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The Challenge
Centering language learners' diverse identities in the language classroom calls on
language teachers to likewise know themselves deeply. This article—part of our efforts
toward humanizing language teacher education—describes the results of a project in
which language teachers engaged in reflective dialog around multimodal representa-
tions of their intersectional identities.
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Abstract

Contextualized within our Projects in Humanization in

language teacher education and part of our on‐going
collaborative self‐study of our language teacher educator

practices, we used multiple case study to examine

multimodal representations of cultural and linguistic

identities curated by three language teachers—Daniel,

Yuseva, and Sarah—and humanizing dialog to engage

them in reflection on those identities. The central task,

the Language Use Profile—part of the foundations course

in our language teacher education programs—guided

language teachers in developing their understandings of

their bi‐/multilingual language use, language ideologies,

and systemic functional linguistics (SFL). In all three
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cases, examination of language use served as a window

for the language teachers to observe their intersectionality

or, in some cases, to become aware of it. Each language

teacher took up the assignment in different ways, with

the task as the context for reflection on language use and

identities journeys such as translanguaging to survive,

negotiating my identity and being a white woman who

learned Spanish. SFL metalanguage served as a tool for

the language teachers to make sense of their multi-

dimensional language use. Our findings point to the

potential of the Language Use Profile as a means for

guiding language teachers in the identity work that is

central in humanizing language teacher education.
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1 | INTRODUCTION

In an increasingly diverse world, the need for language teachers to enact pedagogies that are
responsive, antiracist, and culturally sustaining is more important than ever. Likewise,
language teacher education and professional development experiences must develop language
teachers' abilities to enact these pedagogies. Recent scholarship has examined the need to
engage language teachers and language teacher candidates in learning that deconstructs
dominant views of language, race, and identity (e.g., Austin, 2022a, 2022b). Likewise,
scholarship in “humanizing” teaching and learning (e.g., Paris & Winn, 2014; Salazar, 2010)
and language teacher education (e.g., Kinloch, 2018; Peercy et al., 2022) highlights the need to
prepare language teachers to be able to critically examine their pedagogies to ensure that
language teachers' “ways of being” in the language classroom enable “ways of doing” (Ladson‐
Billings, 2008, p. 176) that are responsive to the learners in their instructional contexts. In our
view of humanizing language teacher education, part of this work is guiding language teachers
and language teacher candidates in developing an understanding their cultural and linguistic
identities through the lens of their linguistic repertoires. To achieve this goal, we enlisted
systemic functional linguistics (SFL; Christie, 2002; Halliday, 1994; Hasan, 2009) as a
theoretical lens through which we developed language teachers' awareness of their cultural and
linguistic diversity through examination of their language use in context. Contextualized within
our on‐going collaborative self‐study of teacher educator practices (e.g., Davin & Troyan, 2015;
Peercy & Troyan, 2017; Troyan & Peercy, 2018; Troyan et al., 2021), we used multiple case
study to examine multimodal representations of cultural and linguistic identities curated by
three language teachers—Daniel, Yuseva, and Sarah—and humanizing dialog (Kinloch & San
Pedro, 2014; San Pedro & Kinloch, 2017) to engage them in reflection on those identities.
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1.1 | SFL in language teacher education

SFL (e.g., Christie, 2002; Halliday, 1994; Hasan, 2009) is a contextualized theory of language
that views language use as bound to its functions within a particular sociocultural context. The
theory provides a metalanguage for describing language use through which teachers and
learners can examine how language is used within and across contexts. Halliday (1994)
conceptualized register as the linguistic realization of three variables, field (what the text is
about), tenor (relationship between language users), and mode (the channel of communica-
tion). The applicability of the theory was also enhanced by Martin's (1992) efforts to connect the
construct of genre to the context of culture, with emphasis in applied educational contexts on
the importance of the social purpose of discourse. SFL has been increasingly advanced as a
meaningful tool for language learning and teaching; scholarship has demonstrated its
descriptive and pedagogical potential for describing and harnessing the multilingual repertoires
of learners to enact culturally and linguistically responsive pedagogies (e.g., Harman, 2018;
Harman & Khote, 2018). Likewise, SFL has been increasingly advanced as a key component of
the knowledge base for language teaching (e.g., Accurso & Gebhard, 2021; Achugar &
Carpenter, 2018; de Oliveira & Avalos, 2018; Gebhard et al., 2013; McCabe, 2021; Sagre
et al., 2021; Schleppegrell, 2020; Troyan et al., 2022; Turkan et al., 2014). This area of
scholarship has also described the development of the SFL knowledge base as language
teachers learn the theory and begin to appropriate it in their work with multilingual learners
(e.g., Gebhard, 2019; Harman & Khote, 2018) and in the implementation of culturally
responsive pedagogies (e.g., Accurso & Mizell, 2020; Cavallaro & Sembiante, 2020; Mizell,
2021, 2022; Ramírez, 2020; Sembiante & Tian, 2021; Troyan et al., 2021), as well as in Content
and Language Integrated Learning (CLIL) (e.g., Llinares & McCabe, 2023; Morton, 2023).

While this research has demonstrated the ways in which SFL is an effective tool in doing
the work of language teaching, little scholarship in language teacher education has positioned
SFL as a tool for language teachers to understand their linguistic diversity and linguistic
identities. To this end, we sought to examine how SFL concepts could serve as the
metalanguage for developing language teachers' awareness of their language use and cultural
and linguistic identities, a foundational component of a humanizing SFL praxis.

1.2 | Toward humanizing SFL praxis

Praxis is a term that describes the relationships between theory, practice, and social action. In
second language acquisition, praxis has frequently been defined in a rather limited way as the
intersection of theory and practice. In our work, as we began to critically engage with learners
around their language varieties, their language use, and its role in their teaching, this definition
of praxis was insufficient for our work (e.g., Lantolf & Johnson, 2007; Lantolf & Poehner, 2014).
While the connection between theory and practice is central in the SFL scholarship, “critical
SFL praxis” guides teachers in learning to use the linguistic theory, SFL, “to be adaptive and
reflective, and thereby critical, in the process of deploying their language resources to achieve
their own social purposes” with their learners (Harman, 2018; Troyan et al., 2021, p. 385). For
this reason, we turned to the work of other scholars who have advanced praxis as means for
social action. For instance, Lather (1986) described praxis as “characterized by negotiation,
reciprocity, [and] empowerment.” Likewise, in his seminal work, Freire (1970) defined praxis
as “reflection and action upon the work to transform it” (p. 52). In language teacher education,
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scholars working in language teacher identity (e.g., Hawkins & Norton, 2009; Waller et al., 2017)
have advanced a view of “critical language teaching” that considers the following five
components: the situated nature of the program and practices, responsiveness to learners,
dialogic engagement, reflexivity, and praxis. As Waller et al. (2017) noted, to engage in this
critical praxis in language teacher education, “it is imperative that critical educators know who
they are and who their students are before walking into the classroom” (p. 23).

As part of praxis, we see language teacher's understanding of their own cultural and
linguistic identities as instrumental in developing the ability to enact a humanizing SFL praxis
in language teacher education. Humanizing pedagogies center on the diverse sociocultural
realities of learners' lifeworlds; in these dynamic learning spaces, teachers and learners
coconstruct knowledge via dialogic problem‐posing to cultivate critical consciousness of social,
economic, and political inequities and design avenues toward individual/collective liberation
(Bartolomé, 1994; del Carmen Salazar, 2013; Paris & Winn, 2014). Kinloch (2018) described
teacher education as a “Project in Humanization” that engages teacher candidates in learning
spaces that “value multiple languages, literacies, experiences, and cultural knowledge that
young people bring into schools and carry with them within and across multiple communities”
(p. 14). In this vein, Peercy et al. (2022) depicted their reflective process of examining their
pedagogies for language teacher education through the lens of Salazar (2010) tenets of
humanizing pedagogy. As a result of their self‐study, they noted that “there are some
foundational dimensions of humanizing pedagogy that need to be more deeply addressed in our
[practices] if teachers of multilingual students, and their teacher educators, are to enact them in
ways that are fully humanizing for students” (Peercy et al., 2022, p. 13).

SFL theory and SFL‐informed pedagogies—from their inception—have aligned with our
view of humanizing praxis. In his development of the theory, Halliday sought to highlight,
deconstruct, and push against the stigmatization and marginalization of cultural groups that
were based on their varieties of language. Later, Hasan's (1996, 2004) work underscored the
inequities that learners' experience in accessing knowledges in schooling, as well as how
learners' social class has historically defined that access. In response to these inequities, Hasan's
“reflection literacy” advanced a pedagogy that—rather than focusing on reproduction of
language and texts—sought to guide learners in questioning the meaning of texts through
language analysis. Underlying this pedagogy is a principle of language variation.

