, 2003; Karabenick & Noda, 2004) as 

opposed to the prescriptive view which sees the English language as standard and other 
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language varieties as deficient (Bowie & Bond, 1994; Cecil, 1988; Choy & Dodd, 1976; 

Di Giulio, 1973; Eller, 1989; Giles & Billings, 2004; Kachru, 2006; Purcell-Gates, 2002; 

Seligman, Tucker & Lambert, 1972; Sharifian, 2008; Stubbs, 2002; Woodworth & 

Salzer, 1971).  I understand Ruth as recognizing English and Hutterisch of equal 

importance for her student.  Grace, not only wants her students to understand English, she 

wants them to be able to read: 

 Grace:  My role at the colony is to help the students understand English.  I  
   also think that  if you learn to read English, you can teach yourself  
   anything.  Because they have  the limited education – til they’re  
   fifteen, I always say to those older kids – if you know how to read,  
   you can teach yourself to do anything – just get the books.   

While reading in English is a lifelong skill that Ruth feels responsible for instilling, 

Claire believes that especially in the early years, she is to teach her students to speak 

English so they can function in the curriculum: 

 Claire: In the early years, like in the K-1, I definitely see it [teaching  
   English].  I especially see it [teaching English].  I am teaching  
   them to speak English so that they can function in the curriculum  
   and even early Grade 1 is a lot of language, depending on the  
   individual student.  Really by the time we’re more Grade 2, we’re  
   more curriculum based.  They lose a significant amount of time  
   just learning language in my school to get to being able to cope  
   with their curriculum expectations. 

As important as the curriculum is to Claire, she feels responsible for teaching the 

beginning students to speak English.  Her comment, ‘they lose a significant amount of 

time just learning language in my school,” raises a red flag in my thinking.  I question 

why and how Claire came to use this terminology of lose as in “lose a significant amount 

of time” and just as in “just learning language.”  How can a significant amount of time be 

lost as long as learning is taking place albeit it is the learning of the English language as 

opposed to the curriculum?  One could argue that the language of English has to be 
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learned before one can learn the curriculum that is delivered in English.  Why would one 

consider language learning as just?  Is it not a goal onto itself with students who do not 

have English as their first language?  Could this be inherent thinking of the white settler 

society that acknowledges English as the dominant language and the provincial 

curriculum delivered in English as having more value?  My intent is not to judge Claire 

for her thinking but to trouble my thinking as to why and how she would come to use 

language that implies that her teaching is not meeting curricula standards because she is 

putting language teaching first.  Like Claire, Joan believes she is tasked with teaching her 

students the language of the curriculum:  

 Joan:  My role for the students is to teach them language.  I have to teach  
   them how to speak and write in order to communicate and get  
   through their classes.  They have to be able to do it well.  My role  
   for the students is teaching them what they need to know; what  
   they are going to need as far as the curriculum goes; what they are  
   going to need to know to get to the next level; what is going to be  
   most important to them within the curriculum. 

The language of the curriculum is English and Joan wants her students to be able to do 

well.  What troubles my thinking is the word language in the phrase “to teach them 

language.”  The sentence that follows the phrase suggests that knowledge of English 

defines what it means to speak and write.  Although Joan is tacitly referring to the 

learning of English, using the word language to imply only English in a context where 

the students have two other languages feels prescriptive to me.  

 In understanding their roles this way, each of the participants has found her own 

way to address the teaching of English.  Ruth believes that her beginning student needs to 

be free to use his first language and that between the two of them and the other translators 

in the class, communication and learning happen: 
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 Ruth:  Thinking of my Grade 1 student, I allow him to use German  
   [Hutterisch] to help him.  I use one of the other students to say in  
   German [Hutterisch] what I’ve said in English.  He does not have  
   enough of an English vocabulary.  We do not need an intermediary 
   well before the end of Grade 1 because by then we are capable of  
   communicating without anybody interceding on his part or my  
   part.  After that, my role is to instruct him in English. 

While Ruth allows her beginning student to use his first language to help both of them 

understand Grace uses the prior knowledge from their first language that her beginning 

students come with: 

 Grace:  When the kindergarten kids come at the colony, we start with  
   colours because that’s familiar to them.  They know their numbers  
   in German [Hutterisch] so we just transfer it over to English.  Then 
   we start with the alphabet, not so much the sounds but recognition  
   of the alphabet and their names. 

Rather than focus on the speaking as Ruth and Grace do, Claire ensures that her students 

have ready access to books because she believes they learn English from books: 

 Claire: I think they learn a lot [of English] from books in the colony.  I  
   can’t always spend all my time talking to them and listening to  
   them.  I can’t always be correcting them.  My students are readers.  
   They really don’t have any other option in my class.  They’re not  
   allowed to do anything else.  They’re not allowed to get paper and  
   color because I don’t find that a constructive use of time.  We  
   keep a big rack of books in the classroom.  It changes monthly.   
   They are thematic to a season or an event or something.  That’s  
   what they’re expected to do in that time.  They are a class of  
   readers because they don’t have options to do anything else! 

While Claire has a focus on reading the written language to learn English, Joan, much 

like Ruth and Grace, focuses on spoken language.  She has discovered an oral language 

program this year that she believes is very valuable in expanding the English vocabulary 

of her kindergartens: 

 Joan:   It’s a language program.  It’s a lot of repetition and little cards.  It  
   goes through your basics.  The first one is school supplies.  They  
   look forward to doing it.  There’s little games you play.  It is  
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   vocabulary as well.  And pictures.  This is a  picture of a _____.   
   It’s interesting when you learn it.  They know what their foot is,  
   but when you call it a foot, they’re like – no idea.  Once they learn  
   it’s called a foot, and then I can see them say, well a foot is this.   
   They’ll start to translate things in their own mind.  They’ll use  
   their German [Hutterisch] word and then their English word and  
   know that now what I call this is actually a foot. 

As excited as Joan is about the oral language program for building the students’ 

language, she is not concerned about the students building their language repertoire in 

English and shares this analogy: 

 Joan:  I’ve never met anybody on the colony who I thought was not going 
   to be able to go out into the world and do business.  I never   
   worried about it [teaching English] because I thought it was like  
   potty-training.  You never see somebody go to school in Grade  
   Twelve and not be potty-trained.  It’s just something that is going  
   to come! 

Because Joan has never seen anyone in Grade Twelve that was not potty-trained, she 

does not expect to see anyone from the colony not able to communicate in English in 

their business world and therefore does not worry about teaching English.  She is 

confident that the English language learning happens. 

 With Joan’s confidence and oral language program, Claire’s books, Grace’s 

transfer of Hutterisch to English, and Ruth’s translator built into the classroom context, 

the participants have found a way to use what they know to build the English language as 

part of the student repertoire.  The next section examines the value of Hutterisch for the 

students and how the participants recognize and incorporate that skill of other languages 

into their teaching. 

 Valuing Hutterisch and High German. 

 There are ways of valuing Hutterisch and High German in English School.  The 

focus of this section is to demonstrate where and how the participants use Hutterisch and 
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High German to help the students learn English.  Rather than distinguish between 

Hutterisch and High German for this section, I refer to the first and second languages of 

the student as German because as explained in the I Did Not Know section, Hutterisch is 

not part of the vocabulary of the participants nor is there a common understanding of 

High German.  Ruth uses read-alouds in her teaching practice and once read a book that 

had a line of German dialogue in it.  She did not know how to pronounce the phrase or 

what it meant, but took advantage of the situation to have the students help her 

understand: 

 Ruth:  In reading a book with a line of German, I didn’t have a clue how  
   to say it, what it meant.  One of the little guys paraphrased.  I guess 
   from one language to another you can’t always do it directly word  
   to word.  He told me what they all knew so I got in on the puzzle.   

   I said, “What does that language sound like?” 

   Another little guy read it to me. 

Ruth’s use of both the written and spoken home languages of the student supports 

research that shows using the home language is crucial for long-term cognitive growth 

and academic achievement in English (Garcia and Kleifgen, 2010).  While Ruth uses 

written text to value High German, Grace shares an example of two of her beginning 

students who have limited English skills but by encouraging them to use Hutterisch, she 

can understand what they are want her to know:   

 Grace:  He’s getting better.  It took him a long time, even last year, to  
   respond.  You  could see him thinking.  You always have to give  
   them that thinking time to take it in and bring it back out in   
   English.  It seemed like he didn’t know the words.   

   There’s lots of times that I would say to him, “Say it in German.” 

   And then I’ll say it to another student, “What is he saying?   
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   Even now, when my little girl makes her sentences and spelling,  
   she’s trying to  explain it to me and I have no idea.   

