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the segment above, as a rule of thumb, Rose told the students that adverbs were usually

formed by adding —ly, In this example, the use of adverb far contradicted the general rule,
and confused the students. In a follow-up whole-class interview, when | asked what
really helped the students in their understanding considering the whole lesson, most of
them found explicit instruction and identification of an adverb in a sentence as
augmenting factors in their understanding. One student mentioned that she liked it when
Rose circled the words that needed attention. Several students touched upon the influence
of Rose’s conversational style in their engagement during the study of adverbs.

The second survey was also given right after the end of the lesson (February 12,
2013), in which the first fifteen minutes was spared for Daily Language Review (DLR).
The target of the DLR was general sentence correction. With the DLR exercises, Rose
had the chance of highlighting pronouns, have/has, and do/does not. While they were
correcting sentences, Rose provided direct instruction on singular and plural pronouns
and the correct forms of have/has or do/does in a sentence. Similar to the first survey
results, the students who chose the option “understood very well” provided teacher’s
explicit instruction as a reason for their clear understanding. One of the students wrote
that his awareness increased when the teacher also provided the erroneous use of do/does
in a sentence. What the student referred to in his comment during the instruction occurred
as below:

R: Why do we not use does and you?

St 1: because does it for like I, he or she.

R: Does I, | does? I does the dishes. (The students laughed)

St 2: 1 do the dishes.
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R: So, itisn't I.

The students who circled the choice “somewhat understood” did not provide any reasons
for their choice. However, they added that fixing sentences helped their understanding.

In follow-up whole-class interviews after the lesson, | asked the students what
they really liked and found helpful in their learning. The most common answers revolved
around the warm-up practices. Almost all of the students found the provision of clear,
concise explanations regarding the target grammar beneficial. Here are some of the
answers they provided:

What is common and proper noun is more clear to me.

Correction and fixing helps me.

| found it helpful when she showed us when to use do and doesn ’t.

The teacher showed us the right ways and the wrong ways.

One of the students expressed that he enjoyed working in groups, which was
followed by a whole class activity. He preferred group work because he felt more
comfortable talking to his friends. He said that when they work with friends they could
ask any questions they had much more freely, and they did not feel the pressure of
“looking stupid” as they thought they would have felt if they had asked similar questions
to their teachers in front of the rest of the class. While one student appreciated the
teacher’s frequent repetition, another student valued teacher’s physical positioning in the
classroom during instruction. She found herself more engaged when the teacher
circulated around the room or stood next to them.

The Match and Mismatch Between Teacher and Student Perceptions

The data analysis exhibited that Rose’s decision-making around use of FFI options
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closely matched with the student perceptions of the influence of the teacher teaching

options in their learning. As pointed out within Rose’s philosophy of grammar teaching
earlier, Rose believed in connecting grammar with the immediate target context; yet, she
was also aware that some of her students benefited from detailed, explicit instruction
followed by structured input activities. Rose’s student data show that students also found
explicit instruction that involved related activities as helpful in their comprehension. The
activities that included sentence correction, teacher frequent repetition of the correct
form, circling or underlining the target grammar item, and teacher comparison of the
correct and the incorrect form was among student perceptions of teacher teaching options
that augmented their learning. Rose’s thinking of explicit teaching involved all of these
mentioned strategies. She revealed that showing the differences between target forms,
and pointing them out either by circling or underlining during instruction increased
student noticing. She also thought that the use of erroneous forms and comparing them
was effective in drawing student attention to the target grammar point and humored the
students. Teacher repetition was also one of the matching perspectives. Repetition is one
of the most used teaching strategies as it helps in student recall of the target grammar
point and eventually helps the target form extend into the long-term memory. Rose was
aware of the power of repetition in learning and her students confirmed it as well.

One of the matching perspectives was related to the decision to use group or pair
work in lessons. I elaborated on Rose’s thinking around the use of pair and group work in
her teachings within Rose’s data analysis. She believed in the importance of creating
opportunities for student interaction, for she thought that students learn when they work

in collaboration. She mentioned that students had their own language and were able to
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teach each other even better. Students’ thinking of group or pair work was similar to

Rose’s, in addition students felt more comfortable and relaxed when working with their
peers.

Student perceptions brought forward the impact of teacher physical positioning
during the lesson. Specifically, one of the students mentioned that her attention increased
when the teacher walked around the groups or stood next to them. Rose was also aware
of this, and she found it as an effective strategy to keep her students attentive during
teaching as well.

One other point | would like to discuss pertains to the student perceptions of the
mastery of form. | asked the students what they thought about the teacher rationale for the
target grammar features and how important the use of correct form in their language
production was. All of the students were in agreement with their teacher’s rationale that
they needed to speak and write grammatically correct sentences in order to prove their
English language accuracy. These students intended to pursue higher education; as a
result they contended that display of a good command of English was essential, which
was emphasized by their teachers continuously. The students pointed out their
appreciation of their teacher and stated their awareness regarding the teacher’s effort to
meet their needs to improve their English. So far, I presented that Rose’s consideration of
her use of teaching options corresponds to her students’ expectations closely. | will now

move on to the discussion of Dan’s teaching expertise for form-focused instruction.
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Case Two: Dan

Site: Blue Moon High School

Blue Moon High School was one out of the two high schools in the district in
which ELL services were being offered during the period of the study. According to the
2012-2013 Annual Statistical Handbook student population was 1,885- 450 students in
ninth grade, 441 students in 10" grade, 479 students in 11" grade, and 515 in 12" grade.
Out of 1,885 students, 116 students were attending the ELL Program. The number of
ELL students differed from level to level, 18 in level one, 19 in level two, 23 in level
three, 16 in level four and 40 in level five. The four most commonly spoken languages of
these students were Arabic, Vietnamese, Spanish and, Krio respectively.
Background of the teacher

Dan graduated with an undergraduate degree in English in the early 1990s. He
started his teaching career in the primary grades of elementary school. In the late 90s,
while he was teaching first grade in the district of this study, there was a need for ELL
teachers, and he decided to move to the ELL department. In addition to having been
trained in Reading Recovery, Dan also had an endorsement in English as a Second
Language, an Administrative Certificate to be a K-8 Principal and a master’s degree in
Curriculum and Instruction, specializing in early childhood education. Having taught in
every grade level (Kindergarten through 12™), the year of the study was his 25" year of
teaching in the district. Dan had been working in the ELL department for ten years and
this year was his fourth year in this high school. At the time of this research he was

teaching reading classes to level three students.



94
Grammar Teaching Philosophy: Grammar as “Piecemeal”

Dan believed that grammar was not as important as comprehension in language
teaching. “I don't care so much about their [students’] grammar until it is important for
their grammar to be something that somebody is going to evaluate”, he expressed
(January 7, 2013). What he had seen was that most high school students who entered the
public school education system in ninth grade in the U.S. started their education by
missing out of nine years of instruction in English language. For that reason, Dan
prioritized helping his students develop their comprehension skills along with their
vocabulary. And when it comes to grammar, “We cannot make up eight or nine years of
instruction in English that the students are missing” he said (January 7, 2013).
Considering the size of the English knowledge gap in his students, his rationale for
covering grammar was to teach it in context as needed rather than in a consistent, pre-
planned way. He showed his preference by saying, “We don't teach grammar specifically
as this is what this word is, we do a lot of that piecemeal as we come across situations in
sentences that are on the board or something that we are reading or because of what
questions that the students might have” (January 7, 2013).

Dan’s grammar teaching was tied to the district’s rubric checklist requirements,
and the teacher guidance book of the book that he was using. There was not a set
curriculum for ELL teachers to follow, and Dan was using the rubric checklist and the
reading book, Edge, as a guidance to construct his lesson plans. The book was
specifically designed for the proficiency level three. As mentioned before, Edge has
seven units and each unit is divided into three clusters. Dan planned on studying one

cluster per week. He also used the Grammar and Writing Practice Book as a
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supplementary material for grammar practices that he planned on using in class.

The Description of the Classroom

There were eleven students (six boys and five girls) in the third level reading class
that | was observing, and these students varied in their grade levels: one from ninth grade,
three from tenth grade, four from eleventh grade and three were seniors. In addition,
these students differed in their native language: five Arabic speakers, three Vietnamese
speakers, two Spanish speakers and one Krio (Sierra Leone) speaker.

The seating arrangement of the class was traditional, nice straight rows facing the
whiteboard and the teacher’s table. Everyday, each student took his or her teacher-
assigned seat. There was a projector placed in the middle of the room, which was used
frequently.

The Format of the Reading Lesson

Dan was using Edge as his main textbook, which was specifically written for level
three students. The book was the compilation of reading, vocabulary, and writing along
with the recommended reading strategies that could be used by the students. The book
had seven units and each unit was divided into three clusters. A small portion at the end
of certain clusters was devoted to grammar practices. Additionally, he was consulting
various grammar-based books in order to complement his grammar teaching objectives.
Dan would always have the objectives written down on the board. If he planned on using
different texts or sources, he would have the copies ready on each student’s table. Below,
I will describe what a typical lesson looks like to familiarize readers with Dan’s daily

classroom atmosphere.
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A Typical Lesson

Each student, as they entered the room, would grab their Edge book that was
placed on a table by the entrance door. After the bell rang, the lesson would start with
Dan’s introduction of what they would be doing for the day and for the following days of
the week. The new unit would always start with the study of new vocabulary from the
target reading text. Dan would use the projector to show the new set of vocabulary that he
had created. He would talk about the definitions of each word and give examples to
clarify the meanings while the students were taking notes. The initial vocabulary study of
the new reading text would take up the whole class period. The following day, Dan
would talk about the new vocabulary to refresh his students’ memories. Before they
started reading the text, Dan would discuss the book with the students specifically
targeting the author and the pictures used in the book to give initial ideas about the story
that they would be reading.

When it was time to read the story, Dan would call on students to read at least a
paragraph. When each paragraph was complete they would stop to talk about what was
being said, including the use of the new words. Dan would give more examples related to
the content in an attempt to foster his students’ understanding. He would often draw
pictures or provide his real life experiences to clarify the meaning of the reading text or to
define an unknown word. While the main target was to strengthen reading and reading
strategies, Dan attended to grammar on particular occasions. He made his decisions based
on the immediate reading text. He chose to teach grammar either before or after reading.
There were also times when he would stop at a certain sentence during reading and

introduce the target grammar point. For, the formation of that specific sentence, he
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thought, would present an opportunity to address that specific grammar feature. In the

following sections, | attempted to focus on those specific grammar-teaching occurrences
by addressing Dan’s consideration of grammar teaching based on various factors. In
order to do that I also provided Table 4.4, which shows the themes and the subthemes.
Case Two Themes
The Influencing Criteria on Dan’s Decision-Making

As previously mentioned, the immediate reading text and the teacher guidance book
shaped Dan’s decision-making regarding what grammar points to study. There were three
main strategies he was inclined to use to address grammar related items. He covered them
in a mini- lesson format either before starting a reading text, during reading a text or after
they finished it.

Below I will expand on Dan’s thinking with regard to connecting the target

grammar feature with the target reading text.

Table 4.4
Overall Themes for Dan
Theme Name Sub-themes
The Influencing Criteria on Dan’s Connecting the Target Reading With the
Decision-Making Target Grammar Feature

Complementing the Target Reading
Preparing for the Target Reading

Student as Center of Teacher Thinking Reasoning with Students
“It’s All About Making Connections”
The Dilemmas That Dan Faces Deciding on the Best

Teaching Vocabulary to Assist Grammar
Comprehension
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comparing three things, you are comparing the third to the other two, tall- taller -

tallest. Comparative and superlative” (February 28, 2013).

The reason Dan decided to focus on the comparatives was based on the
recommendation of the teacher’s guide. However, what was notable was that the book
was not using the term “comparative.” Instead it was talking about the use of adjectives
to compare people, places or things. Dan decided to cover both the comparatives and the
superlatives by providing the linguistic terms. He said:

| did it because they are going to see that in ACT [American College Testing] or

one of the questions could be, Is this a superlative form or a comparative form?

That’s what I am thinking of when I see something like this, that’s kind of a big

picture thing... because all I'm thinking about what they are gonna do when they

see a comparative on a test or when they see —er at the end of a word. Are they
gonna know that that’s a comparative or superlative? And I don’t know if they are
ever gonna have it on a test, but | can see it could be on a test and they have got to

know what comparative or superlative mean not just —er or —est (February 28,

2013).

As Dan stated above, his concern about what his students may encounter in a test, shaped
his teaching pedagogy as well. While addressing the target grammar feature suggested in
the teacher’s guide, he tried to cover it based on his perception of the kind of knowledge
that his students might need. And this kind of knowledge involved not only the awareness
of a grammar feature, but also the appropriate linguistic term.

Dan’s grammar teaching methodology was also evident before the reading text,

which will be explored below.
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Preparing for the Target Reading

Dan would also target certain grammar features in preparation for the immediate
text. Sometimes, the unit content for a specific grammar skill would also be appropriate
to address the deficiencies he detected in his students. Once a decision was made to
address a particular grammar point, he preferred addressing the target grammar feature at
the beginning of the new reading, and he would tie the grammar point in with the reading.

For example, the reading selection of one of the units was about the teenage brain
and how it worked, and Dan thought this selection was a perfect opportunity to address
indefinite pronouns due to the nature of the reading. In addition, he said he detected that
his students needed explicit instruction to have a clear sense of proper indefinite pronoun
use in texts. “I am going to talk about indefinite pronoun because when they are reading
or writing about something, they aren't specific about who says this. They can say lots of
people believe, or nobody” (March 19, 2013). Dan wanted his students not only to be
knowledgeable, but also to be fully conscious of how to say what they want to say, or
write by using pronouns appropriately.

Dan believed in activating student prior knowledge to enable the students to make
meaningful connections between what they already knew and what was newly presented.
For example, before going in depth with indefinite pronouns, Dan preferred to talk about
subjects and predicates to refresh the students’ knowledge regarding basic sentence
structures. He said, “subject and predicate is basic to writing a sentence. When reading a
sentence you expect there to be a subject and a predicate” (March 19, 2013). Based on
this judgment, Dan thought that the revision of the essentials of a good sentence, which

has a subject and a verb, would prepare his students to see what difference the use of an
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indefinite pronoun made to the meaning in a sentence.

As said above, Dan was inclined to combine the recently learned grammar
features with the reading text. He said that the reading text would exemplify the recently
studied grammar structures, and enhance student understanding. For example, after
reading the text, he asked students to find the indefinite pronouns in the sentence:

Until recently, most brain experts thought that the brain stopped growing by the

time a person was about 18 months old.

After the students identified until and most as indefinite pronouns, Dan asked about what
was suggested with the use of these indefinite pronouns. After hearing a few responses
from the students, he provided a detailed explanation:

Most is more than half. If you have 20 doctors that you check with how many of

them have to agree with this statement? Would it be 12? Or upper? Yes. If they

say, “The brain research from 1820 says....blah blah, that‘s not recent. Would
you like to do research from 1820 or 20127 If it is recent, you are gonna trust it,
aren’t you? Recently is an important word, but it still is not exact, it is indefinite.

When they say most of something you still get an idea, they are making a positive

thing, they are making it a thing that you should accept. If it is recently that’s fine,

you don’t need to know exactly, but it is good information. It‘s happened, we got
the research in the last few years and it is not old stuff (March 26, 2013).
As the segment above showed, Dan was trying to make sure that his students understood
the indefinite pronouns when they read, and were able to form correct sentences when

they wrote.

As | mentioned formerly, one of the criteria that prompted Dan to teach grammar
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before the reading was based on the deficiencies he had seen in his students. As he

was doing that, he always aimed to connect the target grammar study with the reading.
For, he wanted his students to see what they focused on in an authentic context. For
example, in students’ writings he said he detected that they were not using appropriate
conjunctions to connect their sentences. He concluded that it was mostly due to the
student misunderstanding of the use of these conjunctions and the meanings that these
conjunctions gave to the sentences. For that reason, in the unit, regarding a job
application, he thought it would be a good opportunity to highlight the conjunctions and
the compound sentences. Before reading the texts in the unit, Dan introduced the students
to independent clauses and the most commonly used correlative conjunctions- but, and,
or-, which are used to connect the independent clauses. By working on the handout he
prepared, he talked about the use of these conjunctions and the meanings. For example,
one of the sentences they were working on was “ Julia lives in a house. She just got a job
in a different state”. Between the choices and and but, Dan told them that but would fit in
this sentence because those two independent clauses were different and they were not
supporting each other. “You use but to join different ideas” he said (April 11. 2013).
After finishing the practice sentences, they started reading the texts in the unit. While
reading, as was his usual manner, Dan referred back to the conjunctions used in the text
and the meanings they gave to the sentences. Dan found it essential to encourage his
students to make the connection between a learned rule and its use in a text, so that the
knowledge would remain firm. Dan provided his rationale for directing his students’

attention to the conjunctions during reading as:
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When they read it [the text], | think they need to realize that these things with

and, or in the middle, the message from that sentence is that they are both saying

the same kind of message and that's why you can connect it with and, if you are

saying something, the opposite or negative, different from that, then use but, and
there are sentences in the rest of the material that we are reading something says
but, so pointing out those examples in reading, connects reading to writing and
writing to reading and you are not just learning to write it that way, but you are
learning to understand it better that way when you read it and you see these things

done, too (April 11, 2013).

Dan’s words above indicate his preference for connecting the recently learned grammar
skill with the immediate context to exemplify the natural uses of those previously studied
grammar items in real contexts. This way it would help the students make genuine
connections between what they learned and how they were being used authentically.

Up to this point, I examined Dan’s way of thinking around FFI teaching options
and materials in order to attend to grammar features during his reading class. While
attending to grammar, one of Dan’s characteristics was to reason with his students for
every grammar feature he planned on teaching. It was essential for him that his students
knew and understood his reasons behind what he was teaching. In the following sections,
| will further look into this theme within the theme, Student as Center of Teacher
Thinking.