To say that a community has many voices is to say that there are experiences of
saying and meaning which differ from one social group to the next; this includes
the possibility that the way a locution is evaluated in one segment of the
community might be critically different from that in another. So, it becomes
important to ask whose point of view does the writing represent? whose point of
view is implied in which reading? (Hasan, 1996, p. 411)

Informed by Hasan's humanizing approach, Achugar and Schleppegrell (e.g., Achugar &
Schleppegrell, 2016; Achugar et al., 2007) engaged with teachers in California schools to
develop a reflection literacy for multilingual learners. Teachers learned to use SFL to “enable
explicit attention to language and meaning that involves learners in recognizing and
participating in new ways of making meaning that they themselves help shape” (Achugar &
Schleppegrell, 2016, p. 361). Through this long‐term project, the teachers learned to use the SFL
metalanguage with their learners, enabling them:

4 | TROYAN ET AL.

 19449720, 0, D
ow

nloaded from
 https://onlinelibrary.w

iley.com
/doi/10.1111/flan.12720, W

iley O
nline L

ibrary on [29/08/2023]. See the T
erm

s and C
onditions (https://onlinelibrary.w

iley.com
/term

s-and-conditions) on W
iley O

nline L
ibrary for rules of use; O

A
 articles are governed by the applicable C

reative C
om

m
ons L

icense



to be explicit in the exploration of meaning in text in ways that set up opportunities
for discussion about why an author has made a linguistic choice, and for
consideration of its meanings and the alternative meanings that could have been
made. This pushes the classroom discourse beyond decoding of local instances to
more socio‐historical approaches that explore the history of ways of meaning and
linguistic choices, and that offers learners a means of bringing their own
perspectives into dialogue about text. (Achugar & Schleppegrell, 2016, p. 361)

In a more recent project, Mizell (2021, 2022) has advanced an antiracist and anticolonial
pedagogy developed through a cross‐pollination of SFL and culturally sustaining pedagogy
(CSP). Through a “loving critique,” in which he interrogated both the strengths and the
shortcomings of each framework, Mizell articulated “culturally sustaining systemic functional
linguistics” (CS SFL). CS SFL represents:

a race‐conscious, purposefully sequenced set of languaging and literacies […] that
support anti‐racist and anti‐colonial participatory approaches, multimodal design-
ing, translanguaging, and reflection literacy. […] Reflection literacy […] enables
students to consider the ideological weight of their own languaging choices and
that of others. In addition, it empowers them to create and re‐design knowledge in
order to have their needs met. Within CS SFL, youth are positioned as civic agents
of change and as multimodal designers of meaning in a range of modalities (e.g.,
visual, haptic, embodied). They along with their adult accomplices are apprenticed
into being racially and intersectionally conscious as they are supported in critically
deconstructing hegemonic deficient portrayals of their communities
(Crenshaw, 1989). (Mizell, 2022, p. 5)

Informed by and in solidarity with our colleagues engaged in this work—as well as to
enable language teachers to engage in this humanizing SFL praxis—we began our work by
using SFL as a lens through which language teachers examined their cultural and linguistic
identities. In this regard, our work is likewise linked to the research and pedagogies in language
teacher education focused on language teacher identity (LTI).

1.3 | Language teacher identity

LTI has drawn increased attention in language teacher education and teacher development
(Varghese et al., 2005) and has been explored through a variety of theoretical perspectives. In
recent scholarship, three major theories have guided most of the research of LTI: sociocultural
theory, community of practice (CoP), and poststructuralism (Steadman et al., 2018). Other
research has explored LTI from other perspectives such a Bakhtinian stance (e.g.,
Hallman, 2015), positioning (e.g., Kayi‐Aydar, 2015), developmental and social psychological
perspectives (e.g., Friesen & Besley, 2013), and language socialization (e.g., Relaño Pastor,
2019). Over the decades, the LTI research has examined language teachers' identity
development across a wide variety of instructional contexts, countries, and years of experience
(Martel, 2015). Antonek et al. (1997) argued that professional identity formation entailed
different knowledge sources, such as “knowledge about affect, teaching, human relations, and
subject matter” (p. 24). That is, different knowledge sources inform the construction of teacher
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professional identity, and the growth of the knowledge base further promotes the development
of teacher professional identity.

Further, scholarship in LTI has examined the complex and intersectional nature of
language teachers' identities (e.g., Lawrence & Nagashima, 2020; Park, 2017; Weng et al., 2023).
Building on the groundbreaking work of Crenshaw (1989, 1991), the scholarship informed by
intersectionality has sought to describe, examine, and deconstruct how power is structured in
societies “not by a single axis of social division, be it race or gender or class, but by many axes
that work together and influence each other” (Collins & Bilge, 2016, p. 2). Varghese et al. (2016)
captured the intention of this work in LTI:

Exploring our language teacher identities means understanding our lived and
living history. It is to understand and unravel the complexities that are at the core
of who we are on all levels—for instance, as multilinguals, scholars, children,
teachers, parents, community members, language users, and activists and their
intersectionality, all of which shape our classroom practices and pedagogy, which
in turn fuel and circle back to shape our language teacher identities. (p. 566)

Informed by this research on LTI and calls for positioning LTI at the center of learning to
teach (e.g., Kanno & Stuart, 2011; Varghese et al., 2016), language teacher educators have
increasingly positioned identity work at the center of language teacher preparation. Language
teacher educators have used a variety of approaches—for example, literacy autobiographies
(Canagarajah, 2020), critical authethnographic narratives (Yazan, 2019), critical multilingual
language awareness (Fu et al., 2023), and language ideology trees and language portraits
(Lindahl et al., 2021)—to guide language teachers in examining identities and language
ideologies in the work of language teaching. In their recent project, Martel and Yazan (2021)
integrated a focus on identity throughout the practicum course activities in a language teacher
education program. Inspired by this scholarship and following the work of Waller et al. (2017)
on critical praxis, we centered the cultural and linguistic identities of language teachers in our
foundations course such that they could know themselves before engaging in humanizing SFL
praxis with their learners.

2 | THE STUDY

The present study is part of an on‐going collaborative self‐study of teacher educator practices
(e.g., Austin, 2022a, 2022b; Peercy & Sharkey, 2020; Peercy & Troyan, 2017) in which we are
collaboratively examining our development of a humanizing SFL praxis, moving back and forth
between our language teacher education program and the classrooms where the language
teachers teach (e.g., Sembiante et al., 2021; Troyan & Sembiante, 2021; Troyan et al., 2021).
Because of the centrality of identity work in engaging in humanizing praxis, we position this
reflexive work as a means for holding ourselves accountable, as teacher educators, to the
language teachers we work with (Johnson, 2015; Troyan & Peercy, 2018). Through both
multiple case study (Merriam, 2009) and humanizing dialog (Kinloch & San Pedro, 2014; San
Pedro & Kinloch, 2017), we engaged the language teachers in our data analysis to
collaboratively examine their SFL praxis. Specifically, we focused on how three language
teachers conceptually represented their language use and understood the influence of their
language use in their professional and personal identity development. Our study addressed the
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following research question: In what ways do language teachers explain their professional and
personal identity development through their reflection on their language use?

2.1 | Context: EDUTL 5600—Language as a Resource

This study was conducted in the course EDUTL 5600—Language as a Resource. In addition to being
the foundational course for a 1‐year Master of Education K‐12 licensure program and a Graduate
Certificate Program in World Language Education, it also attracts students in the MA Program in
Multilingual Education at the University, as well as practicing language and literacy teachers in the
field. The 8‐week course (June–July, 2020) was designed to develop language teachers' abilities to use
SFL to examine their personal language use, their language ideologies, and their use of SFL as a
pedagogical tool for understanding how language choices function to make disciplinary, genre‐
specific meaning (see Troyan & Sembiante, 2021). In the first part of the course, SFL was introduced
as a functional, meaning‐making resource for humanizing praxis. Framing language varieties
through SFL allowed the instructor to highlight how hegemonic beliefs about language use led to the
teaching of essentialized language varieties in the classroom, at the expense of other marginalized
language varieties. Foundational concepts included the multilingual turn and native speakerism in
language learning (May, 2014; Ortega, 2014), translanguaging and bilingual pedagogies (García, 2009),
and racialized identities in language teaching and learning (Anya, 2017; Baker‐Bell, 2020). In this part
of the course, language teachers began to examine their personal language use across contexts,
revealing their cultural and linguistic diversity across context, and examining this language use
through SFL via the Language Use Profile. In the second part of the course, the language teachers
developed their knowledge of SFL and genre theory. As the concepts were introduced, language
teachers practiced analyzing two personal texts written in English, a text message and an email. The
underlying principle of these analysis tasks was that personal texts were familiar to the teachers in
content and context and would scaffold their ability to analyze language for structure and meaning.
In the third part of the course, the language teachers applied the theory to a unit plan for language
teaching. Because the present study focused on one task in the course called the Language Use Profile,
we encourage readers to see elsewhere for detailed descriptions of how teachers have applied the
theory in their text analyses in the second part of the course (e.g., Sembiante et al., 2021), as well as in
their instructional design in the third part of the course and beyond the course in their classroom
teaching (e.g., Troyan, 2021; Troyan et al., 2021).

