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Abstract

With a growing number of English Language Learners (ELLs) in the United States, teachers must understand their specific needs and differences.  However, once teachers have educated themselves, they must also become reflective practitioners working to analyze their own teaching to make sure that it too reflects the research.  In my experience of observing ELL teachers I have found that their own practices infrequently aligned with research.  In order to ensure that my own teaching practices do not fall into this pattern, I planned, taught and videotaped a lesson (see Appendix D) on adverbs to a third grade sheltered instruction class of ELLs.  Incorporating kinesthetic, visual and aural elements into the lesson, I was able to cater to the students’ multiple learning styles.  Constrained by time and subject material, I was able to make connections to students’ background experiences yet felt that I would have needed to place the adverb lesson in a larger themed unit in order for my students to make meaningful cultural connections.  Using an observational protocol (see Appendix C) while reviewing my videotaped lesson, I analyzed my own teaching practices and applied them to research.  I found that my teaching could improve by giving students opportunities to work collaboratively and providing sufficient wait time.  Differentiation of the summative assessment, a worksheet where students identified verbs and adverbs, gave all of the students opportunities to show what they learned.  After the lesson concluded, I interviewed a student to learn more about the learner context as well as her understandings and misconceptions.  Although she felt happy to be called on and always felt that she had enough time to think before responding, she had many misunderstandings about adverbs, including confusing them with other major classes like verbs, nouns and adjectives.  My experience in this project has shown me that often times, even educated teachers may feel like they are implementing the best practices yet are still falling short in doing so.  Reflecting on the lesson that I taught has begun my process of analyzing and modifying my teaching so that it aligns with the latest practices based on quality research.   
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To What Extent Does My Interaction with and Instruction of English Language Learners Align with Research?
Conceptual Work
Nowadays, language diversity in the United States is ever-present and continues to grow.  The “2000 U.S. Census reports that close to 10 million (9,774,099) 5- to 17-year-olds in the United States, about 20% of the school-age population, speak a language other than English at home” (García, 2005, pp. 4-5).  With such a large population of English Language Learners (ELLs), it is imperative that teachers are trained in order to best meet the learning goals of these students which consist of the mastery of both language and content.  According to a 2002 survey, “more than 40 percent of all teachers in the nation reported that they taught students who were limited in their English proficiency, yet only 12 percent of those teachers had eight or more hours of training in how to teach these students” (Nieto & Bode, 2008, p. 237).  
Although I have been thoroughly trained in teaching ELLs, I know that I must constantly evaluate whether what I do in the classroom is reflective of what research outlines to be effective practices to promote interaction with these learners.  Researchers say that “classroom talk, including especially the kind of interactions that foster discussion, is a primary means of helping our students understand diverse views as well as build conceptual understandings about subject matter” (Townsend & Fu, 2001, p. 110).  Positive interactions in the classroom can truly support the development of students’ language and content skills.  However, “educational practices that ignore or negatively regard a student’s native language and culture could have negative effects on the student’s cognitive development” (García, 2005, p. 33).  Thus, interactions must be carefully planned for and reflected upon by teachers of ELLs so that the practices actively contribute to students’ achievement in school.   Beginning the journey of connecting current research to my practices in the classroom is the first step to becoming a reflective practitioner, always looking for ways to improve the tight connection between the two so that my students can master both language and content areas.   

Classroom Overview

	I taught my lesson on adverbs in a third grade classroom at Tusculum Elementary School in Nashville, Tennessee where I had previously done practicum work.  Although many students moved in and out of the classroom while I worked at Tusculum, when I taught this specific lesson there were thirteen students in the third grade class.  Eight of these students spoke Spanish as their first language (L1).  Two students spoke Nepali, one spoke Vietnamese, one spoke a language used in Burma unspecified by my cooperating teacher, and one spoke Karen.  Seven of the eight native Spanish speakers had been in school at Tusculum since kindergarten.  The eighth Spanish speaking student arrived in January of 2010 from another school in the Metropolitan Nashville Public School District.  Prior to being at this school, he lived in Mexico.  Both students who spoke Nepali were refugees from Bhutan.  One arrived in May of 2009 and one arrived in the spring of 2010.  The two Burmese refugees had both been in the Newcomer’s Center the year before.  Finally, the student who spoke Vietnamese came to Tusculum in second grade from Vietnam.  All of the names used throughout this analysis are pseudonyms to protect the privacy of the students. 