Student as Center of Teacher Thinking
The students’ needs were on the forefront of Dan’s decision-making regarding

grammar teaching. His efforts to find ways to increase his student understanding
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regarding the target grammar feature revealed how it was important for him to

connect with his students. In this section, | will present how the impact of student factor
reveals in Dan’s thinking under two sub-themes, Reasoning With Students and “It’s All
About Making Connections”.
Reasoning With Students
Dan thought that it was important for students to know his motives behind what
he was teaching. He believed that informing students about the rationale of the grammar
items that he was teaching would increase their awareness and attention. In almost all of
his teaching sessions, Dan would provide explanations for what he was doing along with
why it was important for his students to be conscious of what they were learning. He also
mentioned the importance of being able to use them correctly in their language
production. For example, at the beginning of one of the units he told his students that
while they were reading the text, Jump Away, they would also be studying the adjectives
because the unit was designed around the use and the function of adjectives. Dan stressed
that it was necessary for the students to use adjectives in their writing and speech
correctly and meaningfully. He said:
We are trying to make you use adjectives. That is an effort you need to
consciously think of when you are writing tomorrow and next week. You need to
add these many adjectives as you can. | don't want to have ten adjectives for every
single noun | have, I can use adjectives wherever. On your paper and on the
things that you write and understanding them when you see them in a sentence is
what | want (February 19, 2013).

In addition to raising consciousness about the use of adjectives by providing
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explanations, Dan also wanted his students to be aware of why it was important for

them to know the linguistic terminology used to define different types of adjectives. “You
might have it on an English test, or reading test or a multiple choice test, ACT or
something, might ask for the superlative of a word. You need to know the word
superlative. You need to know what comparative means” (February 28, 2013).

Another concrete example that shows Dan’s provisions of reasons for what he
was focusing on was related to his teaching of subjects and predicates. He told his
students that he noticed in their previous summary writings, some of them did not
correctly put sentences together, and for that reason he wanted to touch on subjects and
predicates. He said he wanted to make sure that the students knew how to write sentences
in the best way possible. Dan provided his rationale as:

What makes a sentence good? When you read a sentence out of the book what

makes that a good sentence or when you write a sentence down in a personal

narrative writing sample. I am saying we are looking at subject and predicate of a

sentence. Why are those things important? What is the purpose of a sentence?

You have to say something that other people can understand. And what we are

saying is including a subject and a verb is a good thing to do to communicate, to

give information to others. Does that make sense? How can you figure why is a

subject and a predicate good to have it in a sentence? | want you to get all the

information you can out of the sentences you read and | want you to include all

the information you can in the sentences you write (March 21, 2013).

Writing a grammatically correct sentence or understanding the message conveyed in a

reading text were the two main reasons that stood out in Dan’s mind. “We want the
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students to be able to use the grammar points we teach correctly. We want them to be

able to put the right word in the right sentence to mean the right thing. We want them to
understand what they are reading as well” (March 26, 2013).

So far, | described the instances that showed the importance that Dan put on
providing reasons to his students for what he chose to teach. In the following section, |
would like to talk about other factor that shaped Dan’s style regarding grammar teaching.
“It is All About Making Connections”

It was apparent that grammar was a lower priority for Dan in language teaching.
Enabling comprehension and production skills in his students were more important.
However, he believed that he needed to teach certain grammar items to assist his
students’ language learning. During the times he was teaching grammar, there were
certain recognizable patterns in his teaching. Dan was an extremely verbal teacher. In
general, Dan took up almost the entire class time talking. He was aware of this and saw it
as a characteristic distinguishing him from the other ELL teachers at school. “I am very
verbal, I do a lot of talking and I think it is a benefit for the students, asking questions and
making connections, in ELL everything is about making connection” (December 12,
2013).

Dan considered his verbality during teaching helpful in making connections with
his students. To exemplify Dan’s verbality, I will give a few examples. One of the
examples relates to the times of the vocabulary study. While introducing the target
grammar features or while working on the practice sheets, Dan needed to do a lot of
defining of the vocabulary. In order to strengthen students’ understanding of the target

grammar item, Dan would draw pictures or trace back to personal experiences to tie back
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to the unknown vocabulary words. For example, while practicing the subjects and

predicates, one of the sentences said, “Our town has a curfew”. Dan asked if the students
knew the meaning of curfew. When he got a negative response, he explained it as:
You have to be in your house by 10pm tonight. Your parents say you have to be
home by a certain time. It is the last time that you can be out by yourself. Why do
they give curfews? Why do the police have curfews? Did you see that somebody
stole an atm machine the other day? They took a forklift kind of a thing and took
the atm machine away from the bank and put it in the back of a truck (March 21,
2013).
After giving this definition, Dan wanted his students to think about their own experiences
and opinions about curfews. “Because this whole unit what we are talking about for the
next four weeks are about your opinion and you arguing for that opinion, being
persuasive in your speech, that's the debate part, and persuasive writing, trying to
persuade somebody to go along with you. As we are writing these think about what your
opinion is about a curfew?”, he added (March 21, 2013). After providing this reason, Dan
added some more realistic examples that he experienced related to the word curfew:
My mom, one time | came home late, 1:30 or 2:00 and my mother was really
angry. | have never been given a curfew, so curfew doesn't always have to be a
citywide kind of thing, your family can say like when you are tenth grade you
make sure you are home by ten. Do you think they get mad because they really
are worried about you? My mom was worried about me (March 21, 2013).
Dan was making an effort to link what he was teaching with the other school

subject areas as well. He was hoping that his students’ comprehension would be solid if
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they could connect their learned language with other subject areas. Dan tried to

provide examples related to other school subjects such as civics, science and many more.
Below is an example during which Dan related one of the grammar definitions to a
science term. While introducing conjunctions and compound sentences, Dan asked the
students what compound meant. Then, he continued as, “ Many of you had science club.
You must have talked about compounds. In science, compound is when you mix two
things together. So, a compound sentence is two or more, different parts. And, but, or”
(April 11, 2013).

Dan also believed in using well-known stories to build a connection with what he
was teaching to engage his students and help them remember easily. One example was
his use of Goldilocks to explain the run-on sentences:

Do you know who Goldilocks is? A girl with blond and curly hair. She lives in

the forest. She went out for a walk and she came upon this house and three bears

lived there. She goes into the house. These three bears had oatmeal on the table.

What was wrong with the first one she ate? Too hot, too cold, just right. She sat

on the chairs. First one was too small, too big, just right. You go the extremes and

then the one is just right. And that’s the point of this. So, what we are looking for
here is sentences that are just right. Sentences that are not too long or too short.

Sentences that are just right. And the ones that are too long are usually called run-

on sentences (April 18, 2013).

The students enjoyed this introduction so much that, some yelled, “Yeah, yeah I know
this story” (April 18, 2013) to express their joy. Moreover, several students reminded

Dan that he forgot the bed part, “The bed is too. The bed is too hard, too soft or just
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right”(April 18, 2013). While Dan was attracting his students’ attention with this fun

story, he was able to give his message about what run-on sentences were and what the
right way of writing a fine sentence consisted of. Ultimately, using personal experiences,
other subject areas, or popular stories to explain in detail what Dan was targeting seemed
to help his students construct an understanding of the target concepts beyond definitions.
As Dan said, “...in ELL, everything is about making connection” (December 12, 2013).
As Dan tended to find ways to make the target grammar as meaningful as possible, there
were times when he found himself in a dilemma. Below, I will talk about these situations.
The Dilemmas That Dan Faces
In the interviews, Dan pointed out a couple of dilemmas that impacted his decision-
making process. One of them directly pertained to the teaching of grammar, whereas the
other one related to his students’ knowledge of grammar. Below, I will talk about the
place of students’ grammar knowledge in his decision-making.
Deciding on the Best
One of the dilemmas that Dan had been experiencing was related to the decision of

moving students up to a higher level, even if they had not shown the level of proficiency
in their performance. However, Dan expressed that he and other ELL teachers had to
consider individual student needs that are critical and more important than the complete
knowledge of grammar.

...the kids really want to move on. We have several people in this class that are

still level two on paper, they are 19 or 20, they want to graduate. So, what we

have done is, three levels two classes, we have taken them to level three even

though they haven't made all the things that they should have to move to level
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three...There are a lot of different stories for the kids and I don't know that

certain grammar issues are going to keep some of them back if we are moving this
student too quickly. Are they never going to pick those things up? I don't know,
but because of who they are, the situation they are in, this is what we decide as
best for them to move them on (January 7, 2013)
The state law allows students to stay in high school until the age of twenty-one and most
of Dan’s students were close to reaching the age and time limit to graduate. In an effort to
help these students graduate on time, Dan and the other ELL teachers disregarded these
students’ observed proficiency levels and moved them up to a higher level, even if they
did not show the expected proficiency. Dan was questioning himself if they were taking
the right action. However, he thought that the situation made it right and certain grammar
knowledge was not a big obstacle for Dan to prevent his students from graduating
because he thought grammar was not the foremost important issue in ELL. Dan said,
“ELL is not a mastery kind of class, it is developmental” (January 7, 2013). He added
that those students were acquiring English language at a decent rate and they would
continue to acquire it throughout their lives.

Dan’s rationale was not surprising, for he pointed out from the beginning that the
ability to communicate overrode grammar knowledge in importance. “Grammar is not the
only way to say something that is completely understood. Communication, getting the
idea, is the first we wanna work on”, he emphasized (January 7, 2013). He tied
communication skills to the vocabulary knowledge, which also was necessary before he
attended to grammar teaching. Actually, this issue was another dilemma that Dan had to

face.
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Teaching Vocabulary to Assist Grammar Comprehension

The second dilemma was fostering students’ vocabulary knowledge in order to
make the target grammar comprehensible. Dan said that one of the major goals that the
students had to achieve was acquiring adequate vocabulary to increase their
understanding. He added that when they were studying a grammar structure or working
on grammar related exercises, the number of unknown vocabulary prevented his students

(13

from understanding the target grammar structure. “...it makes it twice as hard for them.
They are not learning the grammar until they understand the text, until they understand
the meaning, until they have the meaning down for every word that's in the sentence that
we are using”, he expressed (January 7, 2013).

It was the situation that | also witnessed during my classroom observations. While
they were working on practice sentences, the unknown words were preventing the
students from focusing on the target grammar point. Dan had to stop and give the
definition of the word, along with extra sentences that exemplified the usage of the word
before they continued further. Dan could not think of any different way to address this
situation, other than what he had been doing: providing definitions and extra examples.

Considering the two quandaries that Dan was going through, he tried to find
solutions by examining the situations he was in. As a result, he based his actions on his
students’ needs, whether it was moving them to a higher level or covering the unknown
words before a grammar practice. I think Dan’s own words will best express his thoughts
toward this issue. “That's just the kind of environment I find myself in the classroom...

because of who they are, the situation they are in, this is what we decide as best for them

to move them on” (January 7, 2013).
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Within this section, I have delved into Dan’s exhibition of his expertise

regarding FFI. In the following section, I will present Dan’s students’ perceptions of the
impact of the teacher’s FFI teaching options on their learning.
Dan’s Students’ Perceptions

The first survey of Dan’s students was given at the end of a lesson in which the
focus was on adjectives (February 5, 2013). After Dan called on a student to read the first
paragraph (given below), he followed an implicit approach to introduce adjectives. He
underlined the nouns in the paragraph and started asking questions that encouraged
students to see the relation between the adjectives and the nouns such as, “What is a
railing? What kind of a railing is it?”” Then, Dan read the paragraph again by omitting the
adjectives that described the nouns and tried to elicit the function of the omitted
adjectives. The paragraph was as follow (Unit 5 Fair Play; p. 358):

Fenny clung to the metal railing behind him. The cement ledge under him was hot

on his bare feet. He looked at the river fifteen feet below and nodded. Easy

enough, he thought. Not scary like in all those movies where the manly-man

hero’s waling across a rotting wooden bridge, way above a rushing river, in

search of the ever-elusive treasure.
Later, Dan explained more about the function and the form by using a grammar practice
sheet, which was taken from a Grammar Writing Practice Book. Dan explained once
more that adjectives are used to describe people, places, or things and they preceded the

nouns.
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Table 4.5
Grammar-Teaching Episodes and Student Survey
No of No of No of
Focus of Teaching Steps and Students Students Students
Grammar and Stvle who who who did “not
the Date y understood  understood understand
“very well”  “somewhat” so much*
*Introduction to the
reading text
*|dentification of
*Adjectives adjectives in the text
(February 5, *Explanatory 7 3 1
2013) instruction on
adjectives
*Pre-planned grammar
exercise
* Detailed instruction
on subjects and
. predicates
*SubJeCtS and *Why they need to
predicates K ;
now subjects and 7 - 2
(March 19, )
2013) Eredlcat_es
Working on

exercises and
elaborating on each
sentence

He read the example, “The tough boy gave Drew a cold smile” from the sheet and talked

about how “tough” and “cold” described the nouns “boy” and “smile”. Finally, they

worked on the fill-in-the blank exercises, which was about completing a sentence with an

adjective from the box and adding an adjective of choice to a sentence.

The majority of the students, who chose the option “understood very well”,

provided that the teacher’s explicit instruction and the opportunity to practice on

sentences helped them in their understanding. The students, who circled the choice
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“understood somewhat”, wrote that forming their own sentences using adjectives

would have helped them better in their command of adjectives. In follow-up whole-class
interviews, students expressed that they appreciated the teacher’s frequent defining of
vocabulary, for they did not have to grapple with the unknown words while focusing on
grammar. However, students found the teacher’s constant talking as dull and tedious
during grammar teaching episodes. Ramon added, “ He talks and talks and I feel like
sleeping.” Following Ramon’s comment, Amy mentioned that they had group activities
before and they enjoyed it. After bringing this up with me, she said she should also
mention her interest in this to her teacher as well. When | asked the students if they
benefited from studying adjectives separately or in combination with the reading text,
some of them said that they found separate grammar exercises helpful in raising their
awareness. However, combining adjective studies with the immediate reading text was
also meaningful to them.

The second survey was given for the lesson in which the target grammar was on
subjects and predicates (March 19, 2013). Dan engaged with this particular grammar
feature with a grammar practice sheet as a preparation for the next unit. That is, the
grammar activities were not directly connected to the target reading text. The coming
reading text was about having an opinion and convincing other people by expressing your
opinion in an effective way. For that reason, Dan, as he explained before the lesson
started, planned on teaching subjects and predicates and move on indefinite pronouns in
the next couple of days. He wanted to elaborate on subjects and predicates because he

wanted his students to improve their language production by recognizing the importance
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of subjects and predicates in order to speak and write a good sentence to express their

opinions.

Initially, Dan provided information regarding subjects and predicates by giving
sample examples such as, “A subject tells you who or what the sentence is about, a
predicate tells something of the subject. The dog ran away. Who is this sentence about?
The dog. There is the simple subject and what happened to it? It ran” (March 19, 2013).
After explicitly talking about subjects and predicates, Dan asked his students to work on
exercises. The practice sheet involved putting the words in the right order like, “the
curfew/most of the students/don’t like”, and completing sentences such as “Teens who
cause trouble.....”. While they were practicing on sentence formation, they also
pinpointed the subjects and the predicates in each sentence. The students who chose the
option “understood very well” stated that teacher’s step-by-step explanation and
practicing on sentence formation helped aid their understanding. The two students who
said they did “not understand very much” did not provide any reasons. Yet, when I asked
them individually they stated that they were confused with the term predicates and stated
that they did not really see why the verbs were being the most important part of
predicates. They also added that the complication doubled when the teacher said that a
sentence might have two subjects. During a whole class interview after the lesson, | asked
students what really helped them understand the target grammar features considering the
whole lesson. They said the teacher’s detailed instruction and practicing on exercises
assisted their comprehension. Yet, the unknown vocabulary during those grammar studies

was a hindrance in their understanding. However, they said their teacher was always
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making sure that they knew all of the unknown words to eliminate possible

misunderstanding.
The Match and Mismatch Between Teacher and Student Perceptions

The data clearly shows that the teacher thinking around use of FFI options and
student perceptions of the influence of these options in their learning mostly match. As
Dan previously noted he chose to attend to grammar in combination with the target
reading text. In addition, he also preferred sparing time for grammar activities if/ when he
saw deficiencies in his student grammar knowledge and they needed it for the target
reading text. His grammar teaching sessions, as a preparation for the reading text or
during reading text, involved direct and explicit provision of information regarding the
target grammar feature. He completed his instruction by working on a structured
grammar practice sheet as a whole class activity. During teaching Dan would also define
unknown vocabulary in response to a student question or whenever he thought he needed
to. The student data shows that the students found these teaching styles of Dan as
beneficial in their comprehension. The students also stated that they found the
combination of the study of target grammar point with the reading text as helpful. The
student data exhibited that the students regarded teacher’s step-by-step explanation,
which followed practice exercises, as augmenting in their comprehension. However, one
student mentioned that the practices that allowed students to form their own sentences
with the target grammar feature would have been more constructive.