   I’ll say, “Say it in German to Sandra and she’ll tell me.”   

   And then we get it. 

By using the first language of the students and older students within the classroom who 

can say the words in Hutterisch, Grace demonstrates the value she has for their first 

language.  Unlike Ruth who takes advantage of read-alouds with High German dialogue 

and Grace with older translators in the classroom, Claire uses humour with her students.  

She learns vocabulary from their first language so she can say basic words which the 

students recognize as being pronounced poorly but in an entertaining fashion: 

 Claire: I just know the basics, like their numbers, a few fruits and   
   vegetables, a few playground items like the ball and things like  
   that.  I only use the words to make the kids laugh.  I use them more 
   with kindergarten when my little ones come  because they don’t  
   speak English, very little English.  I can tell Emma she needs  
   to put her mittens on in German, but I just say the one word – her  
   shoes or her socks.  It’s usually poorly pronounced.  They get a  
   good giggle out of it. 

In using the Hutterisch that she has learned, Claire validates the home language for the 

kindergarten student while entertaining the other students as they listen to her 

pronunciations.  Garcia and Kleifgen (2010) would support the use of the home language 

as an important educative tool.  While Claire learns to speak specific words in Hutterisch 

that help her in communicating with her youngest students, Joan enjoys listening to the 

students speak Hutterisch and encourages them to use it:   

 Joan:  I very much respect the language.  I think it’s really neat.  I love  
   listening to them speak German.  I try to tell the kids that it’s  
   important that you speak German.  You have to learn that, don’t  
   get rid of it.  They are not penalized for using the German   
   language.  I don’t feel that I can penalize them for using German.   
   To me  that would be like assimilating somebody.  I  can’t do that.   
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   I can’t take that away  from them.  I think because they have their  
   German that is how they are going to communicate every day.   
   That is how they will share their feelings with their family when  
   they get married.  That’s going to be their personal language.  They 
   do need the English language to do business transactions and  
   communicate with people outside the colony.  I think it is kind of  
   ‘you use this for your personal life’ and ‘this for your business  
   life.’  If they get angry it comes out in German not always in  
   English.  To me that German is connected to their feelings.   
   English is going to be more their business language.  I tell the kids  
   it’s important to learn  English because they will need it if they  
   have to make a doctor or dental appointment or tell somebody  
   where it hurts.  I tell the students that they want to come across as  
   knowledgeable, soundly educated because that’s important. 

Not only does Joan share that she loves listening to Hutterisch and encourages the use of 

Hutterisch by her students, she has developed a personal philosophy of the value of both 

English and Hutterisch in the lives of her students and reminds them of this value.  If I 

can step into my personal subjectivity briefly, it appears that Joan is moving beyond you 

and me - monolingual teacher and trilingual students towards we – a non-racialized, non-

white space where language is not a reason for exception, but an extension to broaden 

knowledge, a way to become soundly educated as Joan says.  Having examined what the 

participants know about the value of English and Hutterisch and High German in the 

language repertoire of their students, I go on to the impact of vocabulary and background 

knowledge as Ruth, Grace, Kate, Claire and Joan experience it. 

 Vocabulary and background knowledge.  

 It is important to build vocabulary and background knowledge for the colony 

students because vocabulary and background knowledge are important for learning 

additional languages (Marzano, 2004; Beck, McKeown & Kucan, 2002).  Ruth, Grace, 

Kate, Claire, and Joan demonstrate and support the research by sharing personal 

experiences of teaching vocabulary and building background knowledge.  Ruth’s students 
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meet or exceed expectations in the division reading assessments and she sees this as 

astonishing considering the limited background knowledge the students have:  

 Ruth:  Our kids are doing just fine and that is all based on English.  Their  
   language doesn’t enter into it at all.  They’re also at a disadvantage 
   as far as those stories  for background knowledge but they seem to  
   rise to the occasion.  I see background knowledge and language  
   connected somehow.  Vocabulary being a part of language.  

Those stories that Ruth refers to are the stories used for the common reading assessments 

across the division.  The disadvantage, from Ruth’s perspective, is the missing 

background knowledge for her students in those stories.  In hind sight, I wish I would 

have prompted Ruth for her reasoning as to how her students rise to the occasion.  While 

Ruth acknowledges the limited background knowledge of her students, Grace chooses to 

focus on vocabulary for her students through reading out loud and introducing three new 

words as vocabulary with each book: 

  Grace:   I read a lot – out loud.  They learn a lot.  I also, this year, have  
   started a picture of the cover and I pick three words from that book 
   and it’s [picture and the three words] up on a wall.  And so, as we  
   go through the books and they can tell me the word, pronounce it  
   correctly and tell me the meaning or use it in a sentence correctly, I 
   take them down and put new ones up. 

 Cindy:   Oh, so that’s how you address vocabulary?  

 Grace:   Yes.  So they are learning and they do learn a lot, a lot.  We can’t  
   show them videos.  They learn a lot about different animals, or  
   whatever.  As  we’re discussing things, whatever comes, if they  
   have questions, I usually right away order library books. 

In addition to building vocabulary by choosing three new words with each book and then 

moving onto new vocabulary words as the first ones are learned, Grace builds 

background knowledge for her students by listening to their questions and providing 

books to help answer the questions.  Grace talks about the fact that she is not allowed to 
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show videos.  Like Grace, Kate mentions that fact and shares how limiting introducing 

and describing new vocabulary can be: 

 Kate:  Beyond just English being their third language, my students also  
   have very limited world experiences so that has to be thought of  
   when you’re looking at language acquisition because you have to  
   describe every little thing or bring pictures in and we can’t show  
   any video or anything; that’s very limiting.   

   How do you describe an escalator?  A hiccup?  

   One day three years ago, I’m reading this story with a hiccup.   
   Well, they had no idea of what a hiccup was.  Had I ever thought  
   that they did not know what a hiccup was?  No, I thought they had.  
   Just that [I asked], you know what a  hiccup is? 
 
    They said something completely different.  Nobody in the group of 
   the ten  or twelve that were there actually knew what a hiccup was.  
   And these were kids up to Grade 4 or 5.  And how many times  
   have I used it and I’ve even used it slang – oh, that was a hiccup!   
   That was definitely something I thought they knew.   
 
   So, so many times there are vocabulary words, to the point, I  
   wonder how they understand what they’re reading because when  
   you are working with them one on one, in small guided reading  
   groups, they’re not pronouncing the words properly, so they don’t  
   even know.  

   There’s so much scaffolding put into place to teach language to  
   children but there’s so much more scaffolding has to be put in  
   place to effectively teach a new language to students.  There’s so  
   many things we take for granted that we shouldn’t. 

Not only is Kate limited in how she can introduce new vocabulary without the 

opportunity to use videos, she is frustrated with her inability to recognize what 

vocabulary words she should introduce as evidenced in her incidentally stumbling upon 

the fact that her students didn’t know what a hiccup was.  Kate believes scaffolding needs 

to be in place to effectively teach English to her students.  Claire shares a story similar to 

Kate’s about a missing piece of background knowledge for her students in teaching the 
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concept of veterinarian as a community helper in Social Studies.  Claire recognized that 

the students know what a veterinarian is but not what a veterinarian does in relationship 

to the colony: 

 Claire: I find myself repeating the same veterinarian lesson in social  
   studies every time we review the community helper of the   
   veterinarian.   

   We say, “Ok, what is a veterinarian?”    

   “Yep, they’re someone who works with animals.  Great!”   

   “What does a veterinarian do every day?”   

   “Well, they might operate.”   

   We go through every bit of the lesson so the new information is  
   only a small part and the review part is the bulk of the lesson.   
   We’re building vocabulary and knowledge.  They would come to  
   me and I say, “Does the veterinarian come to the colony?”   

   “No.”   

   “Really?  You need to go home and ask Uncle Paul if the   
   veterinarian comes to  the cow barn.  Does the vet go to the pig  
   barn?”   

   They went home and asked their parents.   

   Low and behold, they do!   

   Because how are we taking two hundred hogs to the vet?  We’re  
   not!  Two hundred cows?  We’re not!   

   The vet comes to them, but the children didn’t know that because  
   that’s not what they do every day.  They’re not part of the barns.   
   They knew a vet took  care of the animals, but they didn’t know  
   they came to the colony.  Once they could start asking their parents 
   little questions every night, we found exactly what the vet does  
   with the hogs in the hog barn.  That was interesting and they  
   brought that back to me.  We could share that with the class.  Their 
   culture does not provide a place for supper conversations.  There is 
   no place for dad to share that  information. 
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Because Claire understood that there was little space for the students to ask questions at 

home, she created a space for questions to take place by prompting students to ask 

questions directly of their dads.  The asking of questions helped build their background 

knowledge.  Just as Claire makes a connection between the colony life and the 

veterinarian, Joan uses pictures and realia to make connections for her students in 

understanding the word cantalope: 

 Joan:  They hadn’t made the connection, so I like to make the connection  
   for them.  We  were learning cantaloupe as one of the words in the  
   oral language program.   