Professional Knowledge: Curriculum

Planning and Design

	In planning my lesson on adverbs, I chose to use elements of the Sheltered Language Instruction Protocol Model (SIOP) (Echevarría, Vogt, & Short, 2010).  To begin I used two questions to hook students’ interests.  I asked the students “Have you ever had an experience where someone told you to do something but you were confused and didn’t know what to do?”  Then, I planned to ask why they might have been confused.  Moll, Amanti, Neff, and Gonzalez (1992) went to students’ homes and interviewed family members to understand students’ lives outside of school and make connections between home and school.  Upon interviewing many families, the researchers found that students had funds of knowledge or understandings about life experiences that were often not brought into the classroom (Moll et al., 1992).  By drawing out students’ prior experiences and interests, I planned to uncover students’ funds of knowledge making them visible and using them as a starting point for my lesson.    
	Then, I chose to connect students’ experiences to the idea that when they were confused they might not have known how, where, or when to do something.  Geneva Gay (2002) describes culturally relevant teaching which includes cultural scaffolding.  Cultural scaffolding and connecting students’ experiences to new ideas is crucial in order to “expand their intellectual horizons and academic achievement” (Gay, 2002, p. 109).  Next I would introduce the objective of the lesson telling students that they would be learning about adverbs, or words that described verbs telling how, where and when to do them.  Kumaravadivelu (1991) researched to understand the differences between teachers’ intentions and learners’ interpretation of these intentions.  In his study, the teacher’s objective was to have the ELLs use advertisements as a way of understanding the words ‘too’ and ‘enough.’  Kumaravadivelu found ten reasons why students misunderstood, one of which was pedagogic confusion which is exemplified by the following conversation:
Episode 4
Tl What do you think is the purpose of this lesson?
S3 So that we can make the right choice . . . how to buy through newspaper ads . . .
S4 Increase vocabulary . . . and learn English . . .
Tl Learn English? By what . . . by practising? By what?
S3 By conversation . . . and writing.
Tl OK, do you think there is any one thing, one grammar thing we were working on?
S4 Yeah.
Tl What part of grammar do you think?
S4 What part?
Tl Yeah, what part of grammar do you think we were working on?
S4 Capital... uh . . . comma . . .
Tl What do you mean?
S4 No, not too much grammar . . . vocabulary. (pp. 5-6)
In this conversation it is clear that the students did not understand the point of looking at the advertisements and therefore did not understand what the teacher initially intended them to do.  This highlights the importance of setting clear objectives in lessons.     
	Next, I designed an opportunity for students to reflect on their native languages, thinking about whether they had adverbs and coming to the board to write some of the examples that they could think of in their native languages.  According to Lucas and Katz (1994), “native language use and development have psychological benefits in addition to serving as practical pedagogical tools for providing access to academic content, allowing more effective interaction, and providing greater access to prior knowledge” (p. 539).  Validating students’ native languages and showing them that their L1 is a tool that they bring to learning is crucial to their success in schools (Nieto & Bode, 2008; Gay, 2002; Thomas & Collier, 1996; García, 2005).
	In the second part of the lesson, I planned to have students stand behind their desks.  I would tell them a sentence and they would think about what the action verb was, or what they could act out.  Then, the students would act it out.  They would decide in small groups whether the sentence told them how, where, or when to do the action and then they would go to the corner of the room with the respective label (how, where, when).  Small group work such as this allows students to negotiate the content material while developing their language skills (Echevarría & Graves, 1998).  In addition, small group work can create less threatening environments for students to discuss material.  
	Finally, the students would report which word was the verb and which was the adverb and these answers would be recorded in a chart on the board.  For example, I would ask students to “walk quickly.”  Before they did anything, they would think what action they would do and then do the action, walking quickly around the room.  Next, they would decide in small groups that quickly told them how to walk and would go with their group to the corresponding corner of the room labeled ‘how’.  Finally, the students would identify the word that told them which corner to go to (the adverb quickly).  
	The last step of the lesson that I planned was a summative assessment.  This was a short worksheet with five sentences.  The students would read the sentences, underline the verb and circle the adverb.  Also, the words “how, where, and when” were written on the sheet.  The students would circle one of the options that described what the adverb was telling about the verb.  I would collect the worksheets and then ask the students to tell me what adverbs were as a conclusion to the lesson.  Ultimately, this assessment would guide my future instruction because as Wiggins (1998) notes, the goal of assessment should be “to educate and improve student performance, not merely to audit it” (as cited in Pellegrino, Chudowsky, & Glaser, 2001, p. 221).   
Accommodations.