2.2 | Positionalities and identities

EDUTL 5600—Language as a Resource was taught by the Francis, who identified as a white,
gay, cisgender male. The second author, Loretta, a professor in another institution, was a
cisgender straight Venezuelan‐Italian female and expert in Vygotskian sociocultural theory.
Francis and Loretta had collaborated on the use of SFL in language teacher education in the
past and, after Loretta attended a webinar presentation on EDUTL 5600, she suggested that
they collaborate to study the language teachers experiences in the course. Zhenjie was a
cisgender straight female international PhD student from China, who joined the project
because of her interest in and expertise in language teacher identity. The three language
teachers in this study, Daniel, Yuseva, and Sarah, were enrolled in the course during the
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summer of 2020. Their full background information is presented at the beginning of their
respective sections to contextualize their experience.

2.3 | The Language Use Profile

In the vein of guiding language teachers to “know who they are” (Waller et al., 2017, p. 23),
culturally and linguistically speaking, so that they are better prepared to engage in humanizing
work with their learners, the Language Use Profile was developed as one of the four major
course tasks. Together, the four course tasks are intended to develop teachers' abilities in using
SFL concepts through a variety of applications of the concepts throughout the 8‐week course.
Table 1 depicts the four course tasks were completed across the 14 sessions of the course.

The Language Use Profile task was constructed across the semester through three assignments. To
begin the Language Use Profile task, the language teachers plot their use of language varieties on an
X–Y chart with frequency on the x‐axis (never‐sometimes‐daily) and perceived proficiency on y‐axis
(low‐mid‐high) (See Troyan & Sembiante, 2021 for details). Once they completed the chart, they
created a visual representation of their use of these language varieties across contexts, shared them
with the class, and completed the following task:

You will critically examine your path as a language user at three distinct points
throughout the semester. Using the language use map created in the first
class session, you will prepare a two‐page, first‐draft narrative of your
language use profile. For session eight, you will revise the first draft of the
language use profile, incorporating their understanding of field, tenor, and mode
into a four‐page second draft. In the fourteenth class session, you will present your
language use profile, which includes a visual or graphic representation of language
use across contexts.

As the language teachers developed their understandings of bi‐/multilingual language use,
language ideologies, and SFL, they increasingly applied those concepts to their subsequent
drafts of their Language Use Profiles.

2.4 | Data sources and data analysis

Data collection occurred during the course in June and July 2020 and focused on the Language
Use Profile task. Data sources for the study included (1) the visual representations of language

TABLE 1 Major tasks in EDUTL 5600.

Task # Task name

1 Language use profile

2 Analysis of personal language use—text message

3 Analysis of authentic text

4 Instructional planning genre based backward design

8 | TROYAN ET AL.
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of language use, (2) three written reflections on language use described in the Language Use
Profile task, and (3) a semistructured interview conducted via Zoom after the course in Autumn
2020. Data analysis followed both a within‐case and across‐case comparison of the salient
concepts and identities that were present in the language teachers' images, written reflections,
and interviews (Merriam, 2009). Following Saldaña (2021), we first coded the data using apriori
codes informed by the major concepts of SFL, including field, tenor, mode, as well as the
language metafunctions. In the second phase of analysis, we conducted open coding to identify
emergent themes in their language use related to identities, such as language varieties,
language use in context, language function, translanguaging, whiteness, race, bidialectalism.
We then identified three cases that were illustrative and therefore representative of the
experiences in the course and created a descriptive account of our findings for each case.

At this point, we re‐engaged with Daniel, Yuseva, and Sarah in a dialog about the findings
in which we presented the narrative descriptions and asked them to respond so that our final
version of the findings fully represent their voices. The data points from these dialogs are
indicated as “follow‐up dialog” in the findings. While we cannot claim that this research fully
represents a Project in Humanization from start to finish, we know that in the process of
engaging in this work, we moved closer to humanizing work in our shift toward “reciprocity,
care, and critical listening in research activities” (San Pedro & Kinloch, 2017, p. 391s).

3 | FINDINGS

We present the cases of Daniel, Yuseva, and Sarah as illustrative of the complexity of their
cultural and linguistic identities analyzed through the lens of SFL. For each case, we begin with
the overview of each language teacher, which is followed by the findings related to their
language use experiences that were revealed as they engaged in and reflected upon the
language use profile task.

3.1 | Daniel

Daniel was a 31‐year‐old who identified as a queer African American, cisgender male who was
also from the midwestern state where the university was located. His languages and language
varieties included African American Vernacular English, Standard American English, Gay
American English (GAE), Austrian German, Serbian, along with many other varieties of named
languages. Daniel graduated from the Master of Education program in World Language
Education at the same university in 2017, and subsequently taught German at a rural district
and later TESOL in a suburban district. He enrolled in EDUTL 5600 because he was
considering pursuing the Graduate Certificate Program for which it was the foundations
course. Instead, he later applied and was accepted to the doctoral program in Multilingual
Language Education.

The visual representation that Daniel created of his language use (Figure 1) centered
African American Vernacular English (AAVE) as his dominant language variety, from which
all other varieties, including Standard American English (SAE) emerged. As Daniel noted:

I would say that AAVE is at the core of me linguistically. It is the primary lens
through which I learned to communicate with my family (and the world).

TROYAN ET AL. | 9
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Specifically, speaking AAVE, a language variety of “lesser prestige” is what enabled
me to understand, learn, and want to fully connect to Caribbean Spanish (Puerto
Rican‐not Castilian), Austrian German (even though people think learning/
speaking it was a joke and not worth my time), and Serbian the minority/majority
language spoken in Austria, and in turn, throughout the classrooms in which I was
working. Further, it was via AAVE that I actively learned SAE formal and informal
school contexts and GAE in professional and non‐professional social spaces. All
that's to say, AAVE is at the core of my being. (Follow‐up dialog)

The centrality of AAVE in Daniel's life experience is evident, not only in his visual
representation, but also in his reflection on the ways in which his AAVE functioned as a bridge
to Caribbean Spanish, Austrian, German, Serbian, SAE, and GAE.

As Daniel reflected on his language use throughout the language use profile tasks, he
highlighted the role that the language varieties played in his movement across contexts in his
life. For instance, he described the ways in which contexts and interlocuters defined and
determined the language varieties that he deployed:

I struggled tremendously with making the switch [and] understanding differences
between the way I spoke and what let's say, standardized tests, or basically what
the standard English was that they wanted me to learn in school. And so, it took
me a really long time to make that switch and to do it well. And so going back and
forth with bi‐dialectalism, I also was a lot, oftentimes the only African American in

FIGURE 1 Daniel's visual representation of language use.

10 | TROYAN ET AL.
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my classes. So, I would have to learn how to speak among, you know, my white
friends, and then with my family, so there was a constant balancing act between
how I spoke at school, how I spoke around my friends, and then how I spoke at
home. Right? (Interview)

He lived his cultural and linguistic identities as a constant balancing act that was
experienced and negotiated through his choices of language varieties. As a result of these
situations of being the only Black person in academic and social situations, Daniel acquired
SAE/white mainstream English. (Follow‐up dialog)

Daniel experienced the balancing act as on‐going and intense stress related to learning to
how to talk in a particular setting:

the difficulty was learning how to not mix up the dialects. For example, there were
implicit and explicit consequences for me for speaking “too black” around white
people/friends as well as for speaking “too white” around my black and brown
people/family/friends. Such a balancing act was crucial to my ability to survive and
not offend, make friends, and traverse academic and social circles. (Follow‐up
dialog)

Through the foundational readings in EDUTL 5600 that focused on bilingualism and
bilingual language use (García, 2009; Ortega, 2014) and Black language (Baker‐Bell, 2020),
Daniel began to see his language use through the lens of translanguaging.