   The kids were  like, “cantaloupe?”  There was a picture but it was  
   not enough.   

   They had no idea what cantaloupe was.  I brought a cantaloupe to  
   school.   

   They were like, “Of course.  We know what that is!” 

   They used their German [Hutterisch] word and I said, “Ok!” 

   They grow cantaloupe on the  colony.  They were almost   
   disappointed.  This great big word sounded so fun and it was  
   something they knew! 

By showing the students a real cantaloupe, Joan built the English vocabulary of her 

students in a way that they were not going to forget it.  Having demonstrated how the 

participants build vocabulary and background knowledge for their students through 

Joan’s cantaloupe, Claire’s veterinarian, Kate’s hiccup, Grace’s vocabulary from picture 

books and Ruth’s students doing fine on division assessments, the category of I Know is 

complete.  The next section entitled I Want To Know follows and includes a compilation 

of what the participants wished they had known before they started their positions on the 

colony.  
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I Want To Know 

 A thread that weaves throughout the interviews with all the participants is the 

desire to have a guide compiled of information gathered from colony teachers in 

reference to the language differences between English and the first and second languages 

of the students, an “I wish I had known some of those language differences when I started 

at the colony,” as Ruth says.  Kate echoes Ruth’s comment with, “I think as colony 

teachers we should be sharing more.  Why are we not taking people in that first year and 

saying, here is what they’re learning, these are the things, building some sort of easy 

guide that tells you some of these things.”  Although a guide was not an original intent of 

this research, I include the observations and experiences that the participants share with 

me in the interview process in this section of I Want To Know as the beginning of a guide 

and address the guide and any personal subjectivity or reflection in the last chapter under 

future considerations so that the words and experiences of the participants are clear and 

not interpreted from my perspective.  Areas that the participants of this study felt were 

important to know include: (a) vowels, (b) letter formation, (c) numbers, (d) /th/ sound, 

(e) capitalization of nouns, (f) direct translations, (g) substituting English for German and 

vice versa in writing, and (h) the verbs to learn and to teach.  There is no reason for the 

order and I begin with vowels. 

 Vowels  

 Four of the five participants comment on the differences between the German 

vowels and the English vowels.  Beginning with Ruth, she notices the confusion of the 

vowel sounds in their spelling:  

 Ruth:  Some of that knowledge about their language would have been  
   valuable, like the confusion of the kids with the vowel sounds.   
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   When I think of some of their spelling, the vowel differences could 
   be a reason for the confusion.  I will say the  word, they will put  
   the letter in, we’ll talk about it, they’ll say, ‘that is what I put’  
   but it is not the right vowel.  

Although Ruth addresses the confusion, she is not specific about which vowels and I 

wish I had prompted her for specific examples.  Kate, on the other hand, is specific about 

the vowels i and e, “I’ve asked a lot of questions.  I’ve tried to understand because I think 

there should be more of an understanding between us and the German teachers, like the 

/i/ and the /e/ vowels.”  Again, I wish I had prompted for specific examples of words 

from Kate, as well.  Claire adds more to the /i/ and the /e/ vowel dilemma and admits to 

being unsuccessful in determining the differences: 

 Claire: The only thing that is difficult is when I’m trying to teach them in  
   English, the vowels are especially very difficult because their /i/ is  
   our /e/ I think.  Their  vowels are quite different from what we  
   have.  The spelling, the writing particularly is often difficult  
   because their /i/ and their /e/ are difficult because, however it is in  
   German, it’s very different in English.  It’s kind of what I’ve  
   learned along the way.  I’ve tried to figure them [vowel differences 
   between German and English] out but I can’t seem to nail them  
   down. 

Claire knows that there is a difference between the English and German /i/ and /e/ but 

does not know what the difference is.  Joan has the same experience as Claire in that the 

vowels cause confusion in spelling and explains it this way: 

 Joan:  There is confusion with the vowels all the time.  But to give them  
   something when they’re spelling – they’re like, I don’t know what  
   vowel to use because in German, it’s this and in English it’s this.   
   The students see and hear something  different. 

Joan’s comment that there is a difference in the visual and the audio experience for the 

students with vowels adds another perspective to the elusiveness of the vowels in the 

colony context.  Taking all these participant comments into consideration, there is no 
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doubt that there would be value in determining exactly which vowels cause the concerns 

and how best to address the concern.  Next, the issue of letter formation is addressed as a 

concern. 

 Letter formation. 

 Letter formation can be understood as the ability to form the written text whether 

it be in print or in cursive writing.  Ruth questions why her beginning student always has 

to be told to start at the top when making letters, “Because this little guy keeps starting at 

the bottom, I have to say ‘start at the top, start at the top.”  As a colony teacher, I had a 

similar experience and so during our interview, I explained that I understood that in High 

German handwriting, the letters are started at the bottom.  Her response, “If I had known 

that, I would have the patience and the ability to think that it isn’t a language barrier.  The 

little guy doesn’t understand.  It’s a whole process barrier,” suggests that the issue of 

where to start forming a letter was initially considered a language barrier by Ruth because 

she thought that the student did not understand the instructions when the issue was 

interference from his other written language.  Knowing about the differences in letter 

formation between the two languages of English and High German gives Ruth more 

patience and the ability to better help her student.  In the same way that the concern about 

letter formation is only raised by one participant, the following concern about the 

difference in writing numbers between High German and English is only raised by one 

participant.  

 Numbers. 

 Kate has come to recognize a difference with speaking, hearing and writing 

numbers in High German: 
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 Kate:  They’ll say six-twenty instead of twenty-six for the number 26.  So 
   no wonder, you’re going to have somebody write 62 when you tell  
   them to write 26 when they’re in Grade 1 even though they know  
   their numbers.  It’s because that’s their language.  How would an  
   English teacher know these things?  The kids do not have enough  
   English when they’re learning that to be able to say, “Well, no, you 
   say six twenty in German [Hutterisch]. 
   We need to know these things so when people go in and the kid  
   writes 62 and you think they’re dyslexic, you realize that it’s the  
   language, how they speak it, how they hear it and how they write  
   it.  It’s different than English. 

As Kate points out, an English teacher with no experience with Hutterisch or High 

German has no way of knowing how the spoken and written languages influence the 

writing of numbers in English.  Kate believes the differences between numbers in the 

three languages is useful information to know so that the teacher examines the language 

differences as a reason for reversals before she looks to other possible reasons.  The 

pronunciation of the English /th/ sound by the students is a concern in the following 

paragraph.   

 /th/ sound  

 The English /th/ sound is challenging for students on a colony according to Kate, 

Joan, and Claire.  Kate states that /th/ is not a sound in Hutterisch: 

 Kate:  /th/ is not a sound in German [Hutterisch].  That should be taught  
   to you right away so that you know first thing when you teach that, 
   you have to really model and demonstrate and expect that and  
   change that before they’re in Grade 3 saying ‘da  man’ because  
   it’s not proper  English and they’re not reflecting what they know. 

She believes that when a students says da instead of the, he or she is not using what she 

describes as proper English.  Kate believes that when a student speaks in such a way, it 

does not reflect what he or she knows.  While Kate believes that the pronunciation of the 

English /th/ sound by the students may not reflect what a student know, Joan teaches the 
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pronunciation of the English word the to her students and on one occasion, had a student 

go home and teach his dad: 

 Joan:  I have kids go home to their parents and some of the grandmas and 
   correct their speech.  I had a dad say to me, “I’m learning how to  
   say the.” 

   I’m like, “Oh, dear!” 

   He said it was ok.  He was glad the kids are learning that.   

   He said, “I know better and I like to think that when I am in town  
   that I’m not saying it wrong when I’m speaking to somebody, but I 
   probably am.” 

The dad has an appreciation of language variation and its social consequences, as 

illustrated by this comment.  In contrast to Joan’s parents learning how to say ‘the’ from 

the students, the parents on Claire’s colony model a ‘tra’ sound rather than the ‘thra’ 

sound: 

   Claire:   When they’re trying to tell me about tree something and I’ll say,  
   no, no, no, that’s three.  We do work hard on the- 

 Cindy:   /th/ sound? 

 Claire:   Yes, those kinds of things but it’s a losing battle because they go  
   home and from the parents all I hear is the ‘tra’ instead of the  
   ‘thra’.  As much as we do at the school, I don’t think it’s going to  
   be a sticking thing because I don’t think if you’re hearing it from  
   your immediate family, I don’t think it’s going to stick with them. 