In sum, explicit instruction, structured input activities, and connecting the study of
the target grammar with the reading text at hand were the major matching perceptions

between the teacher and the students. Yet, there was one discrepancy between the teacher
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and the student perceptions and it was related to the teacher talk. The majority of the

class time consisted of Dan’s talk. Dan was aware of this manner of his and considered it
as a benefit for his students. He said, “...they [the students] understand that
communication involves more complete answers or sentences to get the information
across. | try to model it by speaking in complete sentences when | say something to them
or ask them a question” (January 7, 2013). As seen from his statement, Dan saw his talk
during class time as a resource for students. However, the students found the teacher’s
excessive talk dull and eventually they lost their interest and attention after some point
during the lesson. Based on a student comment, students would like to have more
opportunities created for them to interact within group works. Teacher talk has been a
topic of discussion in literature with varying views. Yet, language teaching researchers
were in consensus that the teachers needed to balance out their talk in the lessons and
involve student interaction at appropriate times. As seen from the above discussion, the
discrepancy between the teacher application of FFI theories and the student perceptions
of these uses was not immense. In the following section, | will present the demonstration
of Ellie’s expertise pertaining to FFI, which was followed by the discussion of her
students’ perceptions.
Case Three: Ellie

Site: Light High School

Light High School was the other high school in which ELL services were being
offered in the district of the study. According to the 2012-2013 Annual Statistical
Handbook, the student population was 1,629- 394 students in ninth grade, 366 students in

tenth grade, 353 students in eleventh grade, and 546 in twelfth grade. Out of 1,629
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students, 200 students were attending to the ELL Program. The number of Ell

students according to the levels were, 36 in level one, 57 in level two, 49 in level three,
39 in level four and 37 in level five. In the class that | was observing, there were 14
students, nine boys and five girls. The most common languages these students spoke
were Arabic, Karenni, Vietnamese, Spanish, and Kurdish respectively.
Background of the Teacher

Ellie graduated from college in 2004 with a Spanish teaching degree. After
teaching Spanish for eight years, she decided to get her MA in ELL. Ellie considered her
Spanish language background helpful in connecting with her students and in teaching
grammar. Her bilingualism enabled her to address certain grammar features more attuned
to her students’ first language background. She started teaching ELL since she got her
MA degree and this was her second full year of teaching ELL. She taught proficiency
levels one and three. This year she was assigned to teach levels one, two and three.
Grammar Teaching Philosophy: “I would do spattered grammar”

Ellie described her understanding of language teaching as “less grammar and
more holistic” (January 4, 2013). She continued as:

...the thing is that with language, grammar will fix itself in time. The purpose of
the language is to be able to communicate ideas, and you can do that and be
grammatically incorrect, and that grammar will come with time.

Even though her main concern was not grammar, Ellie thought that grammar
should still be taught for students to be accurate in their language production. Yet, “if a
student communicates and portrays a meaning and there is some grammatical issues, that

is not my huge concern, it is a minor issue” she added (January 4, 2013).
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Ellie said she would prefer attending to grammar in the context of what they

were studying. However, she thought certain features of grammar should be taught in a
more explicit manner. By certain grammar features, she meant complex structures that
were hard to grasp without detailed and clear explanation such as “ irregular verbs” or
“the present perfect tense” (January 4, 2013). In those occasions, she said, “I would do
“spattered grammar for a couple of days, explain a lot of time. I take their own work and
| type examples without names on it, and we just edit. So, it might be an editing portion
or it might be individual words” (January 4, 2013). Within those “spattered grammar”
activities, she said she would also attempt to use student work to teach the target
grammar feature:

... I noticed that if I did it from something that is prepared, students were not

engaged, but when you use their own writing, something that they produced,

that’s when they really care...” (January 4, 2013).
As can be interpreted above, grammar knowledge was not Ellie’s first concern; however,
she admitted that grammar could not be completely ignored either because the errors that
occur in a sentence structure might completely affect the intended meaning. And that’s
when the students needed specific and explicit instruction to have a clear understanding
on the problematic grammar feature.

Below, I will talk about Ellie’s classroom and what her typical lesson looks like to
familiarize the readers with Ellie’s daily class environment.
The Description of the Classroom

The classroom that | was observing consisted of 14 students, five girls and nine

boys. The ethnic backgrounds of the students consisted of three Vietnamese, four Karen,
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three Mexican, two Kurdish, and two Zomi. Four of the boys had just moved to level

three and seven out of nine boys were categorized as academically low. Two of the girls
who were from Iraq were lacking formal school experience; however, they were
proficient in their verbal ability.

Even if the seats were placed in rows facing the white board and the teacher’s
desk, the seating arrangement frequently changed depending on Ellie’s objectives for the
day. Sometimes the students were seated in groups for activities or in a U-shape facing
each other and the teacher to have a discussion or conversation.

The Format of the Reading Lesson

Ellie was using Edge, which was written for level three students, as a primary
source. Actually, this book was the same book that Dan was using. Edge consisted of
seven units and each unit had three clusters. Ellie planned on teaching one unit per
quarter. Each cluster included a list of new vocabulary, literary analysis, characters,
reading strategies, and a review. Sometimes, a small grammar portion was added at the
end of each cluster. Ellie mentioned that most of the time she would not spend any time
on the grammar practices given in the book; for, she found them too basic and easy for
her students. 1 will explain in the ensuing sections what Ellie would prefer to do rather
than studying the grammar features given in the book.

A Typical Lesson

Each student would grab his or her book situated on the bookshelf by the entrance
door. As soon as the bell rang, Ellie would briefly describe what they would be doing for
the day’s lesson. After making sure that the students understood the day’s objectives,

Ellie would start her lesson.
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Ellie generally began her new unit by helping students to integrate the new

information into their existing knowledge. They would look at the pictures provided in
the book and Ellie would try to connect the unit topic with the students’ own experiences
to help them make sense of the content. They would spend a couple of days studying
vocabulary. Students would work on the definitions of the key terms, and make their own
sentences using those new words. Ellie would ask the students to prepare a PowerPoint
for their sentences by adding pictures that referred to the meaning of the new words. With
these Power Point studies, Ellie’s intension was to attend to the language form and
meaning by analyzing students’ sentences.

Finally, they would start reading the story. While reading the story, Ellie would
stop at times that she found necessary and elaborate on the topic to further her students’
understanding regarding the reading text. During and after reading the story, they would
analyze and make inferences regarding the content. During my observations, | witnessed
that Ellie’s decisions around how and when to teach grammar depended on various
occasions. As a result, her grammar teaching episodes occurred at different times: before
reading, during reading or as a separate lesson. Below I will expand on Ellie’s decision-
making regarding grammar, including the factors that influenced her grammar
instruction, under three main themes. Before elaborating on the themes, | provided Table
4.6 to assist the reading.

Case Three Themes
The Influencing Criteria on Ellie’s Decision-Making
As previously mentioned, Ellie’s thinking around when to concentrate on

grammar depended on myriad reasons. These reasons could be tied to the reading text,
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Ellie’s perception of her student needs, or student knowledge. As a matter of fact,

these reasons shape Ellie’s cognition about when, how, and what to teach as a grammar

point. In the coming sections below, | will discuss these occurrences.

Table 4.6
Overall Themes for Ellie
Theme Names Sub-Themes
The Influencing Criteria on Ellie’s Linking the Target Grammar With the
Decision-Making Target Reading

The Aim to Challenge Students
Addressing Student Struggle

Student as Center of Teacher Thinking Initiating Group Work According to
Student First Language
Creating Individual Studies

The Dilemmas That Ellie Faces How to Balance Grammar Teaching
Not Knowing Students’ First Language

Linking the Target Grammar With the Target Reading

Many times Ellie decided on what grammar feature to focus on depending on the
objectives of a reading text. Instead of attending to the target grammar feature separately,
she would prefer pointing it out while reading a text. She believed in practicing grammar
“in the context of what [they] are doing” (January 4, 2013). For example, the objectives
of one of the reading texts, The Bulk, was making inferences and working on the points of
view. Ellie thought that while working on the point of view, she could touch on the
subject pronouns as well. After forming two different groups based on student
preferences, Ellie asked them to interact with the text by answering the questions in the
book. At first, Ellie asked what “point of view” meant. After defining it, she asked the
students to find a pronoun that showed the article was written in the third-person point of

view. When she could not get any responses, she asked who remembered what second
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and first person point of views were. The group interaction went as followed

(February 29, 2013):

Ellie: Ok. What is first person?

Student 1: Character

Student 2: That guy in the story.

Student 3: The guy in the story who tells the story

Ellie: So, what words would he use?

Student 1: 1

Student 2: He

Student 3: We

Student 4: My

Ellie: Me and may be us. All of these are gonna show that these are first person. A

pronoun is a word that can take place of a name, pronoun is like who, ok.

What is second person? Your mom is yelling at you. She points her finger and

says.....Ku, you!

Ellie: So, You or your .What would we say for third person? He, she, it, they,

their, his hers, Right ?
It is evident the first strategy Ellie preferred using was attempting to elicit the right
answer from her students. With the use of question and answer format, Ellie also tended
to provide explicit information about the target grammar feature while adding to what
students already knew. For example after introducing the pronouns as given in the lesson
segment above, one student said that the name “Craig” would also show that the text was

written in third person. Ellie expanded on this answer by providing explicit information:
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Using a name is third person, too, but it is not a pronoun. Ok. So, | have

Craig, he and his so far. Which one of those three is a pronoun? So, what is a
noun? A noun is a person, place or thing. So, we are talking about which one of
those? A person, right? A pronoun is a word that can take the noun away. So,
what word can we use when we take Craig away?

One of Ellie’s intentions during grammar teaching concerned with alerting
students by weaving the target grammar point with the kind of text questions that they
might face. For example, during studying the use of pronouns in the sentence, ““When I
walked into the room, I wanted heads to turn”, he says.’, Ellie directed her students’
attention to the quotation marks. She warned them not to immediately decide that it was
written in the first person point of view:

This is how the writer incorporates Craig’s thoughts. You guys have been

practicing for NeSA and graduation, right? They ask you about first person,

second person, and third person. So, when you are reading it don’t automatically
look and go, “Oh, I see | and think that’s first person” because it is a quotation

and the important part is he says (February, 29, 2013).

As seen within Ellie’s explanation above, she also provided the strategy that her students
needed to follow. Ellie did this rather impromptu. In an interview, Ellie mentioned that
she and other ELL teachers work to ensure that their students pass the mandatory exams
by monitoring and/or working individually if necessary. The teaching segment above
showed that Ellie used opportunities to link her focus of topic with possible test questions

to alert her students and be ready.
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Up to now, | have illustrated how Ellie preferred addressing to grammar

related issues in combination with the reading text. We saw that Ellie’s thinking around
how and when to attend to grammar varied according to the objectives of the reading text
and its appropriateness to teach a certain grammar item; in Ellie’s own words, “in the
context of what [they] are doing” (January 4, 2013). Ellie preferred teaching grammar not
only while reading, but also before the start of a reading text as well. As will be seen
below, Ellie’s decision about teaching grammar before a reading text is tied to a
multitude of reasons.
The Aim to Challenge Students

One of the leading factors that determined Ellie’s thinking pertaining to grammar
teaching was based on her intention to challenge her students. She aimed to achieve this
thinking by disregarding the grammar features that were recommended in the book; for,
she found them too easy for her students. Instead, she preferred teaching another
grammar point that would challenge and stimulate her students. For example, in one of
the readings, the recommendation of the book was to teach forming past tense verbs by
adding -ed. She thought that her students had already known what the regular past tense
verbs were. Therefore, she decided to introduce the adjectives that might look like a
regular verb. She knew that identifying adjectives that might also be used as a verb in a
sentence would be a challenge for her students:

Many of them would say it is a verb when they see, say packed, in a sentence

because it ended with an -ed. It can be a verb and it can be an adjective. This is

something pretty new at level three and I don't think that they have studied it

before. They [students] are very good at putting something in the past tense. Now,
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we are going to see if they can use this as a verb and as an adjective (January

15, 2013).
While the idea of challenging students constituted Ellie’s forethought in addressing
grammar, she aspired to do it in combination with the target reading text. For example, to
show the difference between the verb and adjective of the words that end in —ed, Ellie
chose four words from the reading text - packed, smushed, defined, frustrated- that were
used as adjectives in sentences. Her reasoning behind choosing these words was:

In their reading, those were the actual four that were used as either an adjective
or a verb. So, working on these words they would be reinforcing the reading. Plus,
frustrated was a very obvious word that they knew, it was not new to them. So, |
wanted to have a word that they have seen before and typically when they see
frustrated at a level three ELL level they are using it in the adjective form. They
don't know how to use it in the verb form. So, | wanted to pick up a word that was
S0 obvious to them as an adjective and look how it can become a verb because |
do not think that they realize that most adjectives can become verbs. Then, |
wanted to pick a couple new words like smushed was new to them, so that it
increases the comprehension of the story when we are reading it. | wanted to mix
hard, easy, familiar, unfamiliar (January 22, 2013).

Another example to show Ellie’s way of challenging students related to the
sounds regarding regular and irregular past tense verbs. Instead of studying the past tense
structure as suggested in the book, Ellie wanted to cover a grammar point that is beyond

their current level:
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...they were being asked if they can only add -ed to put a verb in the past

tense. That is something that they already know. So, | was afraid they would say,

“Ahh we are doing this again.” So, I tried to step it up and I thought of their

pronunciation because that is something that they struggle when they read out

loud, so my plan was to take that same idea, how can | tweak a little, to make it a

little high interest (January 22, 2013).

For this activity, Ellie had prepared a worksheet that asked students to identify the verbs
that ended in t, d, and ed sounds for each page in the story. She read the first page by
stressing the verbs more clearly to help her students hear the sounds that each word made.
The students were given a few minutes to work on their own. Then, as a whole class, they
gave the answers for each sound such as, stepped ends in a t sound, returned ends inad
sound and wanted ends in an ed sound.

The examples above showed Ellie’s mindset regarding her reasons for what to
teach and how to teach concerning grammar by linking it to the target reading text. Ellie
did not want her students to think of grammar as a separate entity, but rather as a part of
the language that they were learning. By helping her students to connect what they were
learning as a grammar piece with the reading text, Ellie wanted them to be aware of these
grammar features used in a genuine language. She did not worry about whether her
students would use them correctly in their language production, as she thought that it
would come in time eventually.

As I stated earlier, Ellie expressed her inclination to teach grammar “within the
context of what they were doing”. Despite her statement, it was not always the case.

There were times when Ellie chose to teach certain grammar structures that were not
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really tied to the immediate reading text. However, her reasoning behind addressing

to certain grammar features greatly tied into her understanding of her students’ lack of
knowledge and what they might need. Below | will exemplify these points within the
sub-theme, Addressing Student Struggle.
Addressing Student Struggle

The book that Ellie was required to use had seven units and in each unit there
were three clusters. Each cluster consisted of different stories and grammar. However,
some units either did not require a certain grammar feature to be taught or they were hard
to combine with other grammar related activities. In those cases, Ellie would consider it
as an opportunity to cover certain grammar structures that she thought her students
struggled with the most. For example, one section of the unit was a poetry study. Before
starting the poem, Ellie thought that it would be a decent idea to go over the present
perfect tense and the present perfect continuous tense; for, she had seen that some of her
students were not using these tenses correctly. This grammar feature would also be a
good opportunity as a continuation for the regular and the irregular past tense verbs and it
would complement student understanding of these verb uses. Being the proponent of the
Input Theory, she wanted to take it “one step further” by including since and for:

| looked for something that | see them struggling with. They can do the past tense,

present tense, the basic future, but using have been + a verb...For example, today

the girl’s sentence said, “they have been came.” They do not know what formed

with the verb in after been. Have been married why is that one in the past tense

versus have been playing soccer. It is just something that they struggle with

(March 5, 2013).
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Another example that would help show Ellie’s preference to teach grammar

based on her perception of student struggle related to the parts of a sentence. The unit that
they were about to start was called “True Self”’; however, due to the tests that were going
on at the time, they were not able to read the story. In addition, the grammar part in the
book recommended the study of subjects and objects. Ellie considered these
circumstances she was in, and decided to address not only the subjects and the objects,
but also the other elements of a sentence. Here are her own words for her rationale in
choosing this grammar feature:

The grammar in the book is subjects and objects. They need to see it at a higher

level. Before reading the story | wanted to start with grammar. The grammar thing

is usually done at the end, normally I would have used it in the context and the
stories as we are talking about, but we are not doing that now. They know he, she,

it. How can | make it harder and more valuable? (March 26, 2013)

As the discussion above attests, Ellie’s perceived student struggle and her intention of
teaching one step beyond student current level shaped her decision-making. She thought
planning grammar activities with these conceptions in mind would be stimulating and
beneficial for her students.

By examining the criteria that influenced Ellie’s decision-making, | have
portrayed how and why Ellie attended to grammar before the onset of a reading text. She
mostly took her perception of her students’ grammar knowledge into account when
making her decisions. Moreover, it was also evident that Ellie preferred using various

teaching methods in consideration of her student factor. In the following section, | will
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discuss how student factor influenced her thinking around use of various teaching

methods.
Student as Center of Teacher Thinking

Within this theme | will elaborate on the impact of student needs in Ellie’s
consideration of different strategies in attempt to make the grammar learning as gainful
as possible. In the following section, first, I will talk about the factors that prompted Ellie
to use group work. Then, I will discuss the importance that Ellie gave in creating
individualized student studies.
Initiating Group Work According to Student First Language

Ellie believed that group work was one of the most effective ways of learning
grammar. Actually, she favored the group work because it allowed her to address
grammar reactively. Ellie would be able to pull her students’ attention to multiple
grammar forms, which proved to be problematic for the students. In addition, students
were given the opportunity of learning from each other while writing their sentences
during a group work study. The structure of the groups changed according to the target of
the activity. Groups were arranged either according to the student preference, level of
proficiency, or common native language. For example in one of the lessons, Ellie formed
her students into four groups according to their shared native language; Spanish, Karenni,
Vietnamese, and Zomi. The objective of the lesson was to write a summary of the latest
reading text The Mare. Ellie structured the groups based on their native language because
she thought they would be able to help each other better since they shared the same

language. Below is the story summary of the Spanish-speaking students, followed by the
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dialogue that went between the teacher and the group members while working on the

sentence structures and the meaning:

Ellie: ...her parents like about laraza. Do 1 say, “You like about soccer?”

Student 1: Love.