I came out as queer, adopting gay speech patterns to identify myself openly as a
member of the LGBTQIA+ community to both queer and non‐queer folk alike.
These situations of circumstantial bilingualism, i.e., the drive to learn the standard
language to succeed in school, the perceived need to assimilate into queer culture,
and the will to survive academically in white America, contributed to my cultural
and linguistic identity as well as understanding of bidialectalism, translanguaging,
and in turn, desire for subsequent elective bi/multilingualism. (Language Use
Profile Task)

Through the lens of translanguaging, Daniel described his adoption of gay speech as akin to
his usage of SAE in different contexts to identify himself. Each variety of language was used in
a different context to identity himself as a member of that community, to “assimilate,” and to
“survive,” depending on the circumstances and the stakes in each situation.

Growing up, it was definitely about assimilation. That's all I knew. Get rid of me
and become them to survive. As I learned languages and linguistic varieties, the
very act of language learning become a way to integrate myself into societies and
cultures without fully losing myself. Learning languages and specifically learning
how to translanguage informally taught me more about my own Blackness and
cultivated a deep appreciation for how my people learned language and literacy to
survive. It is this appreciation that calls me to integrate as opposed to assimilate in
addition to placing the onus on both parties’ understandings of each other's
sociocultural lifeworlds to make integration successful. (Follow‐up dialog)

TROYAN ET AL. | 11
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The language use profile activities and his analysis of his language use through the lens of
SFL enabled Daniel to observe similarities between AAVE and other languages in his
repertoire, such as Serbian and other Slavic languages.

And all of these grammatical things that are embedded in my way of speaking that I
couldn't necessarily tap into that once I tapped into everything else, when it came to
language learning made a whole lot of sense. So especially speaking Serbian in
particular, I realized that AAVE in our aspect when we use habitual being things,
there are similar grammatical power patterns in Slavic languages, right? (Interview)

Functionally speaking, Daniel described how his AAVE enabled his understanding of
verbal aspect in Slavic languages:

my subconscious knowledge of verbal aspect in AAVE that was made clear with a
study of the Slave aspectual system. Aspect is a notoriously tricky concept for
native English speakers to grasp; however, I was able to make connections to
imperfective, perfective, and aorist in Serbian because I understood how these
worked/are realized in AAVE via “invariant be” and “completive done.” (Follow‐
up dialog)

Instead of needing to use another European language to facilitate his understanding
grammatical aspect, he realized that he already had the tools within AAVE to make cross‐
linguistic and even cross‐cultural comparisons. See Ferguson (2015) for his detailed exploration
of AAVE.

Because of his extensive study of language and linguistics before taking the foundations
course, SFL provided a new window on language use that enhanced his understanding.

I feel like SFL gave me a vocabulary, a different set of tools, a different set of
vocabulary to talk about language, I think they there are other paradigms and other
frameworks that work really well for language. Yeah, just depending on what you
want to do. And I would say with SFL, for multimodal, like analysis, or even what
I'm trying to do currently is to use SFL in my own personal language studies.
(Language Use Profile Task)

The SFL metalanguage provided Daniel with a new “vocabulary, a different set of tools” to
describe language use in context. The insights that SFL offered were experienced as so
powerful, Daniel noted that it would have been helpful to have known about it earlier in his
language studies.

I wish I had an understanding of systemic functional linguistics and genre‐based
pedagogy when I began my language learning journey. Intuitively, I understood the
importance of changing my language based on my purpose for communication, the
interlocutors, and the context in which I found myself. (Language Use
Profile Task)

In effect, the SFL metalanguage provided Daniel with new perspectives on how language is
used to make meaning in context.

12 | TROYAN ET AL.
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3.2 | Yuseva

Yuseva identified as 41‐year‐old cisgender straight female from Indonesia, whose languages
included several varieties of Javanese, Indonesian, and English. A language teacher, language
teacher educator, and doctoral student from Indonesia, Yuseva took EDUTL 5600 as an elective
in her doctoral studies. In contrast to Daniel, who was quite open and excited about using SFL,
Yuseva was quite skeptical about the use of SFL at the beginning of the course. In the
beginning, she struggled to identify her language varieties and as Figure 2 depicts, she
organized her language use predominantly according to contexts: academic, family, and social.
As her experience revealed throughout the course, getting a handle on the complexity of her
language use required time, reflection, and multiple revisions, as is revealed later in this
section.

Over time and as the course progressed, Yuseva continued to develop in her language use
profile task. For instance, she used the concept of tenor to recall the ways in which she used
language varieties in Indonesia as a child, according to context and the hierarchies involved in
those contexts.

I used Javanese in my first 11 years of life especially for my communication
purpose. There are three levels (hierarchies) of Javanese. Krama Inggil with
schoolteachers and elders. Krama Madya with seniors at school and church. Ngoko
with peers at school, church, and neighborhood (See Figure 3). (Follow‐up dialog)

Her transition to elementary school highlighted a shift in her language use in Javanese.
That is, school required her to begin to learn to use written Javanese:

my biggest challenge and struggle of using Javanese when I was in elementary
school was when I had to shift from spoken to written form. In the daily spoken
form, the utterance is not structured in a complete sentence construction for all
levels. (Language Use Profile Task)

At the same time, while Javanese was her home language, Yuseva described how she
learned Indonesian as her language of schooling.

The first time I learned [Indonesian language] was in elementary school in the
written form. I spoke Indonesian only during the Indonesian class. Other than
that, I was exposed to it through extensive listening/viewing on national TV
programs and extensive reading from Indonesian children story books. I seldom
spoke Indonesian when I was a kid. Entering junior and senior high school times, I
started to use Indonesian more intensively because Indonesian was used as the
instructional language. (Language Use Profile Task)

As a child, Yuseva had limited exposure to Indonesian because she lived in a small rural
area where the majority of the people spoke Javanese. As she learned SFL throughout the
course, she also came to understand her use of Indonesian through the lens of SFL:

I would say that the theme and rheme in Indonesian will depend on the tenor […]
When the conversation […] happens between my friends and I (casual/informal

TROYAN ET AL. | 13
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FIGURE 2 Yuseva's visual representation of language use (beginning of course). [Color figure can be
viewed at wileyonlinelibrary.com]
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relationship), I use “aku” (I) and “kamu” (you). However, if it is between my
teachers/parents/older people and I, I use “saya” (I) and “Pak/Bu (name of the
person)” (Mr./Mrs.). (Language Use Profile Task)

In this instance, Yuseva used her understanding of the SFL concepts of theme, the
beginning of a clause, along with tenor to conceptualized how she addressed people in her life.
Her reflection on her complex language use experiences informed her awareness of language
use and identity tensions in the United States. Through the experience and reflection involved
in the language use profile task, Yuseva deepened her understanding of both her language use
and her associated identities.

I think I feel that I have different identities. When I speak English, let's say,
compared to Javanese […] we are not supposed to look directly to the eyes of the
other person […] when I speak to, let's say, my aunt through […] Whatsapp Video
call. I was looking at her eyes […] And then she was like, 'Why are you‐‐Why do
you keep looking at me?' [I responded,] 'Oh, Okay, I'm sorry' […]. When I speak
English, I tried to remember that I'm supposed to look at the person's eyes when I
when I speak to people here in America. So yeah, I feel that those languages
somehow […] influenced my identity. (Interview)

In the excerpt above, Yuseva explained how sometimes when communicating via
Whatsapp, she forgot to avoid making direct eye contact with her aunt, which is a polite
way of communication in Javanese. This excerpt is evidence of the conscious effort that she
made to perform pragmatic variations required in each language and how this effort influenced
her identity. In other words, Yuseva described an increasing awareness of not only how to
engage in a particular variety, but how to be (e.g., Ladson‐Billings, 2008) in that language
variety. These ways of being intersected with her understanding of her identities as well.

Like, when I talk to [an] American and say [to myself] oh okay, I am part of the
American [culture], then […] I have to be like—American. When I talk to my
relatives at home, especially […] extended family, then I have to remember that I
am Javanese. Then I need to also think about the norms when I'm talking to
especially older people. Yeah, because in Javanese, if we make mistake [with the
norms], then they are not going to talk to me directly. But […] they [would] talk to
my mom. They will say […]: Can you tell your daughter to do this? Can you teach
your daughter to do this? […] Then I need to be more careful because […] I have to
keep my mom's [reputation], you know? (Interview)

FIGURE 3 Yuseva's understanding of tenor in Javanese. [Color figure can be viewed at
wileyonlinelibrary.com]
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The reflection of the language use profile provided Yuseva a space to explore the ways in
which norms played out for her according to context, what happened when she breached the
norms, and the ways in which these negotiations influenced her understandings of her
identities in the United States. She described the conflict that she felt in her negotiation of the
norms and expectations in the United States:

Yeah, I feel conflicted. I'm Indonesian. Why am I supposed to pretend? Because I
was thinking that I was pretending. So yeah, so I'm still like negotiating my
identity. Like, when I talk to an American, should I be like American, or should I
bring my own identity as an Indonesian to the American community? (Interview)

Throughout her completion of the three tasks of the language use profile assignment,
Yuseva deepened her understanding of her language use in profound ways. At the final
submission, she chose to revise her visual representation of her language use (Figure 4). In this
revision, she depicted her language use in Indonesia and her language use in the United States.
In this representation, she highlighted the language varieties in each setting and the purposes
with for which she used them.