Claire believes that her efforts in school in regard to the /th/ sound are minimal and not as 

influential as the home where the /th/ sound is pronounced differently.  Kate, Joan and 

Claire all share a similar belief in that they believe that there is a correct way to 

pronounce the /th/ sound and that the students incorrectly pronounce a /d/ or a /t/ sound in 

place of the /th/ sound.  The explanation of the capitalization of nouns in the middle of 

sentences when writing in English as a difference between languages follows. 
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 Capitalization. 

 Capitalization of nouns as a difference between languages: Kate’s understanding 

of capitalization is that in English it occurs for proper nouns and in High German it 

occurs for all nouns.  This can be problematic for colony students writing in English from 

Kate’s perspective.  Kate shares an experience with the word house:  

 Kate:  It was probably only four years ago that I found out that they  
   capitalize all the nouns.  To me, all of a sudden, that makes so  
   much more sense.  When they write  a sentence, I live in a house  
   and all of a sudden they write House with a capital and I’ll be like  
   “No, no, no!”  In High German you capitalize Haus.  That’s the  
   High German  word for the noun. 

Capitalizing a noun in the middle of the sentence does not affect meaning but it is does 

not follow the rule in English where capitalization occurs at the beginning of sentences 

and proper nouns.  Knowing that the capitalizing is occurring because the skill has been 

transferred from High German helps Kate understand why it is happening.  She explains 

to the student why capitalizing house in the middle of the sentence is not done.  The 

following idea involves the direct translation between High German and English. 

 Direct translations. 

 A direct translation is Kate’s term for what I understand as an idiom.  Idiom is 

defined as a construction or expression of one language whose parts correspond to 

elements in another language but whose total structure or meaning is not matched in the 

same way in the second language (Idiom, 2013).  The idioms that Kate refers to are 

sayings that a monolingual speaker of English would not use but she understands as a 

direct translation from Hutterisch to English: 

 Kate:  Some of the direct translations.  The kids will say, “I stood up at  
   6:00.”  And it wasn’t until very recently, I was talking to someone  
   from Germany and they said, “Oh, I stood up at 5:00.” 
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   “Ok, is that what you would say in German?  Is that a direct  
   translation?” 
 
   “Yes.”  In German they would say “I stood up” instead of “I got  
   up.”  “I woke up” or “I got out of bed at.”  So some of those: under 
   the recess, must be a direct translation, so we’re working through  
   those things to have the proper English. 
 
In talking to someone from Germany, Kate clarifies why her students use phrases that she 

considers improper English.  The next paragraph examines a case where a High German 

word is used in English writing and an English word is used in High German writing. 

 Substituting English for High German and vice versa in writing.  

 In English writing assignments, Grace finds that her students up to Grade 5 use a 

High German word in the middle of paragraph:   

 Grace:   I see that German [High German] word in the middle of the  
   English paragraph and the German school teacher says they do it  
   vice versa.  Sometimes he says there’s English words.  

 Cindy:   that slips into their?  

 Grace:   Yes  

 Cindy:   there’s a cross over for them? 

 Grace:   Yes, so I’ll just say to them, what’s this word and I’ll just write it  
   for them or whatever.  

 Cindy:   Did you find that, too, when you taught older kids?  Did they have  
   that?  

 Grace:   No, they grow out of it.  

 Cindy:   At what age do you see that?  

 Grace:   I would say five [grade] and up, cause I know Grade 4s still did it.  

 Cindy:   So there’s still some crossover of language in your experience?  

 Grace:   With the kids up to Grade 4 but after that they know.  



99 
 

Not only do the students use High German words in their English writing, they also use 

English words in their German writing.  Grace asks the student to tell her what the High 

German word means and she writes it in English for the student.  This is an example of 

translanguaging, “a pedagogical practice that uses both languages to ‘make sense of’ and 

communicate in multilingual classrooms” (Garcia & Kleifgen, 2010, p. 45).  I take you in 

the next paragraph to the verbs of to teach and to learn and how they trouble one 

participant. 

 The verbs to teach and to learn. 

 The correct grammatical usage of the verbs to teach and to learn causes concern 

for Joan.  Joan feels she instructs the correct use of the verbs to teach and to learn to the 

students but does not feel that the students will adopt the learning when the parents model 

incorrect usage: 

 Joan:  Sometimes it depends on the kids and on the family, too.  I could  
   teach something directly until I’m blue in the face.  Like I said,  
   they’re going to learn [her emphasis] me how to sew.  I don’t  
   know if I’m ever going to break that because I’m still correcting  
   kids that I had in Grade 1 and they’re in Grade 6 now.  I’m  still  
   correcting them, but their parents say it all the time.  It’s not really  
   a big deal but I always think, I hope nobody thinks I’m teaching  
   them that – because I’m not! 

Despite the fact that she continues to teach the difference and continues to correct  the 

students, she shares an example of a parent using the verb to learn: 

 Joan:  I got stuck one day and the dad said - he was pulling me out and  
   his son was there helping.  He said to him, “Oh, I can’t believe  
   they haven’t learned you that yet.” 
 
   I said, “Ohhhhhh!” 
 
   And then he turned to me and said, “You’re not learning them very 
   much if they can’t do that.” 
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   I thought to myself, “I’m not learning them anything, I’m teaching  
   them things.” 

Joan respectfully did not comment out loud about the Hutterian dad using the verb to 

learn when she felt he should have used to teach but internally corrected the word herself.  

Some might argue that the misuse of to teach and to learn is not only a grammar concern 

of Hutterian students, but Joan’s concern is that she does not want to be seen as a teacher 

who does not teach the difference.  Having completed the descriptions of the eight ideas 

that the participants would like to see in a guide, I move to the conclusion of this chapter. 

 In this chapter which is part two of the data analysis, I presented the data of 

themes across participants under the heading of three themes: I Did Not Know which 

included the common ideas that the participants did not know about the language 

repertoire of their colony students; I Do Know which described areas that the participants 

were confident about with the language repertoire of their colony students; and lastly, I 

Want To Know which is a compilation of the differences between English and German 

that the participants have come to know through experience but wished they knew before 

going to the colony teaching situation.   The last and final chapter that follows this 

chapter is the conclusion in which I answer my question, “How do monolingual English 

teachers on a Hutterite colony appreciate the language repertoire of their students?” based 

on the collected data, address my self-reflective journey as guided by and through this 

research and finally suggest possible future considerations.   
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CHAPTER SIX: CONCLUSION 

 Phenomenological descriptions, if done well, are compelling and insightful.  The 
 eloquence of the texts may contrast sharply with the toil, messiness, and 
 difficulties involved in the research/writing process.  “And this took that long to 
 write, you say?”  “After seven drafts!?”  (Van Manen, 1990, p. 8) 

 Having toiled and messed with the difficulties in researching and writing 

compelling and insightful phenomenological descriptions of the data from my 

participants in Chapters Four and Five, I finally arrive at the conclusion not fully 

confident that the texts are eloquent but satisfied that I have tried my best in use of time 

and effort.  Now, in Chapter Six, I write the conclusion to this study.  I begin by 

answering my research question from the data and provide possible explanations for the 

results.  Secondly, I reflect upon my personal journey that accompanied this research 

study and describe my personal and professional outcomes as a result of doing this 

research.  Third, I suggest possible future considerations.  Finally, I offer a brief creative 

close. 

Answering the Question 

 Given the data as collected and presented for this study, I bluntly answer the 

guiding research question, “How do monolingual English teachers on a Hutterite colony 

appreciate the student language repertoires of their students?” with the following answer:  

“monolingual English teachers on a Hutterite colony do not appreciate the language 

repertoire of their students.”  The participants in this study are not fully aware that their 

students have a trilingual repertoire and therefore, do not appreciate it, draw on it, or 

know to help students in their use of all the linguistic resources that they possess as 

trilingual users of Hutterisch, High German and English.  The five participants also do 

not describe themselves as monolingual English teachers.   
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 That being said, in being mindful of the definition of the word appreciate to mean 

‘to be fully conscious of; be aware of’ (Appreciate, 2013), when I adjust the question to 

‘How are monolingual English teachers on a Hutterite colony aware of the language 

repertoire of their students?’  I move forward with a broadened response.  Simply put, 

before going to their colony positions, the participants were unaware of the details of the 

language repertoire of their students.  With the exception of Kate who was aware that 

there were language differences but not of the details, not one of the five participants 

were aware that English was not the first language of the students on a colony.  But, over 

time working in English with the students, all five of the participants came to recognize 

that the students had a different spoken and written language than English which the 

children learned as a third language in English school.   