E: Ok. Love, but we don’t want this “about”, what do they feel about laraza?
...ppp, proud. So, her parents... get rid of this “like.” Her parents are
proud...What do you say with proud? Preposition “of.” ....which is race, horse.
Then, you said, “horse.”

St 2: I don’t know.

(Eli erased “horse”, saying that the author didn’t say anything about that and that
the students needed to develop that whole idea in somewhere else)

E:....they owned a vendor truck to sale things... “sale”, what is the verb? I can
say, “There is a big sale.”

St 1: Sell.

E: Good. Do you say, “I own a phone to taca?”” So, they own a vendor truck and
they sell ....get rid of “to”. Rather than “things”, what do they sell?

St 1: Foods.
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E: Do they sell inside it? In English “food” means more than one thing

without the “s”. And they sell food from it not in there. ...Her brother who is love

to play soccer.... her brother comma no “is” ...her brother who ....

St 1: Love to play soccer.

E: Her brother is “he”, what do I do with “love”? Loves. Because “he”. Her

brother, who loves to play soccer, and... get rid of “and”. .....he has more free

than me. Here, you said “he”. Did you already say “he”? So, you don’t want the

“he”. Not “free”” what is the word?

St 2: Freedom...than me.

E: Are you part of the story? Not “me”, then who.

St 2: Her

E: Who is “her”?

St 2: Consuela.

E: So, he could do thing by his decision. Here, you said “has” and “loves”, and

here you say “could”. So, let’s stay in the present tense. So, he ...

St 1: Can do thing by his decision

E: You don’t say, “ by his decision”. What do you say?

St1: him.

E: You could do this. He can make his own decisions.
As seen in the interaction between Ellie and the group members, this activity let Ellie
address more than one grammar feature implicitly in a context that was meaningful to her
students. She was able to pay special attention not only to grammar, but also to meaning

as well. She thought this kind of activity was both advantageous and effective in
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examining language because her students had the opportunity to see the combination

of the meaning and the structure in a real context. The students who had the same
language background were able to help each other better in identifying their errors and
correcting them.

One other factor that directed Ellie to form groups according to the students’ L1
dealt with addressing student grammar gaps efficiently. Being a former Spanish language
teacher, Ellie’s bilingualism gave her an advantage in further explaining certain grammar
features to Spanish speaking students; for, she was familiar with the errors that were
specific to Spanish speaking students. For example, the Spanish-speaking students wrote,
“He wanted to go to a trip....” in their summary. Ellie told them that she knew they used
“to a trip” in Spanish, but they needed to say “on a trip” in English language. In here,
Ellie combined her knowledge of the Spanish language with English and showed the
differences between the two depending on which language they were using.

Ellie observed that the students who spoke the same L1 showed similar patterns
in their learning and misunderstanding due to the impact of their L1. Even if she did not
know the students’ L1, she would still be able to provide feedback to the students based
on the patterns she detected as a result of the influence of their L1. For example, Ellie
was cognizant of the need to focus on the tense uses with the Vietnamese-speaking
students, for the occurrence of tense related errors were frequent in Vietnamese-speaking
students’ language production.

In Vietnamese and Karen, there is no tense in verbs. You just go is go. There is no

went, are going, will go. It is confusing in level 3, when | try to teach past, present

tense and present progressive, but in their language it doesn’t exist. They say,
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“Yesterday go, tomorrow go.” Or, you just have to know from the

conversation what they are talking about. Or they could say “when” and you

could answer them. There is no verb tense (April 16, 2013).

The segment below shows how Ellie addressed to those points mentioned above
while she was analyzing Vietnamese-speaking students’ summary:

Ellic:...she is smart and talented She loved to ....Is she in capital? What do we

need?

(The student put period before “She.”)

E: You are describing her; it is not something that happened. So, “loves.” Also,

she is...See, how you are using present tense. You need to stay with present tense.

...expected to follow cluture. | need a word here (after follow).

St: Her.

E: (Eli wanted the students to pronounce “culture” because it was misspelled.)

Make it c.u.l.t. ...her family proud to be Mexican. This is an adjective (referring

to the word “proud”) you need a verb here.

St: Was.

E: You are describing her. So not “was.”

St ls.

E:You start the setting and then the story. When you start your story this is gonna

be your first paragraph and you are gonna go to .....what tense? Past tense cause

you are gonna talk about what happened now (April 16, 2013).
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In addition to the use of group work, creating room for individualized

grammar based studies was also among Ellie’s efforts. In the following section, I will
further examine this point.
Creating Individual Studies

Ellie believed that by working with individual students, she would be able to
attend to each students’ own weakness and try to cover their needs sufficiently. “Each
student is different, they all differ in their needs”, she said. Due to the time constraints
and the requirement to meet the curriculum needs, it would make it hard for her to spare
time for individual studies. However, Ellie tried to create opportunities to work with her
students on a one-on-one basis. Her way of creating individual studies regarding
grammar mostly occurred and combined with the vocabulary studies. Before reading a
new story, they would work on the meanings of the new vocabulary words. Ellie would
ask her students to create a PowerPoint, which consisted of their own sentences used with
each new word, and a picture that represented their sentences. The students would share
their assignments through Google docs for Ellie to provide feedback. In addition, Ellie
would call on each student to analyze their sentences in class, while the rest of the
students kept working on their sentences. Similar to the group work, Ellie was able to
address many different linguistic aspects of language during these individual studies. The
segments below shows her attendance to the different grammar structures during these
vocabulary studies:

The target word was “Freedom”. The student wrote, “I came to the us because I

needed freedom.”

Ellie: Did you need freedom? You are from Vietnam, so you could talk about...
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(Ellie wanted him to use the word “refugees”).

E: Did refugees stop coming?

St: They are still coming.

E: What am I gonna change my verb to? Change “came” to “come”.

Below is another example that shows the interaction between Ellie and a Kurdish-
speaking student. The target word was “claim” and the student wrote, “He is claims the
food on the ground because is hungry.”

E: (referring to the picture that the student used to represent her word. The
picture showed a man digging for gold) In the picture, he is claiming gold. Let’s
pretend that this is food for now, but find a new picture.

E: I can say, “he claims”, but I can’t say, “he is claims”. If somebody is doing

something now, what do [ putin ...?

St: -ing

E: Good. Change that. “He is claiming.” Now, I have to put one more thing. “on

the ground because is hungry”. Do I know who is hungry?

St: He

E: Good. "He" put “he.”

The two segments above show how Ellie was able to attend to her students’ errors
rather implicitly. She was able to activate and build on student grammar knowledge by
attending to the form and meaning. As Ellie stated, the students varied in their level of
English knowledge, and their first language affected the way they used the English
language. By working with each student, Ellie was able to fill in the gaps in these

students’ knowledge by either pointing out the errors they made as a result of their first
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language influence, or by comparing the differences in the use of English language

and their first language. For example, one of the Spanish-speaking students wrote “foods”
thinking that it was correct as it was the case in Spanish language, but Ellie explained that
the word “food” denoted plural meaning. With Vietnamese-speaking students, Ellie
would try to reinforce the correct use of tenses, for she knew that these students lacked
the semantics and the use of tenses as a result of the influence of their first language.

In an attempt to create individualized studies, Ellie was also taking advantage of
the technology to promote the learning of grammar. She was using iPods in combination
with the vocabulary studies. The study involved the definition of unknown vocabulary of
the new reading text and focusing on the other forms of these words such as, “agony and
agonize”. After all of the target vocabulary was covered, Ellie would hand out the iPods
and the practice sheet that consisted of sample sentences, which was constructed by Ellie
using the new vocabulary. The iPods had the app, Dragon Dictation, downloaded and
ready to use. The students were expected to read the sentences till they got them right as
exemplified below:

Sentence: She was in great agony after her son’s death.

St: Sheila engrade Akelah have the right son dearth.

Sentence: If you help a person too much, you are enabling them.

Stl: If you help a person too much, you are enably them.

Ellie cherished the use of iPods because the students’ attention to grammar occurred
rather implicitly. Let’s hear her own words for her rationale:

The purpose is not to get them to have an accent. For example, when they read

many of them say “start”. They only say the base word not started or starting.
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They won’t look and focus on the ending. It helps them with grammar and

spelling and focus on the ending and words like with prepositions. They just need

to say that lot and hear that a lot. There is a ton of grammar, but they don’t realize

that they are doing grammar too and that’s what is nice about it (May 1, 2013).

| am not sure how much this practice has been helping students with regard to the
grammar knowledge, but it was certain that it helped improve their speech sounds, by
paying attention to changing sounds according to the tense use such as, the “d” sound in
“rescued” or the “ing” sound in “avoiding”. The students’ attention also seemed to be
pulled towards the use of prepositions that were followed after a verb or an adjective such
as, “depends on” or “responsible for”.

As Ellie expressed above, the students did not realize that they were also
practicing grammar within these iPod studies. With this thought in mind | presume, Ellie
never explicitly touched on the grammar issues before, during or even after the practice
sessions. As Ellie pointed out, “saying the sounds out right” (May 2, 2013) was the initial
target here. Grammar was being attended to implicitly.

Up to this point, | have portrayed Ellie’s thinking regarding FFI, including the
factors that shaped her manner of teaching grammar. Below I will talk about the
challenges that Ellie had been facing, which eventually influenced her thinking pertaining
to grammar teaching.

The Dilemmas That Ellie Faces

Within this theme | will touch on two difficult situations that Ellie found herself

in. One of them had to do with balancing her grammar teaching with the student profile,

whereas the second one dealt with the knowledge of student L1 to strengthen student
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comprehension.

How to Balance Grammar Teaching
The biggest dilemma that Ellie had been experiencing pertained to the difficulty in
addressing grammar due to her diverse student population and their equally diverse
needs. As has been discussed earlier, her student population consisted of students who
came from various cultural and linguistic backgrounds. They also differed in their
educational levels. Some of them did not even have formal schooling experience. These
factors made it hard for Ellic at times to address all of her students’ needs. Here is how
Ellie spoke about this concern:
When you have kids who are highly educated and with kids that can't recognize a
verb, you wanna meet all students needs, and with ELL, just like general
population, there are handicapped classes, gifted classes, special ed classes, with
ELL they are thrown in together and if you put that natural gap of advanced and
special ed and then you are also thrown in educated, non-educated on top of just
natural ability, the gap of students you have in your class is huge (January 4,
2013).
Within Ellie’s description of her student profile, one can easily discern her feelings of
anxiety and apprehension. She wanted to be able to respond to all of her students despite
their level of differences; yet, she was also aware that her efforts depended on student
abilities and willingness as well. “...a lot of them don't see, may be, the importance of it
[correct grammar use] or don't care to perfect that [their mistakes] or their ability to even
see that they are doing it wrong. Some kids just naturally self-correct and hear and others

won't and at what point do you keep trying...with grammar?” (January 4, 2013). Ellie
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linked some of her students’ indifference towards grammar with their non-academic

purpose in attending high school. She added that many of her students started their high
school education at the age of 19 or 20 and their only aim was to learn and develop their
English language for survival skills in the community. Therefore, the importance of
learning grammar was minimal for these students, which made Ellie question herself as to
how much and what kind of grammar she should insist on with these students.
Ellie’s other dilemma is related to not knowing some of her students’ first language,
which is discussed below.
Not Knowing Students’ First Language
Ellie considered the knowledge of student first language advantageous in teaching

language and bonding with students. She wished she knew all of her students’ first
language in order to assist them in their grammar learning. As | pointed out previously,
Ellie was a former Spanish language teacher and she thought that her knowledge of
Spanish helped her with her teaching and connecting with her students. Here is how she
expressed the advantage of sharing a common language with her students:

Many of the kids from refugee camps... with their second or third grade

education, plus in a country with probably not the best schools, they don’t even

know what a noun or a verb is. Their goal is to learn the language just to be able

to use it and so that can be hard because | cannot speak Karen, Karenese [sic] and

Zomi and so you are not able to focus as” (January 4, 2013).

Ellie saw the use of student first language as an advantageous tool to explain certain

grammar features. For example, with her Spanish-speaking students she was able to

explain some of the grammatical terms and uses in their first language to help them
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understand better. She gave the example of one of her Spanish-speaking students who

started high school at the age of 19 and he did not know what a verb was. Ellie used her
Spanish to teach verbs for she thought “teaching the concept of verb [was] difficult in
itself” (January 4, 2013) while the student was trying to learn a new language from
scratch.

As seen, the biggest challenges Ellie found herself in revolved around searching for
efficient ways to fill in her students’ insufficient basic grammar knowledge due to their
lack of formal schooling. In addition, she considered her students” willingness as an
important factor in learning grammar. Despite the challenges, Ellie targeted efficient use
of her time with her students considering their level of academic and language variables.

In the sections above, I explored Ellie’s expertise pertaining to form-focused
instruction. Below, I will examine the perceptions of Ellie’s students regarding the
influence of teacher use of FFI teaching options on their learning.

Ellie’s Students’ Perceptions

The lesson that the first survey was given focused on the differentiation of regular
past tense verbs and adjectives that end in-ed. There were two major factors that
underlined Ellie’s choice of these grammar features: the gap in student knowledge
regarding words that end in —ed and the input hypothesis (Krashen, 1985) or “pushing
students one step further” as Ellie put it. Ellie believed that she needed to teach one step
higher than her students’ current comprehension level. She pointed out this belief many
times. Although she did not name the theory specifically, she expected me to understand

what she was referring to by saying, “You know, i+1".
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Table 4.7

Grammar-Teaching Episodes and Student Surveys

No of sts No of sts No of sts who
Focus of . e
Teaching steps and who who did “not
Grammar and .
the Date teaching style understood understood  understand very

“very well”  “somewhat” much”

* Forming sentences
with four words picked
from the story

* Explaining the
difference between

*Regular past
tense verbs and

zidjectlves verbs and adjectives
-t, -d, -ed : 5 4 1
sounds that end in —ed
(January 15 * |dentifying adjectives
y Lo in the story that end in
2013) ed
*Studying the sound
changes that end in -ed
*Explaining the
difference between past
tense and present
- perfect tense and
+\r}?r\]/eih:1is,n2§en present perfect
and fgr continuous tense
*Explaining when to 9 2 1
*
(I\;]Z;/:éhss V3 use since and for with
' examples
2013) *Giving test

*Forming sentences by
using certain verbs that
Eli asked

*Going over the test
questions

The Input Hypothesis (Krashen, 1985), which is also known as the Monitor Model,
involves five theories of second language acquisition proposed by Stephen Krashen. In

essence, according to this model, students achieve acquisition when they are exposed to
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language teaching that is further beyond their current comprehension level. The

comprehension of the spoken and the written language is seen as essential in developing
the understanding of the linguistic properties of a language. Based on this theory, when
the learners are exposed to a substantial amount of language input, the knowledge of
grammar would develop unconsciously. This theory seemed to be the root of Ellie’s
thinking about grammar teaching.

In the first teaching episode (January 15, 2013), Ellie decided to arrange her
lesson in an order that helped her students recognize and understand the difference
between past tense verbs and adjectives that ended in —ed. Ellie was aware that her
students lacked the ability to see the difference between verbs and adjectives that ended
in —ed. She said that her students had the wrong idea about each word that ended in —ed
and they thought that the words that end in -ed were all identified as regular past tense
verbs.

In addition, Ellie believed that she needed to expose her students to a new
information that was one step further from their current level. In this case, her students
knew how to form regular past tense verbs, yet they were not able to identify if a word
that ended in —ed was a verb or an adjective. They also had difficulty in hearing and
producing the right sound of the past tense form of a verb. For that reason, she targeted
focusing on —t, -ed, and —d sounds. She started her lesson by presenting four words
picked from the reading text. These words could be a verb or an adjective depending on
the use in a sentence. Then, they formed sentences using these words, both as a verb and
as an adjective. Later, Ellie asked them to find words that ended in —ed, and that were

also used as adjectives in the reading text. After pinpointing those words, Ellie handed
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out sheets that asked students to find verbs that ended in —t, -ed, and —d sounds. One

of the sections also asked students to identify past and present forms of irregular verbs.

At the end of this lesson, the students were given the survey. The majority of the
students stated that they understood what was presented, even if their understanding
degrees varied. The students who chose “understood very well” and “somewhat”
responded that teacher detailed explanation on past tense verbs and adjectives aided their
understanding. In addition, forming sentences by using the word both in the form of a
verb and an adjective, finding the target words in reading text and looking at the meaning
of the sentences were also among their comments as being helpful. The students who
chose “understood somewhat” were mostly confused with the sound changes of the past
tense verbs. They stated that it was difficult for them to hear the sound of the right
ending. One of them wrote that it was hard for her to remember all of the irregular past
tense verbs. One student specifically wondered about the mainstream students thoughts,
and she asked, “ Do you think other students out of ELL are also struggled with past
tense verbs and adjectives?”” The student who chose the option “not very much” did not
provide his reason. Yet, when | asked him in person he expressed that he still could not
comprehend when a word was being used as an adjective or as a verb. He added, “I
should try hard and study the past tense verbs and adjectives.”

The second survey was given right after the lesson, of which the target grammar
feature was have/has+V3 and have/has been +Ving +since/for (March 5, 2013). Ellie
focused on these particular grammar structures because she had seen that the students
were struggling with the form and the meaning. She started her lesson by explaining the

difference between past tense and the present perfect tense, followed by the present



148
perfect continuous tense. Then, she explained the use of since and for with the

present perfect continuous tense by forming sentences. While constructing sentences,
they looked at both the form and the meaning. She gave students a test to see if they were
able to use the correct form. The test questions targeted students’ knowledge of the
present perfect continuous tense use. After the test, they worked on constructing
sentences with the verbs that Ellie gave. Finally, they went over the test questions.