3.3 | Sarah

Sarah was a 22‐year‐old, who identified as a white, cisgender, straight female. She was from the
midwestern state where the university was located. Her first language was English, and she
learned Spanish and American Sign Language as additional languages in her K‐12 and
university schooling experiences. After receiving her B.A. in Spanish in 2019, she enrolled in
the Master of Education (MEd) program in World Language Education to become licensed to
teach Spanish.

Throughout the identity focused activities of the course, Sarah observed a shift that
occurred from her initial reflection and creation of her visual representation (Figure 5), which
was a rather simplistic illustration, in which she represented the languages/language varieties
that she used “here,” “there,” and “everywhere.”

FIGURE 4 Yuseva's visual representation of language use (end of course). [Color figure can be viewed at
wileyonlinelibrary.com]
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Prior to the first week of classes, I had only defined myself as bilingual, believing
that I only spoke English and Spanish, and that I was learning my third language.
(Language Use Profile Task)

As she reflected on the course during the interview, she noted the power of “language
varieties” as a concept and as a means for taking up a more nuanced view of her repertoire of
languages and language varieties:

I feel like it was really interesting because when we started the class […] There
were a lot of people who I was like you have way more diverse identities than me. I
don't think I'm the most interesting person to talk about my identities with but by
the end […] I grew to see how it's important to recognize your own identity and
how varied your identities are […] to understand me, you have to understand all of
my language varieties. (Interview)

Sarah's engagement with the concepts in the course and the other language teachers from a
variety of cultural and linguistic backgrounds deepened the way in which she viewed her own
cultural and linguistic diversity. Even more, she noted the ways in which the language use
activities made her aware of her Whiteness:

I've always been very aware that I'm a white woman who learned Spanish and is
teaching Spanish. (Interview)

While she had been aware of her Whiteness in relation to other Spanish speakers, it may
have been that, because of the ideologies about language use from her community and
schooling, Sarah was grappling with the tension between that historical ideology and the ones
that she was trying on in the course:

FIGURE 5 Sarah's visual representation of language use. [Color figure can be viewed at wileyonlinelibrary.com]
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Accepting my own language varieties was really easy but it was one of those things
where it's like okay. You also have to accept everyone else's language varieties and
you have to understand like. What you shouldn't say because I grew up with a
mom who's very much so, like this is proper English we speak proper English.
(Interview)

Sarah began to question the “proper English” and other standard language ideologies that
had informed her youth and schooling experiences in both English and Spanish. Her awareness
of language varieties offered her a more flexible view of her language use.

I hadn't even considered that there were different varieties in my English, other
than a regional dialect that didn't mean too much overall. Thinking about register
variables made me think more about my teacher talk, and how different that is
than how I normally talk, and how it tends to be in Spanglish. (Language Use
Profile Task)

As she began to consider the use of different registers according to the SFL view of the
register variables—field (what the text is about), tenor (relationship between language users),
and mode (the channel of communication)—Sarah likewise began to apply this to the way that
she envisioned her classroom interactions with learners. For her, translanguaging emerged as a
helpful concept that mediated her planning for these interactions.

Translanguaging is a big idea that I'll take away from this class. I think that it's
something that is important to allow in the language classroom because it's how
language actually gets used in authentic interactions. Translanguaging also occurs
across my English language varieties, so it's unrealistic to expect that students will
stick to using specifically one variety of Spanish. (Language Use Profile Task)

For Sarah, translanguaging became a powerful lens through which she began to interrogate
her language use, her cultural, linguistic, and racialized identities, as well as her future language
teaching practice. As a classroom teacher, translanguaging became “the most important part for
[her], especially [in that it] that informs [her] day to day practice” (Follow‐up dialog).

4 | DISCUSSION

In this multiple case study, which is part of a larger self‐study of our efforts to enact a
humanizing teacher educator practice, we examined language teachers' developing awareness
of their cultural and linguistic diversity via their language use in context in a task called the
Language Use Profile. Following Waller et al. (2017), we argue that if we expect language
teachers to engage in critical, antiracist, and socially just language teaching, it is imperative to
guide language teachers in interrogating their cultural and linguistic diversity before they can
be expected to engage this work with their learners. By placing identity at the center of
language teacher education (e.g., Kanno & Stuart, 2011; Varghese et al., 2016) in the Language
Use Profile task, the language teachers gained insights on how they used language across
contexts and with different interlocutors in their lives.
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The Language Use Profile task provided a space for the language teachers to explore how
their language use and identity were linked. For instance, Daniel described the balancing act
that he experienced as he made choices between AAVE, gay English, and SAE, the language of
schooling, and the stakes that were involved in his translanguaging to survive. Yuseva
described the language choices that she made as a young person in Indonesia, as well as how
she positioned herself through language once she was in the United States. In this regard, she
was cognizant that she reflected on her ways of being (e.g., Ladson‐Billings, 2008) in particular
language varieties and across contexts. As for Sarah, through the task, the discussions in the
class, and her reflections on the class, she became aware her understandings of the “proper
English” that she learned at a young age. As the task progressed and she observed the
possibilities available to her in a more linguistically flexible approach, she began to move
toward a more flexible view of her language use that was defined by the SFL description of the
register variables. In addition to seeing the value of translanguaging as a pedagogical tool for
framing language use in her Spanish classroom, Sarah's reflections on her personal language
use point toward the possibilities of the Language Use Profile task as a means for examining
Whiteness (e.g., Salazar, 2018; Fasching‐Varner, 2012) in language teacher preparation. While
the task and the classroom activities did not explicitly address the role of Whiteness, we have
identified modifications that we could make to more explicitly acknowledge and examine the
role of White racial identities in this task, and that will better prepare language teachers to
deconstruct Whiteness, as part of the work of undoing anti‐Blackness in language teacher
education (see the work of Austin, 2022a, 2022b for descriptive guide).

In all three cases, examination of language use served as a window for the language
teachers to observe their intersectionality or, in some cases to become aware of it (e.g., Collins
& Bilge, 2016; Crenshaw, 1989). Research in language teacher identity has increasingly
described this intersectional nature of the identity development of language teachers (e.g.,
Lander, 2018; Paiz & Coda, 2021). This intersectionality “produce[s] divergent and unequal
experiences” (Lawrence & Nagashima, 2020, p. 52) that language teachers must become aware
of and learn to negotiate for themselves as well as for their learners. Informed by SFL, the
Language Use Profile allowed for flexibility in representations of language use across contexts.
In other words, each teacher took up the assignment in different ways, with the task as the
context for reflection on language use. SFL metalanguage served as a tool for the language
teachers to make sense of their multidimensional language use. Our findings point the
potential of the Language Use Profile as a means for guiding language teachers in the identity
work that is central in language teacher education. While it is similar to other identity‐oriented
pedagogies in language teacher education (e.g., Canagarajah, 2020; Lindahl et al., 2021; Martel
& Yazan, 2021; Yazan, 2019), this approach guides language teachers in interrogating their
identities using the SFL metalanguage, which provides a means for examining their identities
through language use in context. Over time and across the parts of the task, language teachers
recontextualize their developing understanding of SFL to describe their own experiences as
language users.

5 | CONCLUSION

This study described an activity referred to as the Language Use Profile and the experiences of
three language teachers as they engaged with us in reflection and dialog related to their usage
of language varieties and their identities that were connected to them. Part of our developing
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humanizing SFL praxis, this work is also part of our commitment to “Projects in
Humanization” in language teacher education, which as our colleagues, San Pedro and
Kinloch (2017) have lovingly described, demonstrate:

a necessary commitment that we must have to sustain, extend, and in many cases,
revitalize the richness of the languages, literacies, histories, cultures, and stories
embodied by those with whom we work (e.g., research participants; participants as
co‐researchers and co‐authors) as well as by us (e.g., researchers; participant
researchers) (p. 391s)

We share our experiences as a pedagogical resource for our colleagues, an act of hopeful
reflection, and, we hope, inspiration for more humanizing collaborations in language teacher
education.