 Only one participant, Kate, recognized the term Hutterisch to describe the spoken 

language of the students and the other participants learned the term when I introduced it 

through the interviews.  Similarly, trilingual was a term used only by Grace to describe 

the language repertoire of the colony students.  Although every participant acknowledged 

German as a language of the students, they did not have a common understanding of the 

role it played in the language repertoire of the students nor was it referenced as High 

German by any of the participants.  I mention the terminology of trilingual, Hutterisch 

and High German because my understanding from and through the literature review 

acknowledges the language repertoire of colony students as trilingual with the languages 

of Hutterisch, High German and English.   

 When I realized that the vocabulary of Hutterisch, High German and English and 

the understanding of a trilingual language repertoire were not part of the participants’ 
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vocabulary and understanding, I questioned why this was so during the analysis stage of 

this research.  In rereading the purpose of the phenomenological approach to research, I 

was reminded that the results of phenomenology research are not intended to be 

generalizable but should be “phenomenologically informative about human being in 

general” (Hycner, 1999, p. 157).  With that reminder, I chose to address the difference in 

understandings between the participants, myself and the literature by examining the 

phenomena of the monolingual English teacher with trilingual students in a colony 

context in relation to the results of this study with the following three questions: (a) Why 

is there not an awareness of the language repertoire before beginning the teaching 

position at a colony?  (b) What are the similarities and differences between the 

understanding of the repertoire of colony student language by the participants and in the 

academic literature?  and (c) Could white settler society be influential in these results?  I 

begin with a reflection of one possible reason why there was not a teacher awareness of 

the language repertoire of colony students before starting a teaching position.  

 Unaware of language repertoire. 

 Why is there not an awareness of the students’ language repertoire before 

beginning the teaching position at a colony?  In reflecting upon the results that four of the 

five participants were not aware of the difference in language between the teacher and the 

students when beginning a position at a colony, I question how common the phenomena 

is across all colony teachers in Saskatchewan with teachers new to the colony setting.  I 

looked at a recent advertisement by a school division for a colony position and 

discovered that there was no mention of student language: 

 Teacher/Principal (1.0 FTE Temporary)  
 _____ Hutterian School - Competition #1442  
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 Dates:  November 4, 2013-June 27, 2013  
 
 The _____ School Division is seeking a full-time temporary teacher/principal at 
 the _____ Hutterian School commencing November 4, 2013 through June 27, 
 2013.  _____ Hutterian School is a K-8 colony school of approximately 12 
 students, located about 20 km south of _____, SK.  
 
 Preferences will be given to applicants who demonstrate the following 
 characteristics:  
 • Sask. Professional A Teaching Certificate;  
 • Successful teaching experience;  
 • Willingness to be part of a collaborative educational team;  
 • Willingness to respect the Hutterian culture;  
 • Willingness to teach the students with the effective teaching strategies; and  
 • Demonstrated ability to connect with children in a student-centered learning 
 environment. (Education Canada, 2013, August 28). 
 
The word Hutterian is mentioned in the title of the school and again as one of the valued 

characteristics of a successful candidate, ‘willingness to respect the Hutterian culture.’  

The data from this study demonstrates that an understanding of the Hutterian culture does 

not necessarily equate to understanding the language repertoire of the students as having 

Hutterisch or High German as their first and second languages and that the language of 

the curriculum, English, is learned at English school.  Joan grew up in an area where 

Hutterites lived, thought she knew all about them but was not aware of details of the 

language differences.   

 With no mention of language in a current teaching position advertisement for a 

colony position, how would a teacher new to that position know what to expect of the 

language repertoire of the students at a colony?  Possibly at the interview process the 

language differences would be explained, but Grace shared that at her interview there was 

absolutely no mention of the fact that the students did not speak English as their first 

language.  Given that this study takes place in Saskatchewan, can we look to the teacher 
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education programs at our two universities and question how they prepare new teachers 

in understanding the language repertoire of colony students?  As mentioned in the 

literature review, there is a need for more formal preparation of how to meet the needs of 

ESL students by those who prepare classroom teachers (Roy-Campbell (2013).  Thus, a 

possible reason for the teachers’ lack of awareness of student language repertoire before 

going to a colony position is that there has been no preparation at either a divisional or 

provincial level to build an awareness of the language repertoire of colony students.  The 

lack of awareness is not exclusively an individual failing but a responsibility that lies 

within institutions as well.  I now move to summarizing the similarities and differences 

between the understanding of the repertoire of colony student language by the 

participants and the academic literature. 

 Similarities and differences in understanding language repertoire.   

 What are the similarities and differences between the understanding of the 

repertoire of colony student language by the participants and in the academic literature?  

In rereading the literature review in Chapter Two in regard to the background of the 

Hutterian language I recognize my own subjectivity in that I describe the language 

repertoire from the perspective of an educator.  Because there is no literature available 

about the subject of Hutterites from an educators’ perspective, my three main sources to 

build an understanding of the background of the Hutterian language include an 

anthropological perspective (Hostetler, 1997), a combination of historical and 

anthropological perspective (Janzen & Stanton, 2010) and a historical with an additional 

focus on historical geography (Katz & Lehr, 2012).   
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 Well written as they are about the Hutterite people and their culture, none of the 

available sources provided the language for the purpose of my research question in great 

detail.  As I combed through these resources to present an understanding of the Hutterian 

language for the literature review, I presented the findings from my perspective as an 

educator in a tidy little box with a description of the language repertoire of the colony 

students as trilingual, including Hutterisch, High German and English.  Thus, as I answer 

my research question, ‘How do monolingual English teachers on a Hutterite colony 

appreciate the language repertoire of their students?’ in regards to the similarities and 

differences between the understanding of the repertoire of colony student language by the 

participants and in the academic literature, I recognize more similarities than differences.   

 Based on my interpretation of the literature, I anticipated that the participants 

would describe the language repertoire of the colony students as trilingual but found only 

one participant, Grace, used the term trilingual but she did not recognize the term 

Hutterisch as one of the languages.  Similarly, the literature does not describe the 

language repertoire of the colony students as trilingual.  Only through piecing and 

interpreting did I recognize the understanding of trilingual.  Hostetler (1997) does not 

address language of the Hutterite people other than to mention that English is taught in 

English school.  Janzen and Stanton (2010) provide a brief description of Hutterisch, use 

standard German to describe my use the term High German and give a general 

description of the English school with little information about language within the 

English School.  Katz and Lehr (2012) provide the fullest explanation of the three 

languages in one brief paragraph but do not refer to them as trilingual and do not provide 
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any further information about how the language repertoire might impact on the English 

teacher.   

 In looking at these similarities, it appears that the difference between the 

understanding of the repertoire of colony student language by the participants and in the 

academic literature lies within my interpretation which is formulated from the literature 

and personal experience.  Neither the participants nor the literature neatly formulated the 

language repertoire of colony students as trilingual.  After reflecting, I remain true to my 

identification of the language repertoire of the colony students as trilingual but use this 

study to identify a gap in the literature which in turn creates a gap in teacher 

understanding when there is no academic literature available to build an understanding of 

colony language repertoire.  I move onto the influence of white settler society as 

identified in postcolonial theory as to why the participants of this study were unaware of 

the language repertoire of the colony students before going to the colony teaching 

positions. 

 Influence of White Settler Society  

 Could white settler society be influential in these results?  As explained in 

Chapter One, I am developing an understanding of my place of privilege in a white settler 

society as part of the self-reflective journey of this thesis.  I choose to reflect on certain 

words of the participants because I believe that in recognizing words and thoughts that 

could have been mine before I became aware of my white settler privilege, I develop my 

critical awareness and thus, in turn, with this research, inspire others to develop critical 

awareness.   
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 Although I commented on red flag words throughout the analysis chapters, I bring 

them together in one place as a way of reiterating the words for further reflection.  There 

are five examples from the analysis chapters described in the following separate 

paragraphs.  I list the context of the interview, the troubling red flag words, and then 

reflect upon them from a personal and professional perspective. 

 Limited exposure to English.   

 Claire uses the following words to describe how her students do not get any 

exposure to English because they do not leave the colony very much, the lack of 

immersion, don’t get to leave, and don’t really get to go.  It is a fact that the children do 

not leave the colony very much (Hostetler, 1997; Janzen & Stanton, 2010) and was my 

observation when I first went to the colony.  By being aware of my white privilege and 

researching the literature more deeply, I have come to know that not leaving the colony is 

not considered a deficiency by the colony people.  Staying together communally is very 

much a part of who they are, a way to preserve their culture and part of their religious 

practice (Katz & Lehr, 2012).  It is not the goal of the Hutterian people to become fluent 

in English but to acquire enough English to do business with the outside world (Janzen & 

Stanton, 2011).  My thinking has changed.  I now see that the curriculum is conceived for 

a white settler population and as an educator I am responsible for adapting the curriculum 

to meet the learning needs of the Hutterian students.   