Student responses to the survey questions were similar to the previous one. The
teacher’s explicit instruction on the form and the meaning, forming their own sentences
and practicing sentences were the common answers that the students provided as main
reasons for their comprehension. The students who somewhat understood or did not
understand at all were mostly confused with the form. They said they were not exactly
sure when and for what reason to use the present perfect continuous tense in their writing
or speech. The test results were congruous with the student statements. Their mistakes
mostly related to the form. For example one of the questions asked them to finish the
sentence, She has................ ” by using the word walking. Six of the students wrote,
“She has been walked...”. However, there were also inconsistencies with what the
students did on the test. One of the questions asked them to find the problem in the
sentence,” [ have been teached for nine years.” All of the students, except one, identified
the problems and corrected the sentence accordingly. The inconsistencies in the student
answers and the student statements alluded to the fact that there were still gaps in student
competency regarding the present perfect continuous form. They may know the form, but
they may not realize it in every sentence structure. Interviews with the students also

brought out their concern with their language production. Several students mentioned that
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they were able to use their grammatical knowledge in their writings; however, they

were not able to use the correct form in their speech. Ellie was aware of this as well. She
tried to accommodate her student needs regarding speaking abilities by arranging
speaking activities, either as a group, one-on-one, or with iPod studies. Ellie expressed
that the students could correct their ungrammatical structures in writing because they had
time to think. Yet, speaking was instantaneous and made it hard to pay attention and use
the correct form of language. With speaking based activities students had the chance to
practice the prompt use of language. Among different teacher approaches, students
mostly found individual and iPod studies helpful and engaging. For example, Ellie
arranged one of her lessons to practice have/has+V3 and have/has been Ving + since/for
to foster the use in her student language production. She called on students in pairs and
asked random questions that were formed in the target grammar structure. She was
expecting her students to respond by using the same grammatical form such as to the
questions, “How long have you lived in this city?” or “Have you ever eaten fish eggs?”
Ellie would remind the students the form if they gave their answers erroneously.
Sometimes she would refer to the meaning suggested by the question. For example, she
asked, “Have you ever touched an elephant?” to one of the students. And the interaction
went as followed:

St: | have never touching since 2000.

E: Are you still touching an elephant?

St: No

E: So, don’t use touching. Think about it! Have you ever touched an elephant?

St: T have never...(laughs)...I have never been....touching.....
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E: I have never touched an elephant.

Following this small conversation, Ellie provided the meanings suggested by the use of
have/has been Ving and have/has V3. Consistent with individual interviews and the
survey results, the whole class interviews of the students once again showed that one-on-
one studies increased their awareness of the target form, and help them notice the errors
they made with the help of the teacher.

The Match and the Mismatch Between Teacher and Student Perceptions

On account of the student data, I can conclude that Ellie’s perception of student
learning substantially matched with the student perceptions. As put forward previously,
Ellie’s alignment of the target grammar instruction beyond the student current level
underlined her thinking. In addition, Ellie also considered the reading text at hand. Based
on these judgments, Ellie attended to grammar with the use of explicit teaching options
(FonFS). These options included the provision of detailed information about the target
grammar point, discussion of the form and the meaning, identifying the target grammar
item in the immediate reading text, asking students to form their own sentences with the
target grammar feature, and working on the structured grammar exercises. The student
data exhibited that the teacher use of these options were regarded as helpful in their
understanding.

The individual and whole class interviews showed that the students mostly enjoyed
one-on-one studies. They stated that they became more cognizant of their mistakes when
they worked with the teacher individually. Ellie was also aware of the power of these
single studies; yet, the time constraint restricted her use of separate studies in class. She

said that even if these students were in a proficiency level three class, their existing
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abilities differed and they all needed different type of attention to further their

progress. In addition to individual studies, as explored within Ellie’s case study, Ellie
tried to attend to each student needs by assigning power-point studies to each student.
Every morning, she looked at one power-point study for five minutes through the over -
head projector and she attended to the form and meaning of the sentences that the student
constructed. With this strategy, she was not only addressing the individual student needs,
but was also allowing the rest of the class to learn from their peer’s work. The students
appreciated these studies and stated that these studies helped them notice the correct use
of grammar related issues that the teacher attended to.

One of the distinctive characteristics of Ellie from the other two teachers was the
use of student L1. Being a former Spanish language teacher, Ellie was able to explain the
use the Spanish language versus the English language with her Spanish-speaking
students. The students stated that the teacher’s use of Spanish helped them see the
differences between the two languages and therefore their attention and comprehension
increased. Not all of the students were Spanish speakers in Ellie’s class. Ellie believed
that the students who had the common language background would be able to help each
other. Therefore, she would form groups according to student common language in an
attempt to initiate student communication in their first language if they needed to. During
my observations, | witnessed student L1 use pretty often and students seemed to benefit
from the use of their L1 to explain the misunderstood points.

As a conclusion, depending on the data, I deduce that Ellie’s students’ perceptions
highly converge with her own perceptions. Even the students’ attitudes toward the full

command of grammar mirrored Ellie’s accurate perception of her students’ profiles. To
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be more explicit, students’ attitudes toward the grammar knowledge tied into their

desires for their future academic life. For example, Rachel, who aspired to continue her
higher education, thought that she needed to be accurate in her language use. However,
Tashi did not consider “perfect grammar” important because he already had his own
business and he thought he could communicate in English efficiently enough to continue
his business. Karma, on the other hand, had responsibilities like, her husband and family,
and she was attending school only to further her communicative skills. For that reason,
she was content with basic grammar. She felt it was enough to find an appropriate job.
So, student willingness to learn grammar, or their attitudes toward the mastery of
grammar closely connected to their future aspirations. More importantly, Ellie was aware
of the reasons behind student attitudes toward grammar and she was trying to balance out
her instruction depending on each student’s profile. To be precise, my observations, the
student surveys, and the interviews did not exhibit any discrepancy between student
perceptions and teacher perceptions regarding the influence of teacher use of FFI. In the
following part, | will present the analysis of the similarities and the differences across the
themes that emerged in each teacher.
Cross- Case Theme Analysis

In this section, | intend to provide a cross-case synthesis among the three cases.
By examining the similarities and the differences across the themes that emerged from
the analysis of the three cases, | will address major rival findings. At the end of this
section, I will talk about the nature of teaching expertise for FFI as revealed through the

analysis of similarities across the three cases.
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The three teachers show several similarities and differences in their expertise

regarding their understanding and execution of FFI. One of the common similarities
among these teachers’ expertise in regard to grammar teaching pertains to their decision-
making in the events of dilemmas. The challenges that these teachers faced encouraged
them to search for different approaches in their thinking, even if it meant giving up their
ritual habit of teaching or thinking: an attribute that was associated with adaptive
expertise (Darling-Hammond & Bransford, 2005). For example, after Rose observed
similar grammar errors in her students’ writings continuously, she felt the need to alter
her routine grammar teaching theory. She thought that attending to grammar only during
teaching moments was not enough. Even though she continued on at-the-moment-
grammar-teaching, she developed a new habit of teaching grammar in a mini-lesson
fashion. Rose moved towards FonFS option (the teaching of grammar in isolation), rather
than attending to them (grammar items) at the moment of student writings. During these
mini-lessons, she had the opportunity to address various grammar features and talk about
the language in a more direct and explicit way.

One other element of adaptive expertise involved the use of appropriate mode of
teaching to meet leaners’ needs. I observed this behavior with Ellie when she preferred to
use Spanish to teach certain grammar rules to her Spanish-speaking students who were
low in English knowledge. The use of student first language (L1) in language teaching
mostly in English as a foreign language context was documented in research (de la
Campa & Nassaji, 2009). In fact, researchers pointed out the strong impact of L1 use to
enhance student understanding of the rules and encouraged it in the language-teaching

field ((Nassaji & Fotos, 2010). In this study, based on Ellie’s case, it is shown that L1 use
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in English as a second language context could also be effective. Ellie was aware of

the influence of L1 in teaching the forms to her students and were taking advantage of it
whenever necessary.

Teacher adaptive decision-making dealt with the student’s willingness as well. As
explored previously, some of Ellie’s students started high school at a later age and their
reason for attending high school was mostly related to their desire to learn English for
survival purposes at no cost. They were not concerned with learning grammar as long as
they could communicate. In these cases, based on her knowledge of her students’
profiles, Ellie was questioning herself as to how strict she should be with students
regarding grammar knowledge. By focusing on their communication skills, she was
hoping that “grammar would fix itself in time” (January 4, 2013) with those students.

Dan’s decision-making regarding the students’ characteristics was different than
Ellie’s. Dan’s dilemmas were mostly related to his low proficiency level students who
were close to the age limit to graduate. In an attempt to come out of this dilemma, he
preferred to lean towards his students’ benefit. For example, he moved some of his
students to an upper proficiency level, even though they were not seen as adequately
qualified. However, Dan believed the lack of expected grammar knowledge should not be
used as an obstruction for these students’ graduation. For he believed, ELL was
essentially about helping students grow in their language abilities, not to equip them with
the full command of the language. Dan thought his students were progressing at their
own pace and would continue to do so throughout their lives. He thought he should be a

relief and support, not an obstacle.
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While attending to grammar, one of the common manners that all these three

teachers shared was providing reasons for their students to justify the importance of what
they were studying. All of the teachers believed that students would be more motivated if
they became more conscious of the reasons behind what they were studying. At every
opportunity, all of these teachers provided reasons for what they were/would be studying
in attempt to make the purpose of the target lesson more meaningful to their students. For
example, Rose tried to make it clear to her students that using the tenses correctly in their
writings would be beneficial in their college applications, while Dan convinced his
students that using adjectives or conjunctions in their sentences would help them impress
the readers in their job applications, and as for Ellie, she pointed out that the knowledge
of sentence structure would help her students convey the intended meaning to their
audience. When looked at closely, in essence, the teachers in this study depicted their
positive attitudes toward descriptive grammar teaching. They were not strict about the
prescriptive rules of grammar; however, they tried to give the message in their reasoning
that the knowledge of standard grammar was necessary in order to convey effective and
meaningful messages. Rose’s data, specifically, showed that she preferred presenting her
students the variations of English language in different contexts. She was conveying her
students that even if there were variations in the English language they should not be
considered as incorrect. Yet, she was emphasizing that the use of Standard English in
professional contexts would increase her students’ status.

Considering the examples above, the reasons that the teachers provided differed
according to the target grammar lesson; some were practical, some were intellectual and

some were aspirational. Whatever the reason, the thought of providing a clear picture
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regarding the target grammar was significant for these teachers to inspire and

motivate their students in their language learning studies. This feature of these teachers
pointed to their “learner-centered” (Bransford, Derry, Berliner, Hammerness & Beckett,
2005) side because by giving the rationale for what they were teaching, they were
attempting to help their students to make the connection between the target grammar and
why they needed to know them.

The analysis of the three teachers showed divergence in their stated beliefs against
explicit and direct grammar teaching. We know from research that the discrepancies
between teachers’ stated beliefs and their actions were based on various contextual
factors (Farrel & Particia, 2005; Richards, Gallo & Renandya, 2001). In this study, for
example, even though Ellie expressed that she was not concerned with grammar
knowledge in her students, she alluded that explicit attention to grammar was still
inevitable, since certain structures in English have to be taught explicitly to foster student
understanding. Dan did not put into words that grammar needed to be taught for certain
occasions; yet, the way he attended to grammar in his lessons suggested otherwise.
Moreover, he insinuated the need to teach grammar by saying, “I don't care so much
about their [students] grammar until it is important for their grammar to be something
that somebody is going to evaluate”(January 7, 2014). Rose, on the other hand, was
against teaching grammar in isolation because she said she knew it was not recommended
by research. However, she decided to teach in isolation at times anyway because she
thought her students would benefit from explicit instruction and understand the concepts
clearly. Essentially, all three teachers’ decisions regarding grammar teaching points to the

situational nature of teaching. (Berliner, 2004; Tsui, 2003). As reported in the studies of
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expertise in teachers, these teachers presented the attribute of “conscious

deliberation” (Glaser and Chi, 1988) in their thoughts regarding when and why to teach
grammar. It was not a matter of using the best single approach, it was the matter of what
approach best fit to certain classroom context (Ellis, Basturkmen, & Loewen, 2006).

Another finding from cross-case analysis is related to the teachers’ support for
context-dependent grammar teaching. While these teachers’ reflections on the importance
of grammar in language differed, they were all against context-free grammar teaching.
Grammar teaching within meaningful context was supported in literature regarding
grammar teaching. Language teaching experts claimed that language should not be
treated as an “object” (Ellis, 2001), instead efforts should be made to teach it in
meaningful and communicative context (Long, 2012; Spada & Lightbown, 2008). In line
with the research findings, the teachers in this study also believed that grammar should be
treated either within or as a continuation of the context that they were in to make it
meaningful. These beliefs were reflected on these teachers’ teaching of grammar as they
tried to build context-dependent grammar lessons. For example, Ellie and Dan would
target to teach certain grammar features either during or after reading a text in an attempt
to make the grammar studies more purposeful. Rose, on the other hand, would attend to
grammar while analyzing her students’ lead sentences for their writing projects, during
which the primary focus was on the meaning.

Despite their preference to teach grammar in a meaningful context, certain
circumstances would lead these teachers to attend to grammar in context free ways. These
circumstances mostly revolve around the teacher perception of student needs based on the

deficiencies that these teachers detected.



Table 4.8

Rose

Name Characteristic ~ Texts and Stated Philosophy of Grammar- Observed Philosophy of Grammar-
Resources Teaching Teaching

Rose SPED Inside (Main Supports purposeful attention to Constructs mini lessons based on student

Team Leader Book) grammar gaps

Natural Students need to know the form and Explains the forms and functions
Geographic the function of a grammar feature Isolated grammar teaching on a daily basis
Basic English Against isolated grammar teaching  Use of error correction and peer work

Grammar Book
Daily Language
Review

Rubric Checklist

Error correction and peer work are
effective in learning grammar
Favors integrating grammar with
student writing projects

Students need to know the
linguistic terms, for they are used in
the tests

Students need to know the reasons
for what they are studying

There should be a specific
curriculum that covers writing and
grammar

Attempts to integrate target grammar with
the target writing projects

Teaching linguistic terms

Frequent reminders of the need to use
grammatically correct sentences

Students need to know the difference
between formal and informal language and
formal language corresponds to the use of
grammatically correct sentences

Students need to know grammar to show
that they are “smart” for their future
education

84T



Table 4.9

Dan
Name Characteristics Texts and Stated Philosophy of Grammar- Observed Philosophy of Grammar-
Resources Teaching Teaching
Dan Very Verbal Edge (Main Grammar is not a priority Grammar is needed to write correct
Book) Comprehension and vocabulary sentences and to convey the intended
Teacher knowledge are more important meaning
Guidance Against isolated teaching of Isolated grammar teaching occurs, yet
Grammar and  grammar, prefers teaching either to prepare the students for the
Writing grammar in a context target reading or to complement the
Practice Book  Prefers attending to grammar target reading
Rubric based on the sentences on the Provision of linguistic terms
Checklist board, reading or student question  Provision of rationale for the target
Believes in the necessity of grammar feature
knowing linguistic terms and their
functions in
a sentence, for they may be asked
in a test

Believes in the provision of
reasons for what he is teaching

69T



Table 4.10

Ellie
Name Characteristics Texts and Stated Philosophy of Grammar- Observed Philosophy of Grammar-
Resources Teaching Teaching
Ellie  Bilingual Edge (Main Less grammar, more holistic Grammar teaching in combination with
Considered her Book) teaching the target reading
Spanish useful in Basic English ~ Communicating ideas is more Isolated grammar teaching occurs based
teaching and Grammar important, grammar will come in  on perceived student gaps and struggle
helping students Book time Provision of linguistic terms is minimum
Rubric Prefers grammar teaching in a Grammar teaching for complex structures
Checkilist context The use of technology to assist grammar

Prefers explicit teaching of
grammar for complex structures or
the features that her students
struggle with the most

Knowledge of linguistic terms not
important

Advocate of i+1 theory and
challenging her students

understanding

Challenging students by teaching
grammar features that were beyond
student current level

Use of group work and one-on-one
studies to improve student grammar
usage

Use of learner L1 in explaining grammar
features

09T
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Teachers in this study believed that explicit instruction would lead to higher

understanding. In fact, this point was reported in the majority of form-focused instruction
(FF1) research. Researchers claim that focus-on-forms (explicit instruction) help students
learn quickly and increase their proficiency (Norris & Ortega, 2000).

Explicit instruction based on student gaps mostly occurred in Ellie and Rose’s
lessons. Ellie spared class hours to teach certain grammar features based on her
understanding of her student’s gaps or struggles. She would prepare worksheets that were
loaded with the target grammar feature, which was not tied to a reading text, to
strengthen her students’ comprehension. Rose used practice sheets that focused on
various language properties on a daily basis in order to cover as much grammar related
topics as possible.

What is worthy of notice was Ellie’s thinking around constructing these input
based grammar lessons slightly more advanced than the students’ current level. For, she
thought teaching grammar that is beyond student proficiency level would be more
stimulating to her students. This thinking speaks to her innovative side, an attribute of
adaptive expertise (Hatano & Inagaki, 1986; Hatano & Osura, 2003; Schwartz, Bransford
& Sears, 2005). Adaptive teachers, education theorists say, move beyond routine
behavior and alter their teaching based on the understanding of their students (Corno,
2008; Darling-Hammond & Bransford, 2005). For example, the target grammar in the
book was basic tense structures. Ellie thought that her students knew these structures.
Instead she thought of focusing on the present perfect and the present perfect continuous
tenses because she detected that many of her students still made errors in their writings.

In addition, she thought that these tenses were a challenge to her students. Therefore,
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contrary to her previous context-dependent grammar teaching, she preferred explicit

teaching for these complex structures: an approach, which was also recommended by the
researchers (Ellis, 2012). Ellie further included “since” and “for” in an attempt to teach a
grammar structure that is beyond students’ current level. This example speaks to Ellie’s
adaptive side, for she altered her grammar teaching and the content of the target structure
based on her perception of her students’ understanding.