ACKNOWLEDGMENTS
We are grateful to the reviewers for their comments, which helped us to develop this final
product.

ORCID
Francis John Troyan https://orcid.org/0000-0002-1498-8043
Loretta Fernández https://orcid.org/0000-0001-5114-9700
Zhenjie Weng https://orcid.org/0000-0002-2639-7822
Daniel Scott Ferguson https://orcid.org/0009-0009-3154-467X
Yuseva Ariyani Iswandari https://orcid.org/0000-0001-6867-7323

REFERENCES
Accurso, K., & Gebhard, M. (2021). SFL praxis in U.S. teacher education: A critical literature review. Language

and Education, 35, 402–428. https://doi.org/10.1080/09500782.2020.1781880
Accurso, K., & Mizell, J. D. (2020). Toward an antiracist genre pedagogy: Considerations for a North American

context. TESOL Journal, 11(4):e554. https://doi.org/10.1002/tesj.554
Achugar, M., & Carpenter, B. D. (2018). Critical SFL praxis principles in English language arts education:

Engaging pre‐service teachers in reflective practice. In R. Harman (Ed.), Bilingual learners and social equity:
Critical approaches to systemic functional linguistics (pp. 91–108). Springer.

Achugar, M., & Schleppegrell, M. (2016). Reflection literacy and the teaching of History. In W. L. Bowcher & J.
Y. Liang (Eds.), Society in language, language in society: Essays in honor of Ruqaiya Hasan (pp. 357–378).
Palgrave Macmillan. https://doi.org/10.1057/9781137402868_15

Achugar, M., Schleppegrell, M. J., & Oteíza, T. (2007). Engaging teachers in language analysis: A functional
linguistics approach to reflective literacy. English Teaching Practice and Critique, 6(2), 8–24.

Antonek, J. L., McCormick, D. E., & Donato, R. (1997). The student teacher portfolio as autobiography: Developing a
professional identity. The Modern Language Journal, 81, 15–27. https://doi.org/10.1111/j.1540-4781.1997.tb01624.x

Anya, U. (2017). Racialized identities in second language learning: Speaking blackness in Brazil. Routledge.
Austin, T. (2022a). Linguistic imperialism: countering anti‐Black racism in world language teacher preparation.

Journal for Multicultural Education, 16, 246–258. https://doi.org/10.1108/JME-12-2021-0234
Austin, T. (2022b). ‘A hard time seeing the relevance’: Race and discourse identity in language teacher

preparation. International Journal of Literacy, Culture and Language Education, 2, 28–30. https://doi.org/
10.14434/ijlcle.v2iMay.34386

Baker‐Bell, A. (2020). Linguistic justice: Black language, literacy, identity, and pedagogy. Routledge.
Bartolomé, L. (1994). Beyond the methods fetish: Toward a humanizing pedagogy. Harvard Educational Review,

64(2), 173–195.

20 | TROYAN ET AL.

 19449720, 0, D
ow

nloaded from
 https://onlinelibrary.w

iley.com
/doi/10.1111/flan.12720, W

iley O
nline L

ibrary on [29/08/2023]. See the T
erm

s and C
onditions (https://onlinelibrary.w

iley.com
/term

s-and-conditions) on W
iley O

nline L
ibrary for rules of use; O

A
 articles are governed by the applicable C

reative C
om

m
ons L

icense

https://orcid.org/0000-0002-1498-8043
https://orcid.org/0000-0001-5114-9700
https://orcid.org/0000-0002-2639-7822
https://orcid.org/0009-0009-3154-467X
https://orcid.org/0000-0001-6867-7323
https://doi.org/10.1080/09500782.2020.1781880
https://doi.org/10.1002/tesj.554
https://doi.org/10.1057/9781137402868_15
https://doi.org/10.1111/j.1540-4781.1997.tb01624.x
https://doi.org/10.1108/JME-12-2021-0234
https://doi.org/10.14434/ijlcle.v2iMay.34386
https://doi.org/10.14434/ijlcle.v2iMay.34386


Canagarajah, S. (2020). Transnational literacy autobiographies as translingual writing. Routledge. https://doi.org/
10.4324/9780429259999

Cavallaro, C. J., & Sembiante, S. F. (2020). Facilitating culturally sustaining, functional literacy practices in a
middle school ESOL reading program: a design‐based research study. Language and Education, 35(2),
160–179. https://doi.org/10.1080/09500782.2020.1775244

Christie, F. (2002). Classroom discourse analysis: A functional perspective. Continuum.
Collins, P. H., & Bilge, S. (2016). Intersectionality. Polity Press.
Crenshaw, K. (1989). Demarginalizing the intersection of race and sex: A black feminist critique of

antidiscrimination doctrine, feminist theory and antiracist politics. University of Chicago Legal Forum,
1989(1), 139–167.

Crenshaw, K. (1991). Mapping the margins: Intersectionality, identity politics, and violence against women of
color. Stanford Law Review, 43(6), 1241. https://doi.org/10.2307/1229039

Davin, K. J., & Troyan, F. J. (2015). The implementation of high‐leverage teaching practices: from the university
classroom to the field site. Foreign Language Annals, 48, 124–142. https://doi.org/10.1111/flan.12124

del Carmen Salazar, M. (2013). A humanizing pedagogy. Review of Research in Education, 37(1), 121–148.
https://doi.org/10.3102/0091732x12464032

Fasching‐Varner, K. J. (2012). Working through whiteness: Examining white racial identity and profession with
pre‐service teachers. Lexington Books.

Ferguson, D. S. (2015). African American vernacular English: Language, dialect, or stigmatized English? Paper
Presentation at the 2015 Polyglot Conference. https://www.youtube.com/watch?v=btSxzfB_98M

Freire, P. (1970). Pedagogy of the oppressed. Herder and Herder.
Friesen, M. D., & Besley, S. C. (2013). Teacher identity development in the first year of teacher education: A

developmental and social psychological perspective. Teaching and Teacher Education, 36, 23–32.
Fu, S., Harman, R., & Aubain, Y. (2023). Critical multilingual language awareness: Reflections on a YPAR

program in teacher education. Journal of Language, Identity & Education, 22, 359–375. https://doi.org/10.
1080/15348458.2023.2202584

García, O. (2009). Bilingual education in the 21st century: A global perspective. Wiley/Blackwell.
Gebhard, M. (2019). Teaching and researching ELLs' disciplinary literacies: Systemic functional linguistics in the

context of U.S. school reform. Routledge. https://doi.org/10.4324/9781315108391
Gebhard, M., Chen, I. A., Graham, H., & Gunawan, W. (2013). Teaching to mean, writing to mean: SFL, L2

literacy, and teacher education. Journal of Second Language Writing, 22, 107–124.
Halliday, M. A. K. (1994). An introduction to functional grammar (2nd ed.). Edward Arnold.
Hallman, H. L. (2015). Teacher identity as dialogic response: A Bakhtinian perspective. In Y. L. Cheung, S. B.

Said & K. Park (Eds.), Advances and current trends in language teacher identity research (pp. 3–15).
Routledge.

Harman, R. (Ed.). (2018). Bilingual learners and social equity: Critical approaches to systemic functional
linguistics. Springer.

Harman, R., & Khote, N. (2018). Critical SFL praxis with bilingual youth: Disciplinary instruction in a third
space. Critical Inquiry in Language Studies, 2, 1–21. https://doi.org/10.1080/15427587.2017.1318663

Hasan, R. (2004). Reading picture reading: A study in ideology and inference. In J. A. Foley (Ed.), Language,
education and discourse: Functional approaches (pp. 43–75). Continuum.

Hasan, R. (2009). The place of context in a systemic functional model. In M. A. K. Halliday, & J. J. Webster
(Eds.), Continuum companion to systemic functional linguistics (pp. 166–189). Continuum.

Hasan, R. (1996). Literacy, everyday talk and society. In R. Hasan, & G. Williams (Eds.), Literacy in society
(pp. 377–424). Addison Wesley Longman.

Hawkins, M., & Norton, B. (2009). Critical language teacher education. In A. Burns, & J. Richards (Eds.),
Cambridge guide to second language teacher education (pp. 30–39). Cambridge University Press.