 Expectation that Hutterites speak English.  

 In describing what she knew of the language repertoire of the colony students 

before going to her first teaching position, Joan says, “they speak German [Hutterisch] at 

home but this won’t be an issue because Hutterites come to town and they speak English 
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all the time.”  These words cause me to reflect on why there is an expectation that 

Hutterites are expected to speak English because they go to town and not why do the 

people in town not speak Hutterisch.  Along the same lines, Ruth as a teacher expects the 

students to learn English, not for her to learn Hutterisch: 

  Ruth:  My expectation or the expectation we work on here is they will  
   come to us.  They will learn English not that we will, not that we  
   disrespect the language, but I have never seen it as my job or part  
   of my teaching to become, well, not even nowhere near fluent, but  
   become more knowledgeable about their language. 

While showing respect for the language of the student in saying that she does see the 

need to become more knowledge about the language of the students, she further explains 

that language is not an issue at her school because the onus is on the students to learn 

English: 

 Ruth:  And I never saw it as being something that I had to worry about or  
   maybe  because I saw it as we said before they were coming to us  
   and the onus was on those kids to learn English so they could  
   function in an English curriculum driven school. 

They coming to us took me right back to that pivotal moment in my education, during the 

teacher activism class where I realized I saw myself as othering the Hutterites.  I hear the 

same attitude echoed in Ruth’s words and recognize her othering the students.  I also hear 

in Ruth’s words, the provincial curriculum as driven by English language and culture and 

question why the curriculum has to be that way.  Is there no place in the learning and 

teaching of students in our province of Saskatchewan where different cultures and 

different languages can be respected and embraced in the learning environment?  By 

teaching only an English driven curriculum are we not perpetuating British imperialism 

as marked by the hegemony of particular forms of white settler English? 
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 Image of trained students.   

 In describing the structured classroom routine that Joan inherited as a teaching 

position, I am troubled not by Joan’s words, “they just sat down and worked, like little 

hamsters and they would watch the time” but by the implications this image brings to my 

mind.  This was a classroom where students were trained to sit at their desks, not speak 

the language of their culture at any point during the English school day, do seat work in 

time to a regimented routine and have it learned so thoroughly that they were able to train 

a new teacher in the same format.  I appreciate Joan’s insight that what she inherited was 

not a desired teaching practice and her subsequent desire to change.  Although I view the 

behaviour as othering, my understanding is enhanced when I reflect on the work of 

Anyon (1981) in her article where she demonstrates that this constricted form of 

pedagogy with less privileged students was a way to show them their place in the social 

hierarchy.  The colony students were the less privileged students with German linguistic 

abilities in a provincial teaching context that held English abilities as the standard. 

 Teaching language not curriculum.  

 Claire describes her role for the early years of the students as one of teaching her 

students to speak English so they can function in the curriculum.  She uses the phrase, 

“They lose a significant amount of time just  learning language in my school to get to 

being able to cope with their curriculum expectations.’  By using the word lose, I am 

compelled to think that Claire does not see language learning as valuable as the teaching 

of the curriculum because the learning of language takes away from the learning of the 

curriculum and there is some guilt in that for her.  I would suggest that this guilt comes as 

a product of a white settler society.  When I began teaching at a colony, I looked to the 
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curriculum for guidance, especially in the area of teaching English to students that did not 

have English as their first language.  There was none.  In building my background 

knowledge of white settler society and postcolonial theory and prompted by these words 

of Claire’s, I question how influential British Imperialism is in the writing of the 

provincial curriculum. 

 /th/ sound as deficit.  

 The pronunciation of the /th/ sound seen as deficit by some of the participants 

troubles my thinking.  Given that there is agreement with Kate’s statement that the /th/ 

sound is not part of Hutterisch, I wonder how the participants came to the thinking that 

the colony students should learn to pronounce /th/ in a specific way when the sound is not 

natural to their language.  Is this thinking part of the white settler society of which they 

are inherently a part?  Sterzuk (2011) in her work with First Nations refers to a 

perspective of gaining control over Indigenous peoples by heterogeneous populations: 

 From this perspective, then, language education which seeks to promote one 
 ‘Standard’ English over others negates indigenized English  varieties and positions 
 Indigenous students as less capable of developing reading literacy is a product of  
 settler nationalist ideologies which contributes to the reproduction of the racial 
 hierarchy of white settler colonies (p. 92).   

When I take that thinking and relate it to Hutterian English, by emphasizing the idea that 

there is a correct and incorrect way to say the /th/ sound, I see the participants adopting a 

‘Standard’ English with little regard for the possibility of a Hutterian English, an English 

variation that meets the needs of Hutterian people.  There is the possibility that I am 

overthinking this idea of the th sound when I reread Joan’s words, “I would never want 

somebody to think they [the colony students] didn’t know anything because they don’t 

sound right.”  Joan wants her students to sound knowledgeable.  But, even within that 
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statement, by whose standard are the students judged as sounding right?  Who is doing 

the judging?  Are we are back to influence by the white settler society? 

 In drawing attention to the words and phrases from the participant data that cause 

me to personally reflect on postcolonial theory as a way of explaining behaviours, I build 

more awareness of my place and space in my reflective journey that I have embarked 

upon through this study.  In building that awareness, I recognize my first steps towards 

change and address them as follows. 

Awareness as the First Step towards Change 

 The change that I strive for is equitable education for colony students.  Now that I 

am aware of the ideas at work in the classroom and curriculum, I no longer want to be 

part of what I now see as settler domination.  I do not want to perpetuate oppressive 

linguistic practices.  Through self-reflection of the process and the topic of this research 

study, I am aware of who and where I am as a privileged member of the white settler 

society.  In particular my awareness has developed in relation to the research question, 

myself as an educator in the province of Saskatchewan and my opinion of the value of 

Hutterian English.  I begin by describing how the way I worded my research question is a 

revelation to me.  

 I recognize the perpetuation of the deficit view of Hutterian English in the very 

wording of my research question, “How do monolingual English teachers on a Hutterite 

colony appreciate the language repertoire of their students?”  Although the intention of 

the question was to understand the differences in languages between teacher and students 

in Hutterian contexts, the subtleties implied by labeling the teachers monolingual English 

could be an illustration of influence by British imperialism.  Within the question there is 
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no place to view the English of the Hutterian students as an English language variation 

unto itself in spite of the suggestion in a study by Waldner (2010) where she describes the 

effects of language contact on the Hutterites’ variety of English and the need for future 

study about Hutterian English.  On the other hand, by describing the languages of the 

students as repertoire, a space is created in which to build awareness of the student 

languages.  It is this building of awareness where I feel I am working towards change and 

moving beyond the influence of the white settler society.  I go on to the awareness that I 

have come to in my role as an educator in the province in Saskatchewan.    

 As an educator in the province in Saskatchewan, I became aware of the 

inequitable education for colony students early in my first teaching position on a colony.  

My experience was that after nine years of English school students on the colony 

graduated with very low reading and mathematical skills in English and nobody that I 

talked to was concerned about this.  There was no formal data to support this nor was 

there any division or provincial assessment available to ensure that the students had 

reached a certain standard.  I remember thinking then that the Hutterian students were not 

getting an equitable education similar to students in the regular system.  I recognized that 

the English of the colony students was not as developed as students in the regular system 

but I did not, at that time, have an understanding of their language repertoire of 

Hutterisch, High German and English.  I was similar to the participants in this study and 

intent on teaching the provincial curriculum in spite of the fact that the students needed to 

learn the language of English simultaneously.  I remember thinking that I needed to 

correct their /th/ sound so that they would sound like Standard English.  What I realize 

now is that I was an example of a privileged white settler educator.  I have elaborated on 
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how being critically reflective of oneself as a white settler educator is a movement 

towards change in the next paragraph. 

 As an educator in the province of Saskatchewan, I am aware that I am a member 

of a teaching population that is predominantly white who speak Standard English.  

Sterzuk (2011) says, 

 It is significant that teaching populations in setter societies consists of 
 predominantly white bodies viewed as speakers of ‘Standard English.’  These 
 teachers continue to be constructed by colonial and national ideologies that 
 position them as the unmarked linguistic and racial norm.  Positioned in this way, 
 the likely outcome for white settler teachers who have not yet developed critical 
 awareness is to view other Englishes as deviations from the norm and to treat 
 them, and their speakers, as something needs correction and remediation (p. 32). 