One of the conspicuous differences between Ellie and the other two teachers was
Ellie’s decision to use IPods as a tool to assist student grammar understanding. With this
cognizance, Ellie moved away from her routine thinking of teaching grammar towards
innovative thinking of using technology to teach grammar (Branford, Derry, Berliner,
Hammerness, & Beckett, 2005). When the 1Pods were provided to the ELL teachers by
the district, Ellie thought that Dragon Dictation- an app that was designed to help the
users to dictate their emails and text messages- would be an appealing app to use in
combination with grammar related activities. For example, she decided to use IPods
while working on the past participle verbs. Seeing that most of her students were not
making the right sounds when a verb changes into a past participle form, she considered
it as an opportunity to let her students practice on the sound changes. Studying with IPods
helped students not only recognize but also make the right sound changes as well.
Moreover, Ellie thought that the one-on-one interaction between the student and the IPod
gave comfort to the shy students, as they did not face correction in front of the whole
class. While the element of innovative thinking was evident in Ellie, the other two

teachers did not evidence this trait of adaptive expertise.
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While attending to grammar, one common strategy that both Dan and Rose

followed was emphasizing the linguistic terms that they were teaching. Teacher cognition
literature shows the differences regarding teacher thoughts about the knowledge of the
linguistic terminology in their students (Borg, 2006). According to research, teachers
leaned towards teaching linguistic terms for they thought this is what their students
expected (Burgess & Etherington, 2001). In this study, the teachers tended to teach
technical language based on the thinking that their students might face with these terms in
test questions. This thought was more dominant in Dan and Rose. At appropriate times,
they would explain to their students that they needed to know these terms for they might
need this knowledge in tests. While this approach was not apparent in Ellie’s thinking
and teaching, there were times when she would mention the type of questions that the
students might get on a test while she was teaching a certain grammar item. For example
when she was covering pronouns within the objective of Points of View, she mentioned
the existence of these types of questions in the test that the students were practicing to get
ready for the national tests. Compared to Ellie and Dan, Rose associated the knowledge
of grammatical terms with the state of being intellectual. She thought the knowledge and
the use of these terms would have a positive effect on her students by greatly benefiting
their mental capacity for their future school life.

The thinking around use of teaching strategies among these teachers showed
similarities as well, especially between Ellie and Rose. These two teachers valued student
participation and thought that creating ways to encourage student participation was key to
connections and getting them to learn. Dan’s thinking; however, differs from these

female teachers, for he believed that more teacher talk was better. As a result, he aimed at
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connecting through his talk.

Based on the belief in fostering peer interaction to enable growth in knowledge,
Ellie used group work frequently in combination with the grammar teaching episodes.
She formed her groups either according to the student preference or common first
language depending on the lesson objective. If the objective was to write a summary of a
reading text, she preferred forming students into groups based on their native language.
She said that students with common first language showed similar patterns in their
language learning and it helped Ellie address the group needs more efficiently. In
addition, these students would be able to teach and learn from each other more effectively
since they shared the same native language.

Rose used group or pair work based on the similar conditions and reasons as Ellie.
Rose also believed in the power of peer support during learning. She said she had
witnessed how students taught and learned from each other in her teaching many times.
She preferred pairing her students with varying strengths to promote the level of
understanding and learning, for she thought students were better at using student-friendly
language while interacting with each other. Her group work involved asking students to
discuss what they learned regarding the recent grammar activity, or asking students to
edit each other’s writings through Google docs.

In addition to the use of group work, working with individual students was also a
common occurrence in Ellie and Rose’s thoughts and actions. Rose thought that creating
room for individual studies mostly with the students who were new to the level would
help them catch up with the rest of the students. Based on this judgment, Rose would pull

the student to a corner table after class instruction was over, and once again would go



165
over the recently learned grammar items with the student while the rest of the

students were working on their essays. Sometimes, if she realized that certain students
needed extra help, she would ask them to come in during lunch hour. She would try to re-
teach the concepts that the students did not understand completely while they were
having their lunch together. However, the thought of creating individual studies occurred
more frequently in Ellie’s lessons. Ellie stated that individual studies were one of the best
ways to address each student’s grammar gap. She preferred creating these opportunities
in connection with vocabulary studies. She would ask her students to form their own
sentences using the new words, and then they would examine those sentences. While
analyzing the sentences that the students formed, Ellie would be able to address various
grammar features, including the meaning.

The teachers in this study showed the intricate characteristics of teacher FFI
expertise both in their decision-making process and actions. They aspired to be an aid to
their students in their language learning experience by considering myriad factors that
pertained to their teaching related environment. They were all aware of the complexities
of teaching and learning; yet, they endeavored to make the right decision and take the
right action for their students’ benefit.

Overall, this cross case analysis unveiled the shared elements of grammar
teaching that may be common to many expert teachers of FFI. Teacher decision for FFI
revealed that teachers look for a balance between form and meaning in their practice.
They intended to achieve this balance by focusing on the timing of the FFI. That is they
used either integrated or isolated FFI to attend to form within a meaningful context. In

addition, teachers resorted to FonFS (grammar teaching that is not connected to a
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context) teaching mode to respond to student deficiencies more efficiently. This

analysis also brought forward teacher disposition to let their students see why the study of
grammar is important. Teachers’ concern for why to study grammar is intellectual as well
as motivational. Teachers are willing to alter their current theory of grammar teaching;
they may give up comfortable routines or planned instruction in light of recognition of
student need that would be better served by a change in instruction. When looked closely,
all these elements place teachers’ conscious thinking in response to context and student
needs at the core of teacher expertise for FFI.

In this chapter, | have discussed my findings based on the manifestations of the
three teachers’ FFI expertise. In the ensuing chapter, | will summarize my major findings

in light of my research questions.



167

Chapter Five
Discussion

| previously pointed out that the majority of the language teacher studies focused
on teacher thinking and their practical knowledge and decisions. With this study, by
identifying teacher choices of FFI teaching options, | focused on the display of teacher
expertise in teaching form. In addition, I wanted to explore students’ voices regarding
their perceptions of the influence of teacher FFI teaching options on their learning. The
findings were discussed in the previous section in detail. In this chapter, | present the
summary of the major findings of this study. | provide my assertions and generalizations
in light of my research questions. Implications for future research and limitations
followed the discussion of assertions.

The analysis of each case and the cross-case analysis across the cases brought
forward the complex nature of teacher thinking in their practice once again. First of all,
teacher thinking for FFI is substantially influenced by teacher judgment of what grammar
feature to focus on, when to do it and how to it. The data led to two major conclusions
and one minor assertion:

1) The nature of FFI teaching expertise involves deliberate, thoughtful teacher
thinking.

2) The execution of FFI reveals teacher disposition to adapt various approaches

based on student needs.

The minor assertion is related to the student data. The analysis of the student data shed

some light on the possible positive learning outcome as a result of the convergence
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between the student and teacher perceptions regarding FFI. However, due to the

weaknesses in the student data, it is not reasonable to claim this finding as strong, but
rather an interesting coincidence that deserves further exploration.
Below | summarize what these major findings constitute.
1) The nature of FFI teaching expertise involves:
e Teacher choice of FFI options which is contingent upon teachers’
language teaching priorities such as reading or writing.
e The impact of teachers’ core beliefs which are shaped by teachers’
perceptions of students’ academic needs
e Teachers’ recognition and management of dilemmas regarding the best
use of FFI options
2) The execution of FFI contains:
e The provision of rationales for the target grammar
e Teacher regard for student interaction to facilitate the understanding of
grammar.
e Teacher adaptation of FFI based on their perception of student academic
need such as:
e Willingness to use technological tools that may yield better
grammar learning.
¢ Challenging students by targeting grammar features that is beyond
students’ current level.
e The timing of FFI.

e The use of Learner L1.
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I will discuss the findings in light of my research questions. Below are the

tables that show the discussion of the findings along with the research questions involved.
Table 5.1

Major Findings and the Research Questions

Major Findings Research Questions
The Nature of FFI Teaching 1. How do teachers describe and demonstrate their
Expertise expertise in regard to form-focused instruction?

2. What is the nature of teacher thinking during
form-focused instruction?

The Execution of FFI 3.What factors impact teacher thinking / decision
Checking for Student making during FFI?
Understanding a) How do the ESL teachers circle back to check in

if those individual students or groups of students
picked up what they are trying to teach?

4.What is the nature of the interplay of these
factors?

Table 5.2

Minor Finding and the Research Questions

Minor Finding Research Questions
Student Perceptions of Teacher 5. How do students experience ‘expert’ FFI?
FF1 Expertise a) How do the students perceive the teachers’

instruction?

b) Do teacher and student perceptions of student
learning coincide? And, if not, what is the nature of
the differences in learning perceptions?

The Nature of FFI Teaching Expertise
Teachers’ decisions regarding what, when and how to focus on form were
substantially affected by their beliefs of the place of grammar in language teaching and

learning, which has been largely documented in previous research (Borg, 2006). The
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teachers in this study did not see grammar as an entity in itself, consisting of

decontextualized content that needed to be mastered. Instead, they viewed grammar as
part of a whole language study; moreover, the teachers in this study were not even
particularly strict about the grammatically correct use of language as long as the intended
message was conveyed. Increasing vocabulary knowledge, comprehension skills, and
writing strategies took priority over the knowledge of grammar. Essentially, grammar
was deeply intertwined with what the teachers were teaching. As a result, priorities
regarding grammar in language teaching (when to use FFI) were shaped by the
teachers’other language teaching priorities, primarily meaningful reading and writing
instruction. This prioritization of language teaching tasks affected these teachers’ choices
of FFI and motivated their theories of action.

Phipps and Borg (2009) made a distinction between core beliefs and peripheral
beliefs, and this distinction proved important in understanding Rose, Dan, and Ellie’s
thinking about grammar. Some studies, such as Corno (1995), show student affective
needs and desires as part of teacher core beliefs, my study, on the other hand, suggests
that teacher perception of student academic needs may be a core belief and a distinctive
factor in teacher’s inclination towards grammar teaching and use of FFI options. In
response to student academic needs, teachers in this study, tended to teach grammar
either as a preparation for possible test questions or as a means to reinforce students’
future academic performance.

This present research data demonstrated that student deficiency and/or struggle in
particular grammar structure as seen mostly in their writing was also an important factor

in shaping teacher thinking of student academic needs. Thereby, teachers attempted to fix
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the grammar holes that they saw in their students’ understanding, and this fixing was

accomplished mostly by means of mini-lessons. Teacher preference of mini-lessons
usually consisted of direct, explicit teaching of target grammar features and related
structured activities. Teachers may resort to integrated FFI in an attempt to combine the
newly studied grammar structures with the reading text and enable their students to see
the target form and its function in the reading text. Isolated FFI was used to help students
practice the target grammar structure.

Teacher perception of student needs also made teachers diverge from their stated
beliefs of teaching grammar within meaningful context. The teachers in this study
differed in their beliefs regarding the importance of grammar in teaching language.
However, despite the difference in given importance to grammar knowledge, they all
dictated that they were against isolated grammar teaching. Nonetheless, student outcomes
directed these teachers’ behaviors towards teaching grammar in isolation at times to pull
their students’ attention to the target grammar concepts.

The Execution of FFI

The teachers in this study considered providing reasons to their students about the
target grammar feature as essential in enabling student learning. Teachers’ reason for this
thought and action was related to increasing student attentiveness, heightening their
noticing abilities, and encouraging their desire to learn. Teachers thought that when
students were aware of the reasons for what they were studying, they would be able to
understand the significance and attempt to focus and understand what was being taught.
Raising student consciousness was encouraged by language teaching professionals

(Schmidt, 1990). However, the awareness that the researchers supported was about
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facilitating student attention to forms in a direct way. In this study, | considered

providing reasons for what was being targeted as a grammar feature similar to raising
consciousness regarding the target form. The teachers in this study were aiming to pull
their students’ attention towards the form that was being focused by giving reasons for
why the students needed to learn it.

Teachers’ preference of activities and choice of FFI teaching options also speak to
teacher expertise and teacher understanding of grammar teaching. Teachers, who
considered student interaction and individual studies as a powerful way of grammar
learning, organized their lessons towards encouraging student participation.

Teachers’ judgment and practice regarding what grammar to study and when to
study unveiled teachers’ adaptive side. The data revealed that teachers’ adapt their
grammar instruction based on their perception of student needs and student grammar
knowledge. We know from general education research that teachers knowledge of their
students enable teachers to make better decisions regarding what to teach and how to
respond to their students’ needs (Berliner, 2004). In this study, teachers altered their
instruction by targeting a grammar feature that is beyond students’ current level to
challenge their students. Or teachers changed their course of action completely to better
respond to their students’ deficiencies. Teachers’ tendency to implement technological
tools such as iPods also point to their adaptiveness. The use of technology reflected
teacher intention of creating student-centered grammar learning, which points to teacher
willingness to adapt new approaches that may enhance student language learning

experiences.
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These teachers exhibited their thoughtful consideration of when to teach

certain grammar items as well. Teachers’ timing of FFI varied according to their
purposes. Teachers in this study preferred attending grammar before, during or after a
reading text to make a meaningful transition between form and meaning.

As a last assertion, 1 would like to talk about teacher thinking with regard to
learners’ L1 use during grammar teaching. Teachers’ use of students’ first languages was
seen as beneficial in enhancing student understanding, particularly in an English as a
Foreign Language setting. In this study, the use of learner L1 in an ESL context was also
depicted as advantageous. Specifically, grouping students according to their common first
language was shown as beneficial in enabling students to explain the target grammar
feature in their first language if they needed to. Research studies differ in their views
about the teacher use of L1. Some of the researchers found it natural mostly in English as
a foreign language setting (Cook, 2001), while others recommended not to use it at all
(Cummins, 2005). Despite these varying theories, teachers’ first hand experience of the
impact of student L1 use was found to be helpful in explaining grammar, and bonding
with students.

Checking for Student Understanding. One of the questions | was interested in
exploring pertained to how teachers check their student understanding of the grammar
points they taught. The data showed that the teachers in this study mostly achieved that
through reading student writing. In addition, they were not interested in strict grammar
correction, but more in student ability to communicate meaningful ideas. The teachers

were using the objectives in the rubric checklists to provide feedback to their students. It



174
was much more a mutual process. The teachers provided their feedback and the

students were expected to edit their papers in light of the feedback while learning from
them.

Teachers implemented pre-tests and post-tests for the lessons that consisted of
explicit grammar teaching to help students see their own progress. These tests also helped
the teachers to see the difference in student understanding before and after the instruction.
Collecting practice assignments after the class work was also among teacher strategies in
order to see how well the students did before and after the whole class study. While
teachers used the outcome of the tests and the assignments to reteach certain grammar
points depending on the occurrence of common student misunderstanding, they regularly
mentioned to students to show their grammar knowledge in their writings.

In sum, the teacher cognitive decision regarding checking student understanding
of grammar was influenced by their beliefs of language learning as a whole. While they
tended to increase student awareness of the correct grammar use by providing feedback,
error correction, and teaching to it, they were not strictly concerned with the correct use
of the language form in student language production. Even though teachers expected their
students to show their uptake in their language use, they contended that the students
would develop complete correct grammar knowledge and use in time.

Student Perceptions of Teacher FFI Expertise

The data | gathered through surveys, and interviews (both individual and whole-
class) revealed that the students were mostly content with the teacher use of instructional
strategies. In addition, the data shows a high degree of convergence between teacher

perceptions and student perceptions. The major commonality across students regarding
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beneficial teacher FFI related to direct, explicit instruction, which consisted of the

provision of the form and the function. Students also found the combination of the
detailed explanation with the immediate reading text helpful in noticing the use of the
target form in authentic written language. Structured activities that followed the explicit
instruction, forming their own sentences with the use of target form, and pinpointing the
target form in the reading text with more teacher input were among the methodological
options that the students found as augmenting in their understanding. Students also
benefited from activities that focused on correcting erroneous use in a sentence,
comparing erroneous use with the correct form, and even circling or underlining the
target grammar point to grab student attention. Among various strategies, students found
teachers’ frequent repetition, and use of group or pair work as helpful. As was discussed
elaborately within student perceptions, teacher thinking around the use of direct and
explicit instruction, supplementing the instruction with structured input activities, and
combining the target grammar with the immediate context that they were in, matched
with the student thinking of the impact of the use of these FFI options on their learning.
Teachers’ physical positioning during grammar teaching was also seen as
engaging for some students. Language teaching professionals have long expanded on
teacher physical positioning, giving the message that the teachers needed to be aware of
their positioning in the classroom as it speaks not only to teacher intentions, but also
signals how committed a teacher is to their students during teaching (Ur, P., 2012).
Students highly valued one-on-one studies that involved a use of technological
tools such as the iPod. With teacher help, students were able to notice their errors and

make appropriate corrections. Studies that included iPods were mostly fun for the
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students. They enjoyed working at their own pace and the errors they made were only

visible to themselves, which enabled them to try as much as they wanted to with the use
of the iPod. The students also considered studies that involved group or pair work as
efficient. They learned from each other as much as they learned from their teachers;
moreover, some students felt more comfortable working with their peers. None of the
students mentioned the influence of test use, unless | asked specifically. Then, they would
acknowledge that the use of pre-test and post-test helped them see their mistakes and
alerted them to pay attention to those mistakes in their future language use.

So far, teacher decision-making regarding the use of FFI options and student
thinking of the impact of these FFI options did not show any discrepancy. Teacher
thinking and student thinking exhibited that teachers were flexible enough to align their
FFI teaching options based on their students’ expectations, and even learning styles.
However, there was one contradiction between teacher and student perceptions, and it
was related to the students’ consideration of teacher talk. As has been discussed earlier,
while teachers regarded their verbality as advantageous for modeling what
communication involved, students found it dull, and extreme at times. They wished for
opportunities that enabled more interaction among their peers, such as pair or group
work. As seen here, contrary to the teachers’ beliefs, students might find extreme teacher
talk monotonous, and as a result might lose their attention and interest during the lesson.
This conflict calls our attention to the point that FFI would likely be more influential
when the teacher and student perceptions of effective FFI match to a great deal.