Johnson, K. E. (2015). Reclaiming the relevance of L2 teacher education. The Modern Language Journal, 99,
515–528. https://doi.org/10.1111/modl.12242

Kanno, Y., & Stuart, C. (2011). Learning to become a second language teacher: Identities‐in‐practice. The
Modern Language Journal, 95, 236–252. https://doi.org/10.1111/J.1540-4781.2011.01178.X

Kayi‐Aydar, H. (2015). Teacher agency, positioning, and English language learners: Voices of pre‐service
classroom teachers. Teaching and Teacher Education, 45, 94–103. https://doi.org/10.1016/j.tate.2014.09.009

TROYAN ET AL. | 21

 19449720, 0, D
ow

nloaded from
 https://onlinelibrary.w

iley.com
/doi/10.1111/flan.12720, W

iley O
nline L

ibrary on [29/08/2023]. See the T
erm

s and C
onditions (https://onlinelibrary.w

iley.com
/term

s-and-conditions) on W
iley O

nline L
ibrary for rules of use; O

A
 articles are governed by the applicable C

reative C
om

m
ons L

icense

https://doi.org/10.4324/9780429259999
https://doi.org/10.4324/9780429259999
https://doi.org/10.1080/09500782.2020.1775244
https://doi.org/10.2307/1229039
https://doi.org/10.1111/flan.12124
https://doi.org/10.3102/0091732x12464032
https://www.youtube.com/watch?v=btSxzfB_98M
https://doi.org/10.1080/15348458.2023.2202584
https://doi.org/10.1080/15348458.2023.2202584
https://doi.org/10.4324/9781315108391
https://doi.org/10.1080/15427587.2017.1318663
https://doi.org/10.1111/modl.12242
https://doi.org/10.1111/J.1540-4781.2011.01178.X
https://doi.org/10.1016/j.tate.2014.09.009


Kinloch, V. (2018). Necessary disruptions: Examining justice, engagement, and humanizing approaches to teaching
and teacher education. Teaching Works working papers. https://www.teachingworks.org/images/files/
TeachingWorks_Kinloch.pdf.

Kinloch, V., & San Pedro, T. (2014). The space between listening and storying: Foundations for projects in
humanization. In D. Paris, & M. Winn (Eds.), Humanizing research: Decolonizing qualitative inquiry with
youth and communities (pp. 21–42). SAGE.

Ladson‐Billings, G. (2008). ‘Yes, but how do we do it?’: Practicing culturally relevant pedagogy. In W. Ayers, G.
Ladson‐Billings, G. Michie, & P. A. Noguera (Eds.), City kids, city schools: More reports from the front row
(pp. 162–177). The New Press.

Lander, R. (2018). Queer English language teacher identity: A narrative exploration in Colombia. Profile: Issues
in Teachers' Professional Development, 20(1), 89–101. https://doi.org/10.15446/profile.v20n1.63658

Lantolf, J. P., & Johnson, K. E. (2007). Extending firth and Wagner's (1997) ontological perspective to L2
classroom praxis and teacher education. The Modern Language Journal, 91, 877–892.

Lantolf, J. P., & Poehner, M. E. (2014). Sociocultural theory and the pedagogical imperative in L2 education:
Vygotskian praxis and the research/practice divide. Routledge.

Lather, P. (1986). Research as praxis. Harvard Educational Review, 56, 257–278.
Lawrence, L., & Nagashima, Y. (2020). The intersectionality of gender, sexuality, race, and native‐speakerness:

Investigating ELT teacher identity through duoethnography. Journal of Language, Identity & Education, 19,
42–55. https://doi.org/10.1080/15348458.2019.1672173

Lindahl, K., Fallas‐Escobar, C., & Henderson, K. I. (2021). Linguistically responsive instruction for Latinx
teacher candidates: Surfacing language ideological dilemmas. TESOL Quarterly, 55(4), 1190–1220. https://
doi.org/10.1002/tesq.3079

Llinares, A., & McCabe, A. (2023). Systemic functional linguistics: The perfect match for content and language
integrated learning. International Journal of Bilingual Education and Bilingualism, 26, 245–250. https://doi.
org/10.1080/13670050.2019.1635985

Martel, J. (2015). Learning to teach a foreign language: Identity negotiation and conceptualizations of
pedagogical progress. Foreign Language Annals, 48, 394–412.

Martel, J., & Yazan, B. (2021). Enacting an identity approach in language teacher education. In M. Bigelow, & K.
Paesani (Eds.), Diversity and transformation in language teacher education (pp. 35–62). CARLA: University
of Minnesota.

Martin, J. R. (1992). English text: System and structure. Benjamins.
May, S. (Ed.). (2014). The multilingual turn: Implications for SLA, TESOL, and bilingual education. Routledge.
McCabe, A. (2021). A functional linguistic perspective on developing language. Routledge. https://doi.org/10.4324/

9780429462504
Merriam, S. B. (2009). Qualitative research: A guide to design and Implementation. John Wiley & Sons.
Mizell, J. D. (2021). Apprenticeship of pre‐service teachers through culturally sustaining systemic functional

linguistics. Language and Education, 35, 123–139. https://doi.org/10.1080/09500782.2020.1797770
Mizell, J. D. (2022). Culturally sustaining systemic functional linguistics: Towards an explicitly anti‐racist and

anti‐colonial languaging and literacy pedagogy. Linguistics and Education, 72, 101108. https://doi.org/10.
1016/j.linged.2022.101108

Morton, T. (2023). Afterword: SFL, theoretical pluralism and content and language integration at the levels of
curriculum, pedagogy, and assessment. International Journal of Bilingual Education and Bilingualism, 26,
363–368. https://doi.org/10.1080/13670050.2020.1806781

de Oliveira, L. C., & Avalos, M. (2018). Critical SFL praxis among teacher candidates: Using systemic functional
linguistics in K‐12 teacher education. In R. Harman (Ed.), Bilingual learners and social equity: Critical
approaches to systemic functional linguistics (pp. 109–123). Springer.

Ortega, L. (2014). Ways forward for a bi/multilingual turn in SLA. In S. May (Ed.), The multilingual turn:
Implications for SLA, TESOL, and Bilingual Education (pp. 32–52). Routledge.

Paiz, J. M. & Coda, J. E. (Eds.). (2021). Intersectional perspectives on LGBTQ+ issues in modern language teaching
land learning. Palgrave Macmillan.

Paris, D., & Winn, M. T. (Eds.). (2014). Humanizing research: Decolonizing qualitative inquiry with youth and
communities. SAGE Publications.

22 | TROYAN ET AL.

 19449720, 0, D
ow

nloaded from
 https://onlinelibrary.w

iley.com
/doi/10.1111/flan.12720, W

iley O
nline L

ibrary on [29/08/2023]. See the T
erm

s and C
onditions (https://onlinelibrary.w

iley.com
/term

s-and-conditions) on W
iley O

nline L
ibrary for rules of use; O

A
 articles are governed by the applicable C

reative C
om

m
ons L

icense

https://www.teachingworks.org/images/files/TeachingWorks_Kinloch.pdf
https://www.teachingworks.org/images/files/TeachingWorks_Kinloch.pdf
https://doi.org/10.15446/profile.v20n1.63658
https://doi.org/10.1080/15348458.2019.1672173
https://doi.org/10.1002/tesq.3079
https://doi.org/10.1002/tesq.3079
https://doi.org/10.1080/13670050.2019.1635985
https://doi.org/10.1080/13670050.2019.1635985
https://doi.org/10.4324/9780429462504
https://doi.org/10.4324/9780429462504
https://doi.org/10.1080/09500782.2020.1797770
https://doi.org/10.1016/j.linged.2022.101108
https://doi.org/10.1016/j.linged.2022.101108
https://doi.org/10.1080/13670050.2020.1806781


Park, G. (2017). Narratives of east asian women teachers of english: Where privilege meets marginalization.
Multilingual Matters.