In thinking that I had to correct the /th/ sound of my colony students, I was guilty of 

viewing the Hutterian English as deviant and in need of fixing.  That kind of thinking is 

still occurring in the colony teaching population as evidenced by the participants in their 

comments about correcting the pronunciation in the /th/ sound with their students.  

However, in being aware that I am a product of a white settler society, I have an 

understanding of the linguistic hierarchy created by British Imperialism, and I believe 

that I am in the first steps towards change which Sterzuk (2011) identifies as essential to 

move towards an equitable education for students.  Finally, I share my ideas about future 

considerations that have evolved from this research. 

Future Considerations 

 Several ideas for future considerations have evolved from this research.  There is 

a need for a guide for Hutterian teachers to address language differences.  Responsibility 

for an equitable education for colony students lies not only with the teachers but with the 

school divisions, the provincial government and the universities that prepare new 
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teachers.  A gap about the Hutterite people from the perspective of an educator exists in 

the literature and I suggest future studies as a way to begin filling this gap.  Finally, I 

share my personal interests for future research.  I begin with a more detailed description 

of a proposed guide. 

 It is very clear from the participant data that there the Hutterian teachers need a 

guide that describes the differences between the languages of English, Hutterisch and 

High German in the colony teaching context and perhaps direct instruction about the 

student language repertoire prior to beginning teaching.  Such a guide could be informed 

by the themes I have described especially in the area of student language repertoire and 

the differences shared in the I Want To Know section of the themes across participants.  

To further expand and ensure as many recognized differences are shared as possible, a 

future study could include broadening the number of participants and narrowing the topic 

to experienced differences between English, Hutterisch and High German recognized in 

the English colony classroom.  Scholarly works that compare English and German could 

be the basis of the literature review.  Although the participants of this study came to 

know these differences over time in the position, a guide would be invaluable to a new 

teacher entering the colony teaching position as well as to current teachers who may not 

have recognized some of the differences.  Most importantly, the guide must include 

specific instruction that dispels the notion that differences are necessarily deficiencies.  

This recognition is necessary for equitable education for colony students which is 

discussed in the following paragraph. 

 To provide equitable education to colony students, teachers of colony students 

need to be aware of their privileges as members of a white settler society and recognize 
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the language repertoire of the students.  Teachers need to recognize influences from 

British Imperialism in their teaching and move beyond it to equitable teaching practices.  

Given that the teachers have a responsibility to recognize their roles for the colony 

students, the school divisions, the provincial government and the provincial universities 

have a responsibility in supporting the teachers.  When teaching positions are advertised 

for colonies, direct reference to student repertoire needs to be explicit.  Furthermore, the 

provincial curricula should address the learning needs of non-standard Englishes.  This 

could be achieved by including language awareness as a foundational paper similar to the 

foundational papers on gender equity and the adaptive dimension which inform all 

curricula across the disciplines and grades.  The universities who prepare new teachers 

should include information about the language repertoires of colony students in their 

classes.  Because the participants in this study had their teacher training at least five years 

ago, a study could be initiated to see what the current practice is at the university level in 

preparing teachers who may work on colonies.  The task of building awareness for 

teachers, divisions, and province about the language repertoire of colony students appears 

undaunting but taken in steps achievable.  I suggest first steps lie with future studies to 

fill the gap in the literature about the Hutterian people from the perspective of an 

educator and describe them in the following paragraphs.  

 How colony teachers define themselves as language teachers could be the topic of 

a future study.  I believe the question, ‘Do you think of yourself as a language teacher?’ 

could focus a study to collect data to better understand the colony teachers’ views of 

language and how they identify themselves as teachers on a colony school.    
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 While language and the differences between teacher and student repertoire in the 

colony context was the focus of this research, the culture of the Hutterian people was an 

always present phenomenon not directly addressed in this study.  How the culture of the 

Hutterite people affects the colony teacher would be another suggestion for a study.  

Colony teachers could be asked about their understandings of the culture of the Hutterite 

people and how these understandings (or misunderstandings) impact their teaching of 

colony students.  It is also my hope to continue to do more research from an educator’s 

perspective in the area of Hutterian teaching and I talk about that goal in the next 

paragraph. 

 As to my personal future directions and goals, I am interested in researching the 

educator’s perspective of the Hutterite people in the area of the teaching experience of the 

English school teacher on a colony.  Given that there is a difference between the language 

of the curriculum and the language repertoire of the students, how do teachers in a one 

room school of kindergarten to Grade 8 or 9 deliver the curriculum?  How do teachers in 

a two room school deliver the curriculum?  What are the similarities and differences in 

delivery between the two contexts?  What is the success rate of these students in either 

context compared to the provincial rate?  How is success defined and by whom?  How do 

teachers in either context define their identities as teachers?  Are these roles impacted by 

British Imperialism and more importantly are the teachers aware of the impact?  As I plan 

for the future, I realize my responsibilities must begin with the closing of the current 

research.  I share the following closing. 
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The Closing 

 As I come to the end of this academic journey and learning about research and 

especially the phenomenological method, I still cling to the resources that have guided 

me in the process.  Moustakas (1994) suggests the final chapter should end with a brief 

creative close “that speaks to the essence of the study and its implications to you in terms 

of the value of the knowledge and future directions of your personal professional life” (p. 

184).  The “essence” of this phenomenological study is the phenomena of monolingual 

English teachers in a Hutterian colony unaware of the language repertoire of their colony 

students, especially when applying for the positions.  Each of the five participants came 

to her own unique understanding of the language repertoire of her students in time as she 

gained experience in the position.  Their thoughts confirmed a collegial commitment for 

equitable education for colony students.  Their sharing was directional for my self-

reflective journey.  It became a self-reflective journey of understanding the effects of 

white privilege that I and teachers like me experience in a white settler society.  I became 

aware that I will always be part of the white settler privilege and cannot excuse myself 

from the privilege.  With this awareness I also understand more fully the constraints and 

responsibilities of moving beyond that privilege.  As part of that responsibility I look 

forward to future research where I explore and describe the experiences of one teacher 

schools and two teacher schools in a Hutterian context.  I hope that by being aware of 

who we are as Hutterian teachers, we can provide equitable education for our colony 

students.  Awareness is the first step towards an equitable education for colony students.  

Who knows?  If a collegial Hutterian group can affect change for equitable learning of 

Hutterian students, then there is hope for provincial collegial educators to affect change 
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for all students who have non-sanctioned Englishes.  We can only reach a goal if we set 

one.   
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 Regina. 
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 Don’t hesitate to contact me if you have any additional questions or if you require any  
 further assistance. 
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 Bob Vavra 
 Superintendent of Curriculum 
  Chinook SD 
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Appendix C: Initial Third Party Participant Contact 

 

 

Dear ___, 
 
As a professor at the University of Regina, I have a graduate student that is doing 
research in the area of language and teachers of Hutterian students.  The said graduate 
student has been given permission from Chinook School Division to interview teachers 
on Hutterian colonies in your school division and has identified you as a possible 
participant.   

As a neutral third party and as a safeguard to prevent possible undue influence, coercion 
or inducement from the said graduate student, I am inquiring as to your willingness to be 
a participant.  The research would involve three sixty minute interviews over three weeks 
at a time and place agreed upon by you and the researcher.   
 
Should you have any questions, please feel free to email me at asterzuk@ureinga.ca.   
 
Should you decide to be a participant, please respond to this email before November 15, 
2012.  No reply will be understood as a decision to not participate. 
 
On behalf of my graduate student, I would like to thank you for considering a role as a 
participant in academic research. 
 
Sincerely, 

 

Dr. Andrea Sterzuk, University of Regina 
asterzuk@uregina.ca 
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Appendix D: Lay Summary 

 

You are invited to participate in a research study to learn about monolingual English 
teacher appreciation of student language repertoire in a Hutterian colony school.  This 
research is being done as part of my program as a masters student at the University of 
Regina. 