The findings concerning the student perceptions of the influence of teacher FFI in

their learning are not strong enough to make significant claims. The student data was
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limited, for the students did not provide as much information both in the surveys and

during the interviews. However, the data | have do suggest the area that ought to be
further researched. For, if teacher and student perceptions were to overlap, this would
have strong implications for teachers and teacher educators.
Implications

| started this journey to explore teacher expertise with respect to form-focused
instruction and teacher demonstration of this expertise in their language classrooms. |
also wanted to complement my questions by involving student voices of the teachers
whom | was taking this travel with. Throughout this journey, I recalled how mentally and
physically demanding teaching was; yet, incredibly full of rewarding and satisfying
feelings, as when a student hugged her teacher, saying, ““ I will miss you Mrs. Rose”.

As | said, this study enabled me to explore and identify ESL teacher expertise for
FFI. 1 found out that the characteristics of teacher expertise that were hypothesized in
previous literature were also evident in these teachers’ form based thinking as well. First
of all, these teachers cared about their students immensely. Their decision-making
revolved around how they can better serve their students in teaching language, so that
students can enjoy their school life and further their education. This macro thinking was
the fundamental element in teacher maneuvers. Data analysis exhibited that the teachers
felt the need that they should provide explicit teaching of grammar (focus-on-forms) to
increase student accuracy in their language use in order to prove their competency in their
future school or professional lives.

The data demonstrated that teachers had concerns regarding making efficient

decisions about which grammar feature to focus on and combining it meaningfully to
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their target lesson. Based on this finding, | propose that book publishers should take

teacher’s voices into consideration in designing student books that the teachers could use
as a resource. In addition, teacher education professionals can offer courses that involve
approaches, strategies and methods of teaching grammar in combination with actual
teaching episodes that show how expert teachers implement the extant methods and
strategies in their lessons. Further field opportunities should be provided to teachers-to-be
in which they can experience and collaborate with teachers in real school settings.

Professional meetings can also be beneficial in broadening the teacher knowledge
of effective grammar teaching. | am aware that ESL team leaders and the district coach
tended to organize meetings to discuss various topics. Within these meetings, teachers
could share their concerns regarding the combination of grammar and the target lesson.
They could appoint people in constructing a lesson curriculum that also include grammar
teaching or they could hire a publisher that could arrange an editor to write a book by
taking the teachers’ needs into consideration.

Based on the teacher interviews regarding teacher beliefs in grammar teaching,
teachers might have specious assumption that isolated grammar teaching was
disadvantageous. However, present research proposes that grammar teaching in isolation
(focus-on-forms) can also be influential in enhancing student grammar learning (Sheen,
2003, 2005; Ellis, 2012). I contend that teachers might not have an accurate picture of the
use of various FFI options. Therefore, | propose that teacher educators could provide FFI
research with opposing views to their prospective ESL teachers and show them that any

grammar teaching option could be implemented if the teachers see the need to. It should
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be emphasized that the teachers need to depend on their sound judgment based on the

current circumstances they are in.

One other point that | would like to discuss deals with teacher talk during
teaching. Teacher talk was seen as a valuable resource for language learners (Krashen,
1981). However, student perceptions brought forward how much teacher talk enable
student engagement. Walsh (2002) investigated the benefits and hindrances of teacher
talk in EFL classrooms. O’Neill (1994) discussed teacher talk and provided the
conditions that it could be facilitating. Warren-Price (2003) inquired into his own
teaching and his use of talk and concluded that he needed to drop the amount of his talk
in attempt to increase student participation and enable student communication.
Discussions vary when it comes to the teacher talk; in fact, many would argue that it was
a matter of teacher balance. In this study, there was a conflict between teacher decision of
the dominance of the teacher talk and the students’ thinking of the amount of teacher talk.
Students clearly stated that they lost their engagement when the teacher talk was
dominant. As far as | know not much research was carried out to explore teacher talk in
ESL classrooms. | would encourage further research that looked into the teacher talk and
the student perceptions of teacher talk within FFI based lessons to provide more insight to
this point.

As a last point, | would like to talk about the unintentional impact of a researcher
and the research topic they are exploring to their participant teachers. We researchers are
concerned with our presence in a classroom for varying reasons. We do not want to
disrupt the usual class atmosphere; we do not want the students and the teachers to feel

uncomfortable and anxious. We want to be as invisible as possible. In time, we become
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not as intimidating to the students and the teachers. In fact, we may not realize that

our research intentions could be an inspiration for the teachers. | came to this
understanding after a research participant confided in me, thanked me actually to enable
her to change her visions towards grammar teaching. Even if | did nothing, my research
topic urged this teacher to search more about grammar teaching and encouraged her to
explore different ways that she can use in her lessons. Here is what the teacher told me at
the end of my last observation (February 15, 2013):

| am glad | chose to participate in your study. | was able to look at my current

teaching of grammar and how to work on adjusting it to meet the needs of the

students in my class. It is a work in progress on my part but | am able to look at it

from a different perspective now.

Limitations

By doing this research | intend to explore the display of teacher expertise with
regard to FFI. The study of these teachers’ expertise using a case study design enabled
me to explore their particularistic application of FFI expertise. | should be cautious not to
generalize the findings to the whole population of ESL teachers. The boundaries of this
research project limited to three teachers and three different schools in a city located in
the Midwest U.S. Further research could implement a similar case study design that
target teachers in different states. In addition, | also aimed to explore student perceptions
of teacher teaching options. Even though all of the students participated in this study, the
number of participant students was limited to the participant teacher classrooms that |
was observing. | recommend a further research that targets large student population to

better understand student perceptions of the impact of FFI options on their learning.
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Conclusion

To recap, the nature of teaching expertise for FFI as revealed in this study is
shaped by teacher cognitive decisions regarding what, when and how to focus on
language form. Teacher perception of student academic needs is not only at the core of
teacher thinking, but also influences teacher FFI teaching options such as the use of
integrated and isolated FFI to combine the form and its function in a meaningful context,
or the use of focus-on-forms to enhance student explicit understanding of the target
grammar.

Teachers act against their beliefs of grammar teaching, or have difficulties in
making decisions, when expected grammar knowledge is not observed in a student. Yet,
student needs and benefits always determined teachers’ instructional behavior. While
teachers valued one-on-one instruction, student interaction and the use of a technological
tool to facilitate student understanding of grammar, teachers considered providing
students with a rationale for the target grammar essential to increase student awareness.

Teachers adapt FFI with the aim of focusing on a grammar feature that is one step
beyond students’ current level to challenge students. Based on their bilingual experience,
teachers considered L1 use as beneficial in student grammar understanding. Finally,
teacher use of FFI and students’ perceptions of the impact of teacher use of FFI on their
learning may show conflicts. Student and teacher perceptions of FFI may converge for
efficient grammar teaching and learning. This finding is weak yet promising, and further
research to explore this phenomenon is warranted.

Based on the findings on the nature of FFI, the expert FFI involves the deliberate

and thoughtful implementation of any type of FFI (isolated, integrated, or focus-on-
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formS) based on teacher judgment of student needs, timing within the immediate

context, and teacher language teaching priorities. In addition, the consideration of

student perspectives of grammar learning complements the FFI teaching expertise.



183
References

Andrews, S. (2001). The language awareness of the L2 teacher: Its impact upon
pedagogical practice. Language Awareness, 10, 75-90.

Andrews, S. (2003). Teacher language awareness and the professional knowledge base of
the L2 teacher. Language Awareness, 12(2), 81-95.

Andrews, S. (2007). Teacher language awareness. Cambridge: Cambridge University
Press.

Basturkmen, H., Loewen, S. & Ellis, R. (2004). Teachers’ stated beliefs about incidental
focus on form and their classroom practices. Applied Linguistics, 26(2), 268-274.

Batstone, R., & Ellis, R. (2009). Principled grammar teaching. System, 37, 194-204.

Berliner, D. C. (2004). Expert teachers: Their characteristics, development and
accomplishments. In R. Batllori i Obiols, A. E Gomez Martinez, M. Oller i Freixa
& J. Pages i. Blanch (eds.), De la teoria....a I’aula: Formacio del professorat
ensenyament de las ciencies socials (pp. 13-28). Barcelona, Spain: Departament
de Didactica de la Llengua de la Literatura I de les Ciencies Socials, Universitat
Autonoma de Barcelona.

Bond, L., Smith, T., Baker, W. K., & Hattie, J. A. (2000). The certification system of the
National Board for Professional Teaching Standards: A construct and
consequential validity study. Greensboro, North Carolina. Center for Educational
Research and Evaluation, University of North Carolina at Greensboro.

Borg, S. (1998). Talking about grammar in the foreign language classroom. Language

Awareness, 7, 159-75.



184
Borg, S. (1999). Studying teacher cognition in second language grammar teaching.

System, 27, 19-31.

Borg, S. (2001). Self perception and practice in teaching grammar. ELT Journal, 55,
21-29.

Borg, S. (2003). Teacher cognition in grammar teaching: A literature review. Language
Awareness, 3(2), 61-71.

Borg, S. (2006). Teacher Cognition and Language Education. Continuum, London.

Borg, S. (2009). Language teacher cognition. In A. Burns & J. C. Richards (Eds.), The
Cambridge Guide to Second Language Teacher Education, (pp. 163-171).
Cambridge, UK: Cambridge University Press.

Branford, J., Derry, S., Berliner, D., Hammerness, K., & Beckett, K. L. (2005). Theories
of learning and their roles in teaching. In L. Darling-Hammond & J. Bransford
(Eds). Preparing Teachers for a Changing World: What teachers should learn
and be able to do (pp. 40-87). San Francisco, CA: Jossey-Bass.

Breiter, C., & Scardamalia, M. (1993). Surpassing Ourselves-An Inquiry into the Nature
and Implications of Expertise. Illinois: Open Court.

Brown, H. D. (2007). Principles of language learning and teaching. White Plains, NY:
Pearson.

Budak, S. (2009). K-12 ESL teacher attitudes toward and use of form focused instruction.
(Unpublished master’s thesis). University of Nebraska, Lincoln.

Burgess, J., & Etherington, S. (2002). Focus on grammatical form: Explicit or implicit?

System, 30(4), 433-58.



185
Celce-Murcia, M. (1991). Grammar pedagogy in second and foreign language

teaching. TESOL Quarterly, 25(3), 459-80.

Chia, S. C. C. (2003). Singapore primary school teachers’ beliefs in grammar teaching
and learning. In D. Deterding, A. Brown & E. L. Low (eds.), English in
Singapore: Research on Grammar. (pp. 117-27). Singapore: McGraw Hill.

Clair, N. (1998). Teacher study groups: Persistant questions in a promising approach.
TESOL Quarterly, 32(3), 465-492.

Cook, V. (2001). Using the first language in the classroom. Canadian Modern Language
Review, 57, 402-423.

Crandall, J. (2000). Language teacher educaiton. Annual Review of Applied Linguistics,
20, 34-55.

Creswell, J. W. (2007). Qualitative inquiry & research design: Choosing among five
approaches. (2" ed.). Thousand Oaks, CA: Sage.

Creswell, J, W. (2013). Qualitative inquiry & research design: Choosing among five
approaches. (3" ed.). Thousand Oaks, CA: Sage.

Cummins, J. (2005). A proposal for action: Strategies for recognizing heritage language
competence as a learning resource within the mainstream classroom. Modern
Language Journal, 89, 585-592.

Darling-Hammond, L., & Bransford, J. (2005). Preparing Teachers for a Changing
World: What teachers should learn and be able to do. San Francisco, CA: Jossey-
Bass.

de Groot, A. D. (1965). Thought and choice in chess. New York: Basic books.



186
Dencombe, M. (1982). The hidden pedagogy and its implications for teacher training:

An ecological analysis. British Journal of Sociology of Education, 3, 249-65.

Dewey, J. (1915). The School and Society & The Child and the Curriculum. BN
Publishing.

Dreyfus, H. L. & Dreyfus, S. E. (1986). The relationship of theory and practice in the
acquisition of skill. In P. Benner, C. A. Tanner, & C. a. Chesla (Eds.), Expertise
in nursing practice (pp. 29-48). New York: Springer Publishing Company.

Eisenstein-Ebsworth, M. & Schweers, C. W. (1997). What researchers say and
practitioners do: Perspectives on conscious grammar instruction in the ESL
classroom. Applied Language Learning, (8), 237-260.

Ellis, R. (1997). Second language acquisition. NY: Oxford University Press.

Ellis, R. (2001). Introduction: Investigating form-focused instruction. Language
Learning, 51 (1), 1-46.

Ellis, R. (2006). Current issues on the teaching of grammar: an SLA perspective. TESOL
Quarterly 40 (1), 83-107.

Ellis, R. (2012). Language teaching research & language pedagogy [Nook Color
version]. Retrieved from barnesandnoble.com/u/NOOK-Book-eBook-
store/379003094

Ellis, R., Basturkmen, H. & Loewen, S. (2001). Preemptive focus on form in the ESL
classroom. TESOL Quarterly, 35(3), 407-432.

Ellis, R., Basturkmen, H., & Loewen, S. (2002). Doing focus-on-form. System, 30(4),

419-32.


javascript:%20void%200

187
Ellis, R., Basturkmen, H., & Loewen, S. (2006). Disentangling focus on form. A

response to Sheen and O’Neill (2005). Applied Linguistics, 27(1), 135-141.

Freeman, D. (2002) The hidden side of the work: Teacher knowledge and learning to
teach. Language Teaching 35, 1-13.

Freeman, D., & Johnson, K. E. (1998). Reconceptualizing the knowledge-base of
language teacher education. TESOL Quarterly, 32(3), 397-417.

Geertz, C. (1973). Thick description: Toward an interpretive theory of culture. In C.
Geertz, The interpretation of cultures (pp.3-30). New York: Basic Books.

Glaser, R., & Chi, M. T. H. (1988). Overview. In M. T. H. Chi, f. Glaser, & M. Farr
(Eds.), The nature of expertise (pp. xv-xxxvi). Hillsdale, NJ: Erlbaum.

Grossman, P. L. (1989). A study in contrast: Sources of pedagogical content knowledge
for secondary English. Journal of Teacher Education, 40, pp. 24-31.

Grossman, P., Schoenfeld, A., & Lee, C. (2005). Teaching subject matter. In L. Darling-
Hammond & J. Bransford (Eds). Preparing Teachers for a Changing World:
What teachers should learn and be able to do (pp. 40-87). San Francisco, CA:
Jossey-Bass.

Hatano, G. & Inagaki, K. (1986). Two courses of expertice. In H. Stevenson, H. Asuma,
and K. hakuta (Eds). Child development and education in Japan (pp. 262-272).
New York: Freeman.

Hatano, G. & Oura, Y. (2003). Commentary: Reconceptualizing school learning using
insight from expertise research. Educational Researcher, 32(8), 26-29.

Hedgcock, J. S. (2002). Toward a socioliterate approach to second language teacher

education. The Modern Language Journal, 86(3), 299-317.



188
Hymes, D. (1972). On communicative competence. In J. B. Pride, & J. Holmes

(Eds.), Sociolinguistics (pp. 269-93). Harmondsworth: Penguin.

Jaeger, R. M. (1997). Survey research methods in education. In Richard M. Jaeger (Ed.),
Complementary methods for research in education (2" ed., pp. 449-485).
Washington, D.C: American Research Education.

Johnston, B. & Goettsch, K. (2000). In search of the knowledge base of language
teaching: Explanations by experienced teachers. The Canadian modern Language
Review, 56, 437-468.

Kachru, B.B. (1985). Standards, codification and sociolinguistic realism: The English
language in the outer circle. In R. Quirk and H. Widdowson (Eds.), English in the
world: Teaching and learning the language and literatures (pp. 11-36).
Cambridge: Cambridge University Press.

Krashen , S. D. (1981). Second language acquisition and second language learning.
Oxford: Pergamon.

Krashen, S.D. (1985). The input hypothesis: Issues and implications. New York:
Longman

Lawrance, G. (1984). People types and tiger stripes: A practical guide to learning styles.
Gainesville, FL: Center for Applications of Psychological Type.

Long, M. H. (1991). Focus on form: A design feature in language teaching methodology.
In K. de Bot, R. B. Ginsberg, & C. Kramsch (Eds.), Foreign language research in
cross-cultural perspective (pp.39-52). Amsterdam: Benjamis.

Lortie, D. (1975). Schoolteacher: A Sociological Study. Chicago: University of Chicago

Press.



189
Loewen, S. (2005). Incidental focus on form and second language learning. Studies

in Second Language Acquisition, 27(3), 361-386.

Mackey, A., Polio, C., & McDonough, K. (2004). The relationship between Experience,
Education and Teachers' Use of Incidental Focus-on-Form Techniques.
Language Teaching Research, 8(3), 301-327.

MAXQDA, software for qualitative data analysis, 1989-2013, VERBI Software —
Consult — Sozialforschung GmbH, Berlin, Germany.

Maxwell, J. (2005). Qualitative research design. Thousand Oaks, CA: Sage.

Merriam, S. (1988). Case study research in education. San Francisco, CA: Jossey-Bass.

Mullock, B. (2006). The pedagogical knowledge base of four TESOL teachers. The
Modern Language Journal, 90(1), 48-66.

Myers, 1. (1962). The Myer-Briggs type indicator. Palo Alto, CA: Consulting
Psychologists Press.