Peercy, M. M., & Sharkey, J. (2020). Missing a S‐STEP? How self‐study of teacher education practice can support
the language teacher education knowledge base. Language Teaching Research, 24, 105–115. https://doi.org/
10.1177/1362168818777526

Peercy, M. M., & Troyan, F. J. (2017). Making transparent the challenges of developing a practice‐based
pedagogy of teacher education. Teaching and Teacher Education, 61, 26–36. https://doi.org/10.1016/j.tate.
2016.10.005

Peercy, M. M., Tigert, J., Fredricks, D., Kidwell, T., Feagin, K., Hall, W., Himmel, J., & DeStefano Lawyer, M.
(2022). From humanizing principles to humanizing practices: Exploring core practices as a bridge to
enacting humanizing pedagogy with multilingual students. Teaching and Teacher Education, 113, 103653.
https://doi.org/10.1016/j.tate.2022.103653

Ramírez, A. (2020). The case for culturally and linguistically relevant pedagogy: Bilingual reading to learn for
Spanish‐Speaking immigrant mothers. System, 95, 102379. https://doi.org/10.1016/j.system.2020.102379

Relaño Pastor, A. M. (2019). Language Socialization and CLIL Teachers’ Agency in Castilla‐La Mancha Bilingual
Programs: Appropriations and Transformations. Foro de Educación, 17(27), 65–89. https://doi.org/10.
14516/fde.702

Sagre, A., Herazo Rivera, J. D., Montes, P. G., Posada, T. B., Machado, L. P., & González Humanez, L. E. (2021).
Contradictions and critical praxis in foreign language teachers’ implementation of reading to learn.
Teaching and Teacher Education, 108, 103516. https://doi.org/10.1016/j.tate.2021.103516

Salazar, M. C. (2010). Pedagogical stances of high school ESL teachers: Huelgas in high school ESL classrooms.
Bilingual Research Journal, 33, 111–124. https://doi.org/10.1080/15235881003733415

Salazar, M. C. (2018). Interrogating teacher evaluation: Unveiling whiteness as the normative center and moving
the margins. Journal of Teacher Education, 69(5), 463–476. https://doi.org/10.1177/0022487118764347

Saldaña, J. (2021). The coding manual for qualitative researchers. SAGE.
San Pedro, T., & Kinloch, V. (2017). Toward projects in humanization: Research on co‐creating and sustaining

dialogic relationships. American Educational Research Journal, 54(Suppl.), 373S–394S. https://doi.org/10.
3102/0002831216671210

Schleppegrell, M. J. (2020). The knowledge base for language teaching: What is the English to be taught as
content? Language Teaching Research, 24, 17–27. https://doi.org/10.1177/1362168818777519

Sembiante, S. F., Cavallaro, C. J., & Troyan, F. J. (2021). Language teacher candidates' SFL development: A
sociocultural perspective. Language and Education, 35, 479–499. https://doi.org/10.1080/09500782.2020.
1833909

Sembiante, S. F., & Tian, Z. (2021). Culturally sustaining approaches to academic languaging through systemic
functional linguistics. Language and Education, 35, 101–105. https://doi.org/10.1080/09500782.2021.
1896538

Steadman, A., Kayi‐Aydar, H., & Vogel, S. M. (2018). From college composition to ESL: Negotiating professional
identities, new understandings, and conflicting pedagogies. System, 76, 38–48. https://doi.org/10.1016/j.
system.2018.04.013

Troyan, F. J. (2021). “Alors, on va faire une activité”: An SFL perspective on student engagement in
contextualized world language instruction. System, 98, 102483. https://doi.org/10.1016/j.system.2021.
102483

Troyan, F. J., Harman, R., & Zhang, X. (2021). Critical SFL praxis in teacher education: Insights from Australian
SFL scholars. Language and Education, 35, 383–401. https://doi.org/10.1080/09500782.2020.1807563

Troyan, F. J., Herazo, J. D., & Ryshina‐Pankova, M. (Eds.). (2022). SFL pedagogies in language education.
(Special Issue Introduction). https://doi.org/10.1016/j.system.2021.102694

Troyan, F. J., King, N., & Bramli, A. (2021). Enacting culturally sustaining immersion pedagogy through SFL
and translanguaging design. Foreign Language Annals, 54, 567–588. https://doi.org/10.1111/flan.12577

Troyan, F. J., & Peercy, M. M. (2018). Moving beyond ‘Trèsbien’: Examining teacher educator mediation
in lesson rehearsals. In J. Sharkey, & M. M. Peercy (Eds.), Self‐study of language and literacy teacher
education practices across culturally and linguistically diverse contexts (pp. 263–281). Emerald Group
Publishing, Ltd.

TROYAN ET AL. | 23

 19449720, 0, D
ow

nloaded from
 https://onlinelibrary.w

iley.com
/doi/10.1111/flan.12720, W

iley O
nline L

ibrary on [29/08/2023]. See the T
erm

s and C
onditions (https://onlinelibrary.w

iley.com
/term

s-and-conditions) on W
iley O

nline L
ibrary for rules of use; O

A
 articles are governed by the applicable C

reative C
om

m
ons L

icense

https://doi.org/10.1177/1362168818777526
https://doi.org/10.1177/1362168818777526
https://doi.org/10.1016/j.tate.2016.10.005
https://doi.org/10.1016/j.tate.2016.10.005
https://doi.org/10.1016/j.tate.2022.103653
https://doi.org/10.1016/j.system.2020.102379
https://doi.org/10.14516/fde.702
https://doi.org/10.14516/fde.702
https://doi.org/10.1016/j.tate.2021.103516
https://doi.org/10.1080/15235881003733415
https://doi.org/10.1177/0022487118764347
https://doi.org/10.3102/0002831216671210
https://doi.org/10.3102/0002831216671210
https://doi.org/10.1177/1362168818777519
https://doi.org/10.1080/09500782.2020.1833909
https://doi.org/10.1080/09500782.2020.1833909
https://doi.org/10.1080/09500782.2021.1896538
https://doi.org/10.1080/09500782.2021.1896538
https://doi.org/10.1016/j.system.2018.04.013
https://doi.org/10.1016/j.system.2018.04.013
https://doi.org/10.1016/j.system.2021.102483
https://doi.org/10.1016/j.system.2021.102483
https://doi.org/10.1080/09500782.2020.1807563
https://doi.org/10.1016/j.system.2021.102694
https://doi.org/10.1111/flan.12577


Troyan, F. J., & Sembiante, S. F. (2021). Developing a critical functional linguistic knowledge base for world
language teachers. In F. J. Troyan (Ed.), Genre in world language education: Contextualized assessment and
learning (pp. 32–61). Routledge.

Turkan, S., De Oliveira, L. C., Lee, O., & Phelps, G. (2014). Proposing a knowledge base for teaching academic
content to English language learners: Disciplinary linguistic knowledge. Teachers College Record: The Voice
of Scholarship in Education, 116(3), 1–30.

Varghese, M., Morgan, B., Johnston, B., & Johnson, K. A. (2005). Theorizing language teacher identity: Three
perspectives and beyond. Journal of Language, Identity & Education, 4(1), 21–44.

Varghese, M. M., Motha, S., Park, G., Reeves, J., & Trent, J. (2016). In this issue. TESOL Quarterly, 50, 545–571.
https://doi.org/10.1002/tesq.333

Waller, L., Wethers, K., & De Costa, P. I. (2017). A critical praxis: Narrowing the gap between identity, theory,
and practice. TESOL Journal, 8, 4–27. https://doi.org/10.1002/tesj.256

Weng, Z., Troyan, F. J., Fernández, L., & McGuire, M. (2023). Examining language teacher identity and
intersectionality across instructional contexts through the experience of perezhivanie. TESOL Quarterly.
Advance online publication. 1–33. https://doi.org/10.1002/tesq.3237

Yazan, B. (2019). Identities and ideologies in a language teacher candidate's autoethnography: Making meaning
of storied experience. TESOL Journal, 10, e500. https://doi.org/10.1002/tesj.500

How to cite this article: Troyan, F. J., Fernández, L., Weng, Z., Ferguson, D. S.,
Iswandari, Y. A., & Avdakov, S. (2023). Toward humanizing SFL praxis: Coconstructing
language teachers' understandings of their intersectional identities via language use.
Foreign Language Annals, 1–24. https://doi.org/10.1111/flan.12720

24 | TROYAN ET AL.

 19449720, 0, D
ow

nloaded from
 https://onlinelibrary.w

iley.com
/doi/10.1111/flan.12720, W

iley O
nline L

ibrary on [29/08/2023]. See the T
erm

s and C
onditions (https://onlinelibrary.w

iley.com
/term

s-and-conditions) on W
iley O

nline L
ibrary for rules of use; O

A
 articles are governed by the applicable C

reative C
om

m
ons L

icense

https://doi.org/10.1002/tesq.333
https://doi.org/10.1002/tesj.256
https://doi.org/10.1002/tesq.3237
https://doi.org/10.1002/tesj.500
https://doi.org/10.1111/flan.12720

	Toward humanizing SFL praxis: Coconstructing language teachers' understandings of their intersectional identities via language use
	1 INTRODUCTION
	1.1 SFL in language teacher education
	1.2 Toward humanizing SFL praxis
	1.3 Language teacher identity

	2 THE STUDY
	2.1 Context: EDUTL 5600—Language as a Resource
	2.2 Positionalities and identities
	2.3 The Language Use Profile
	2.4 Data sources and data analysis

	3 FINDINGS
	3.1 Daniel
	3.2 Yuseva
	3.3 Sarah

	4 DISCUSSION
	5 CONCLUSION
	ACKNOWLEDGMENTS
	ORCID
	REFERENCES