 I have asked you to participate because I believe that your ideas and experiences 
in teaching  colony students will help me better understand teacher views of the 
languages of colony students and the English language in which they are taught the 
provincial curriculum.  The benefits for you of doing this study are that you might learn 
some new things about yourself and you might enjoy sharing your ideas and feelings 
about your views of the language of colony students.  In addition, your participation in 
this study may help me and others better understand the language differences between 
teacher and students in a colony setting.  There is no known or anticipated risk in 
participating in this study. 
 My advisor, Dr. Andrea Sterzuk, and I will be the only people who know that you 
are participating in this study.  I will identify you with a pseudonym of your choosing in 
my writing.  When I interview you I would like your permission to tape-record our 
interviews and take notes to remind me about what we talked about. 
 As part of your participation in this study, I will be doing three sixty minute 
interviews spaced over three weeks at a place that is suitable for tape-recording and 
convenient for you.  The first interview will focus on how you came to be a teacher on a 
colony.  The second interview will focus on your experience and views of the language of 
yourself and your students in the context of the colony setting.  The third and final 
interview will focus on your understanding of your views of student language in the 
colony school.  As a novice researcher, I use the sixty minute interview as a guideline but 
with your permission, if we find our discussion is exhausted of additional information, 
we will end earlier than the said sixty minutes and will never go over the sixty minutes. 
 Your participation is the research is voluntary and you answer only those questions that 
you are comfortable with.  You may withdraw from the research project for any reason, at any 
time without explanation or penalty of any sort. 
 The most important thing for you to remember while you are participating in this 
study with me is that there is no right or wrong answer in the questions that I ask.  All I 
am looking for is your opinion or ideas or feelings and if I ask you to tell me more, or 
explain your answer, it is because I want to be really sure I understand what you are 
telling me.  Always remember that in this situation you are the expert and you are 
explaining to me your views of student language in a colony setting as a monolingual 
English teacher. 
 My contact information is Cindy Nelson at cnelson@chinooksd.ca.  My 
supervisor’s contact information is Dr. Andrea Sterzuk at asterzuk@uregina.ca  
 

  

mailto:cnelson@chinooksd.ca
mailto:asterzuk@uregina.ca
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Appendix E: Consent Form 

University of Regina Participant Consent Form  
 
Project Title:  A Description of the Appreciation Monolingual English Teachers Have of 
Student    Language Repertoires in Hutterian Colony Schools 
 
Researcher(s):  Cynthia Nelson 
  Graduate Student 
  Department of Graduate Studies, Education 
  University of Regina 
  cnelson@chinooksd.ca  
 
Supervisor:   Dr. Andrea Sterzuk 
   Department of Education, Language and Literacies Education 
  306.585.5607 
  Andrea.Sterzuk@uregina.ca 
 
Purpose and Objective of the Research:  

• The purpose of this research is to answer the following question: How do monolingual 
English teachers appreciate the language repertoire of the students in a Hutterian colony 
school?   
 

Procedures:  
• The data gathering procedure will be a series of three audio recorded 60-minute 

interviews with the participant at an agreed upon location.   
• Please feel free to ask any questions regarding the procedures and goals of the study or 

your role. 
 

Potential Risks:  
• There are no known or anticipated risks to you by participating in this research. 

 
Potential Benefits:  

• The benefits for you of doing this study are that you might learn some new things about 
yourself and you might enjoy sharing your ideas and feelings about your views of the 
language of colony students 

• In addition, your participation in this study may help me and others better understand the 
language differences between teacher and students in a colony setting.   
 

Compensation:  
• There is no compensation for participating in this study. 

 
Confidentiality:  

• The data will be collected in the interview process on a hand-held digital voice recorder.  
You may request that the device be turned off at any point.  The device will be 
transported in a locked vehicle and stored in a locked cabinet. 

• The data will be transcribed.  The transcriptions will be kept on a password protected 
computer to which only the principal investigator has access.  After each interview, you 

mailto:cnelson@chinooksd.ca
mailto:Andrea.Sterzuk@uregina.ca
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will be given the opportunity to review the transcript of the previous interview, and to 
add, alter, or delete information from the transcripts as you see fit.  

• The data collected will be analyzed and reported in a thesis. 
• Because the participants for this research project have been selected from a small group 

of people, all of whom may be known to each other, it is possible that you may be 
identifiable to other people on the basis of what you have said.   

• There are several options for you to consider if you decide to take part in this research.  
You can choose all, some or none of them.  Please put a check mark on the corresponding 
line(s) that grants me your permission to: 
 
I grant permission to be audio taped:                                                         Yes: __ No: ___ 
 
I wish to remain anonymous, but you may refer to me by a pseudonym:  Yes: __ No: ___ 
 
The pseudonym I choose for myself is: ________________________________________ 
 

 
Right to Withdraw:   

• Your participation is voluntary and you can answer only those questions that you are 
comfortable with.  You may withdraw from the research project for any reason, at any 
time without explanation or penalty of any sort un until May 15, 2013 which is the end 
date of this research project. 
 

Follow up:  
• To obtain results from the study, please request a copy at cnelson@chinooksd.ca  

 
Questions or Concerns:   

• The researcher can be contacted by using the information at the top of page 1 
• This project has been approved on ethical grounds by the Research Ethics Board on 

(______).  Any questions regarding your rights as a participant may be addressed to the 
committee at (585-4775 or research.ethics@uregina.ca).  Out of town participants may 
call collect.   

 
Consent  
SIGNED CONSENT  
Your signature below indicates that you have read and understand the description provided. 
 
I have had an opportunity to ask questions and my questions have been answered.   
I consent to participate in the research project.   
A copy of this Consent Form has been given to me for my records. 
 
     

Name of Participant  Signature  Date 
 
______________________________      _______________________ 
Researcher’s Signature   Date 
 

A copy of this consent will be left with you, and a copy will be taken by the researcher. 
 

mailto:cnelson@chinooksd.ca
mailto:research.ethics@uregina.ca
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Appendix F: Interview Questions 

Interview One 

What is your definition of language? 

How can language best be learned?  What impedes languages learning? 

Can you speak to your own use of language? 

 -talk about an experience learning another language;  

 -talk about your memoires of learning English;  

 -talk about experiences of helping someone learn a language (i.e. your children);  

 -talk about the important differences for you between your uses of spoken and 

 written language. 

Talk about the factor that language played in going to the colony position.   

What do you remember knowing about the language of the students before going to the 

colony position? 

Can you speak to your understanding of your language and the language of the students 

on a colony school before coming to a colony school? 

Interview Two 

Can you make a connection between your use of language and the use of language for the 

students in your classroom? 

What do you see as your role with language for your students? 

What do you see as the language repertoire of the students? 

What is your current experience with language of the students on the colony? 

What is your view of the language(s) that the students bring to school? 

Has your thinking about language changed because of the classroom dynamics of a 

monolingual teacher with trilingual students?  



133 
 

Interview Three 

Given what you have said about your definition of language before coming to teach on a 

colony and then embracing a teaching life on a colony and given what you have said 

about the languages of your students and the fact that you have only one language, how 

do you understand language in a Hutterian colony school? 
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Appendix G: Individual Teacher Clusters of Meaning 

Ruth 
Understanding of student’s use of language 
Language as different 
Barrier and language 
Repertoire of Language 
Teacher Beliefs 
Teacher language/Student language 
Undecided 
K/Grade1 Beginning Student in context 
Coming to Understand language in this context 
 
Grace 
Kindergarten/Grade 1 
No Experience/Knowledge of Their Language 
Excitement with Teaching/Learning 
Barriers to Teaching 
Language 
Pride/Trust in a Colony School 
Hutterian Teaching Context 
Theresa’s Experience Learning German 
Undecided 
 
Kate 
Language and Learning 
Language Experience Outside the Colony 
Personal Experience with Learning Language 
Speaking versus Written Personal Use of Language 
Language and the Colony Position  
Teaching Experience 
Sharing as Colony Teachers What We’ve come to Know about Language Differences 
Student World Experience/Vocabulary 
Layered 
Undecided 
 
Claire 
View of Colony Language 
View of language in general 
Japanese Experience 
Personal Experience with German Language 
Written, Spoken, Reading Language 
Experience of Colony Life 
Teaching in the Classroom 
Value of German Language to Students 
One vs Two Teacher Colony Schools 
Kindergarten 
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Student Language 
Differences not Language 
 
Joan 
Understanding/Definition of Language 
Personal Experience with Language(s) 
Colony German 
Perception of Colony 
Kindergarten English Ability 
Curriculum Teaching 
Teaching and Culture of the Colony 
Language as Issue – NOT 
English Teacher as Valued by the Colony 
Hutterisch/German Language 
Differences Between the English and German 
Vocabulary 
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Appendix H: Transcript Release Form 

 

 
 
I, __________________________________, have reviewed the complete transcript of my 
personal interview in this study, and have been provided with the opportunity to add, alter, 
and delete information from the transcript as appropriate.  I acknowledge that the transcript 
accurately reflects what I said in my personal interview with Cindy Nelson.  I hereby 
authorize the release of this transcript to Cindy Nelson to be used in the manner described in 
the Consent Form.  I have received a copy of this Data/Transcript Release Form for my own 
records.  
 
_________________________    _________________________  
Name of Participant     Date  
_________________________    _________________________  
Signature of Participant    Signature of researcher 
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