Nassaji, H., & Fotos, S. (2010). Teaching Grammar in Second Language Classrooms:
Integrating Form-Focused Instruction in Communicative Context. Taylor &
Francis. Retrieved 1 February 2012, from <http://0-
lib.myilibrary.com.library.unl.edu?ID=304479>

Norris, J. M. & Ortega, L. (2000). Effectiveness of L2 instruction: A research synthesis
and quantitative meta-analysis. Language Learning, 50(3), 417-528.

NCLB Action Briefs. (2013). Retrieved from
http://www.ncpie.org/nclbaction/english_language_learners.html

Nunan, D. (1992). Doing research. In M. Swan (Ed.), Research methods in language

learning (pp. 211-228). Cambridge U.P.


http://0-lib.myilibrary.com.library.unl.edu/?ID=304479
http://0-lib.myilibrary.com.library.unl.edu/?ID=304479

190
Nykiel-Herbert, B. (2008). Constructivist classroom connections. In Reyes &

Vallone (eds.) Constructivist strategies for teaching English language learners
(pp.107-134). Thousand Oaks, CA: Corwin Press.

O’Neill, R. (1994). The myth of the silent teacher. Talk given at Annual IATEFL
Conference, April 1994. Retrieved from http://www.tedpower.co.uk/esl0420.html

Phipps, S., & Borg, S. (2009). Exploring tensions between teachers’ grammar teaching
beliefs and practices. System, 37, 380-390.

Rutherford, W. (1987). Second language grammar: Learning and teaching. New York:
Longman.

Schmidt, R. W. (1990). The role of consciousness in second language learning. Applied
Linguistics, 11(2), 129-158.

Schwartz, D., Bransford, J. D., & Sears, D. (2005). Efficiency and Innovation in
Transfer. In Jose. P. Mestre (ed.), Transfer of Learning: from a modern
multidisciplinary perspective. (pp.1-51). Charlotte, NC: Information Age
Publishing.

Sheen, R. (2003). Focus on form: A Myth in the making? ELT Journal, 57(3), 225-33.

Sheen, R. (2005). Focus on formS as a means of improving accurate oral production. In
A. Housen and M. Pierrard (Eds.), Investigations in Instructed Second Language
Learning (pp. 271-310). Berlin: Mouton De Gruyter.

Shulman, L. S. (1986). Those who understand: Knowledge growth in teaching. American
Educational Research Association, 15 (2), 4-14.

Shulman, L. S. (1987). Knowledge and teaching: Foundations of the new reform.

Harvard Educational Review, 57 (1), 1-22.



191
Spada, N. (1997). Form-focused instruction and second language acquisition: A

review of classroom and laboratory research. Language Teaching, 30, 73-87.

Spada, N. (2011). Beyond form-focused instruction: Reflections on past, present and
future research. Language Teaching, 44(2), 225-236.

Spada, N. & Lightbown, P.M. (2008). Form-focused instruction: Isolated or integrated?
TESOL Quarterly, 42(2), 181-207.

Stakes, R. E. (1995). The art of case study research. Thousand Oaks, CA: Sage
Publications.

Stake, R. E. (2000). Case studies. In N. K. Denzin & Y. S. Lincoln (Eds.), Handbook of
qualitative research (2nd ed., pp. 435-454). Thousand Oaks, CA: Sage
Publications.

Swain, M., Lapkin, S., Knouzi, I., Suzuki, W., & Brooks, L. (2009). Languaging:
Students learn the grammatical concept of voice in French. Modern Language
Journal, 93, 5-29.

Torrance, E. (1980). Your style of learning and thinking, Forms B and C. Athens:
University of Georgia Press.

Troudi, S. (2005). Critical content and cultural knowledge for teachers of English to
speakers of other languages. Teacher Development, 9(1), 115-129.

Tsui, A.B.M. (2003) Understanding Expertise in Teaching. Cambridge: Cambridge
University Press.

Tsui, A. B. M. (2009). Teaching Expertise: Approaches, perspectives and
characterizations. In A. Burns & J. C. Richards (Eds.), The Cambridge Guide to

Second Language Teacher Education, (pp. 190-197). Cambridge, UK: Cambridge



192
University Press.

Tsui, A. B. M. (2011). Teacher education and teacher development. In E. Hinkel (Ed.),
Handbook of Research in Second Language Teaching and Learning, Volume I,
(pp. 21-39). New York: Routledge.

Turner-Bisset, R. (1999). The knowledge bases of the expert teacher. British Educational
Research Journal 25, 39-55.

Ur, P. (2012). A course in English language teaching. (2™ ed.). U.K: Cambridge
University Press.

Verloop, N., Van Driel, J., & Meijer, P. C. (2001). Teacher knowledge and the
knowledge base of teaching. International Journal of Educational Research, 35,
441-65.

Walsh, S. (2002). Construction or Obstruction: Teacher talk and learner involvement in
the EFL classroom. Language Teaching Research, 6, 3-24.

Warren-Price, T. (2003). Action research: Investigating the amount of teacher talk in my
classroom (Unpublished master’s thesis). University of Birmingham, U.K.
Williams, J. (2005). Form-focused instruction. In E. Hinkel (Ed.), Handbook of research

in second language learning and teaching (pp. 671-692). Mahwah, NJ: Erlbaum.

Yates, R. & Muchisky, D. (2003). On reconceptualizing teacher education. TESOL

Quarterly, 37(1), 135-147.



193
Appendices

Appendix A: Teacher Consent Form

English as a Second Language Teacher (ESLT) Adaptive Mindset Regarding Form-
Focused Instruction (FFI) and Student Learning

Purpose:

This study will aim to explore the nature of native ESL teacher expertise pertaining to
teaching grammar in secondary school settings, particularly in meeting individual student
needs in a group instructional context, and the perceptions of ESL students’ of the
instructional options used in teaching grammar. You are invited to participate in this
study because you are teaching ESL in secondary schools and your contribution is
invaluable.

Procedures:

Your participation will involve interviews and follow-up interviews, which should take
30 to 45 minutes, at schools at your choice of time. Within the follow-up interviews, you
will be asked to view or listen to some parts of the four or five video recorded (or audio
recorded) grammar-teaching sessions to provide your thinking for your choice of
teaching options. You will be given a protocol before each interview. These interviews
will happen four or five times and should last 30 to 45 minutes. These follow-up
interviews will be conducted either at the end of the each lesson or the next day in your
available time. Our communication will also involve informal conversations and emails.
The interviews and the informal conversations will be audiotaped with your permission.
Three to four week visit permission to observe and videotape your intermediate and
advanced level classroom teaching related to grammar will be requested. If you prefer
audiotaping will be used. | may take notes during observation of your grammar teaching.
You will also be requested the copies of your instruction materials such as plans, or
documents related to the grammar points you focus, and student work. The last five
minutes of the four or five grammar focused lessons will be requested to be spared for the
investigator to handout blank papers to your students for them to put their opinions about
their learning and understanding of the day’s grammar lesson.

Risks and/or Discomforts:
There are no known risks involved in participating in this research.

Confidentiality:

Pseudonyms will be used to protect your identity. Any information obtained during this
study, which could identify you, will be kept strictly confidential. The data will be kept in
the primary investigator’s password protected laptop and stored in a locked cabinet in the
investigator’s office and will only be seen by the investigators during the study and for
five years after the study is complete. The information obtained in this study may be
published in scientific journals or presented at scientific meetings but the data will be
reported as aggregated data.
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Opportunity to Ask Questions:

You may ask any questions concerning this research and have these questions answered
before agreeing to participate in or during the study. Or you may contact the
investigator(s) at the phone numbers below. Please contact the University of Nebraska-
Lincoln Institutional Review Board at (402) 472-6965 to voice concerns about the
research or if you have any questions about your rights as a research participant.

Freedom to Withdraw:

Participation in this study is voluntary. You can refuse to participate or withdraw at any
time without harming your relationship with the researchers, the principals, the district
office, the school in which has provided permission for the research to be conducted, the
University of Nebraska-Lincoln, or in any other way receive a penalty or loss of benefits
to which you or they are otherwise entitled.

Consent, Right to Receive a Copy:

You are voluntarily making a decision whether or not to participate in this research study.
Your signature certifies that you have decided to participate having read and understood
the information presented. You will be given a copy of this consent form to keep.

Signature of Participant:

Signature of Research Participant Date

Name and Phone number of investigators

Sevda Budak, Ph.D.c., Principal Investigator 402 323-0839
Jenelle Reeves, Ph.D., Secondary Investigator 402 472-2610
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Appendix B. Child Assent Form

Dear Student,

We would like to invite you to take part in this study. We are asking you because you are
an English Language Learner.

In this study we will try to learn about your thoughts and ideas about the grammar lesson
of the day. To do this study, we will give you a blank paper in the last five minutes of each four
or five grammar lessons and ask you to write about what you think you have learned and whether
the lesson has helped you understand the lesson and what you think would help you learn better.
We will also try to talk to you in person to better understand your thoughts either during lunch
hours or at the end of the school day for five or ten minutes. We will have these talks four or five
times. We will also make an audio recording of your speech.

We will not share your speech and thoughts with your teachers or any other persons. The
reason for doing this study is to learn more about your thoughts about the grammar lessons and
how they help you learn.

Your parents will also be asked to give their permission for you to take part in this study.
Please talk this over with your parents before you decide whether or not to participate.

You do not have to be in this study if you do not want to. If you decide to participate in
this study, you can stop at any time.

If you have any questions at any time, please ask one of the researchers.
IF YOU SIGN THIS FORM IT MEANS THAT YOU HAVE DECIDED TO

PARTICIPATE AND HAVE READ EVERTHING THAT IS ON THIS FORM. YOU AND
YOUR PARENTS WILL BE GIVEN A COPY OF THIS FORM TO KEEP.

Signature of Subject Date
Signature of Researcher Date
RESEARCHERS

Sevda Budak, Ph.D.c. Phone: 402 323-0839

Jenelle Reeves, Ph.D. Phone: 402 472-2610
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Appendix C. Youth Assent Form

Dear Student,

We are inviting you to participate in this study because you are an English
Language Learner.

First, we will give you a blank paper in the last five minutes of each four or five
grammar lessons and ask you to write about what you think you have learned and
whether the lesson has helped you understand the grammar point(s) and what you think
would help you learn better. We will also try to talk to you in person to better understand
your thoughts either during lunch hours or at the end of the school day for five or ten
minutes. We will have these talks four or five times. We will also audio record of your
responses.

Being in the study will not have direct benefit to you, but it may help us learn
more about your thoughts and ideas about the grammar lessons and how they help you
learn. In addition, you may have the opportunity to evaluate your own learning while
talking about your thoughts.

You may feel uncomfortable sharing your thoughts, but your responses will be
strictly confidential. We will also use fictitious names to protect your identity. We may
publish a summary of everybody’s responses or present such a summary at a scientific
meeting, but your identity and responses would be totally confidential.

We will also ask your parents for their permission for you to do this study. Please
talk this over with your parents before you decide whether or not to participate.

You do not have to be in this study if you do not want to. If you decide to
participate in this study, you can stop at any time.

If you have any questions at any time, please ask one of the researchers.

IF YOU SIGN THIS FORM IT MEANS THAT YOU HAVE DECIDED TO
PARTICIPATE AND HAVE READ EVERTHING THAT IS ON THIS FORM.
YOU AND YOUR PARENTS WILL BE GIVEN A COPY OF THISFORM TO
KEEP.

Signature of Subject Date
Signature of Researcher Date
RESEARCHERS

Sevda Budak, Ph.D.c. Phone: 402 323-0839

Jenelle Reeves, Ph.D. Phone: 402 472-2610



197
Appendix D. Parental Informed Consent Form

Purpose:

This project will aim to explore English as a Second Language (ESL) teacher expertise

regarding grammar teaching methods and student perspectives of these methods in their
understanding. Your child/legal ward is invited to participate in this study because they
are secondary school English language learners.

Procedures:

They will be asked to write about their thoughts about the grammar lesson of the day on
papers provided by the investigator in the last five minutes of the four or five lessons.
The investigator would also want to converse with your child/legal ward at school for
five or ten minutes either during lunch hours or at the end of the school day to clarify
their ideas. These conversations will happen four or five times and will be audio-
recorded. The investigator may also ask your student work from the teacher to compare
the learning achieved on that particular grammar point and the student perspective.

Benefits:

This study may help us understand the nature of ESL teacher expertise regarding
teaching language form in a classroom context and explore the teacher and the student
perspectives of student learning. There are no direct benefits to your child/legal ward as a
research participant; however, this study may also provide them an opportunity to reflect
on their own learning while talking about their thoughts.

Risks and/or Discomforts:
There are no known risks or discomforts associated with this research.

Confidentiality:

Pseudonyms will be used to protect your student’s identity. Any information obtained
during this study, which could identify them, will be kept strictly confidential. The data
will be kept in the primary investigator’s password protected laptop and stored in a
locked cabinet in the investigator’s office and will only be seen by the investigators
during the study and for five years after the study is complete. The information obtained
in this study may be published in scientific journals or presented at scientific meetings
but the data will be reported as aggregated data.

Opportunity to Ask Questions:

You and your child/legal ward may ask any questions concerning this research and have
these questions answered before agreeing to participate in or during the study. Or you
may contact the investigator(s) at the phone numbers below. Please contact the
University of Nebraska-Lincoln Institutional Review Board at (402) 472-6965 to voice
concerns about the research or if you have any questions about your child’s/legal ward’s
rights as research participant.
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Freedom to Withdraw:
Participation in this study is voluntary. You and your child/legal ward can refuse to
participate or withdraw at any time without harming your and their relationship with the
researchers, their teachers, the school in which has provided permission for the research
to be conducted, the University of Nebraska-Lincoln, or in any other way receive a
penalty or loss of benefits to which you or they are otherwise entitled. Also, their grades
will not be affected by their participation or withdrawal from the research.

Consent, Right to Receive a Copy:

You are voluntarily making a decision whether or not to allow your child/legal ward
participate in this research study. Your child/legal ward will also agree to be included
within the study by providing assent if they are above the age of seven years old. Your
signature certifies that you have decided to allow them to participate having read and
understood the information presented. You will be given a copy of this parental/legal
guardian consent form to keep.

Name of Child to be included:

(Name of child: Please print)

Name & Signature of Parent/Legal Guardian:

(Name of Parent/Legal Guardian: Please print)

Signature of Parent /Legal Guardian Date

Name and Phone number of investigators

Sevda Budak, Ph.D.c., Principal Investigator 402 323-0839
Jenelle Reeves, Ph.D., Secondary Investigator 402 472-2610
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Appendix E. Stimulated Recall Protocol for Video-Recorded Lessons

We are going to watch a partial segment of the video recording of the grammar lesson
you have given. The purpose of this interview is to help you remember what you were
thinking during this particular teaching moment. Try to remember what was on your
mind at that moment and tell me to stop when you are ready to report your thinking.
Please, tell me everything on your mind and remember that | am not interested in what
you think right now, but what you were thinking at that teaching moment you see in the
video.

You can watch the segment as much as you want if you think that is necessary for you to
recall your thinking of the moment. Whenever you are ready, | will listen and audiotape
your verbal report. | will also take notes. Perhaps, | will ask some questions to clarify my
understanding.

This videotape and the following audiotape of the interview are strictly confidential.
Pseudonyms will be used to protect your identity and other than the investigators, no one
will have access to this information. If you have any questions at any moment, please ask.
Thanks for your invaluable participation once again.

Shall we begin?
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Appendix F. Stimulated Recall Protocol for Audio-Recorded Lessons

We are going to listen to a partial segment of the audio recording of the grammar lesson
you have given. The purpose of this interview is to help you remember what you were
thinking during this particular teaching moment. Try to remember what was on your
mind at that moment and tell me to stop when you are ready to report your thinking.
Please, tell me everything on your mind and remember that | am not interested in what
you think right now, but what you were thinking at that teaching moment you hear in the
recording.

You can listen to the segment as much as you want if you think that is necessary for you
to recall your thinking of the moment. Whenever you are ready, | will listen and
audiotape your verbal report. | will also take notes. Perhaps, I will ask some questions to
clarify my understanding.

This audiotape and the following audiotape of the interview are strictly confidential.
Pseudonyms will be used to protect your identity and other than the investigators, no one
will have access to this information. If you have any questions at any moment, please ask.
Thanks for your invaluable participation once again.

Shall we begin?
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Appendix G. Interview Protocol for Teachers

-Can you tell me your history in becoming an ESL teacher? How long have you been
teaching? What levels? And what are you teaching now?

- How do you choose your approaches in teaching grammar? What do you consider?
What do you take as a basis in your choice of instruction? What factors shape your
grammar teaching instruction?

- What are the dilemmas you face in teaching grammar? What are the challenges you
encounter?

- How do you come to know your students? How do you understand their grammar
knowledge/level? What is important for you to know about your students to address their
needs?

-How do you address your individual student needs? What do you consider in addressing
individual student needs, level of proficiency, emotions? Which comes first?

- How do you address your group of students’ needs? What do you consider when
attending these collective students?

-How do you balance your instruction towards your students?

-How do you understand whether your students have understood the lesson you
presented? What do you do to check in their understanding? What do you do if the target
outcome is not achieved?

Appendix H. Interview Protocol for Students

-What do you think you learned today?

-What do you think about today’s instruction? Did it help you understand today’s lesson?
If not, what do you think could be different? What would have helped you understand
better?



Appendix I. Student Survey
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1. How confident do you feel in your ability to use | a) not confident at all b) very unsure
PP PP PP PP "?
¢) somewhat unsure d) pretty sure
e) relatively sure f) very sure
2. How well did you understand ..................... a) very well  b) somewhat
(7

¢) not very much d) not at all

3. In the lesson, what helped you the most to

understand ...

4. In the lesson, what did the teacher do to help you

UNAerstand. ...

5. What more could have helped you to

understand (learn) better

6. What did you find confusing during or after

teaching?

7. What questions do you still have if any about