	In order to accommodate the various needs of my students and their different levels of English language, I used differentiation techniques.  One important aspect of differentiation is that the material that the students are learning does not have to be varied but rather the amount of support that they are given to access the material can differ.  The Center for Intercultural and Multilingual Advocacy (CIMA) at Kansas State University suggested ways to accommodate ELLs’ needs in the classroom.  One of these accommodations was varying the level of support that students receive (as cited in Echevarría et al., 2010).   In the final assessment, I used the same five sentences for each of the students.  However, some of the students had all of the verbs underlined, a few had half of the verbs underlined and others had no support.  An example of the middle level differentiated worksheet is shown in Appendix A.  

Content and Language

	One of the biggest differences between teaching native English speakers and ELLs is that ELLs are learning the English language while they are learning content material.  A misconception among many people is that good teaching for native English speakers is equally as good for ELLs (Harper & de Jong, 2004).  However, if content material is not taught simultaneously with language, these students will fall behind their native English speaking peers.  Likewise, if content material is only taught without linguistic considerations, students will not have adequate access to it.   In addition, not teaching content material to ELLs would suggest that these students were incapable of learning which parallels the deficit notion of thinking and is simply not true.  These students are perfectly capable of learning content material but must negotiate language in the process.
	For this lesson, I used Tennessee ELL standards.  Ever since No Child Left Behind, curriculum that students are taught is guided by standards and ELLs are no exception.  The four language arts standards for ELLs cover reading, writing, listening and speaking.  The Tennessee Department of Education (n.d.) standards that this lesson addressed were as follows:
	L.1 Comprehend spoken instructions
	R.8 Analyze style/form
W.4.1 Correctly use parts of speech, including making them agree (e.g., regular and
irregular plurals, adjectives, prepositions and prepositional phrases, pronouns,
	adverbs, and noun phrases).
	S.1 Establish a verbal connection with an interlocutor in order to talk about something.
	S.2 Provide basic information on a relevant topic in a conversation. (pp. 6-9)
My objectives for the lesson were for students to understand what adverbs are and why they are important.  In addition, the students would be able to identify both verbs and adverbs in a sentence.  The students would justify their choice of adverb by identifying the question word the adverb told about the verb (either how, where, or when to do something).  

Constraints

	Because I was not working in my own classroom, there were many constraints that I had to work with.  These are important to point out because many of the instructional decisions that I made were not ideal but were limited by these constraints.  The biggest issue that limited what I was able to do with my students was time.  The teacher that I worked with throughout the semester in my practicum experience gave me only thirty minutes to teach the students about adverbs.  Because I was only teaching in this short amount of time, my lesson could not tie to a broader thematic unit (Peréz & Torres-Guzmán, 2002; Wiggins & McTighe, 2005).  The other limitation to the lesson was that I had no choice in the content that I taught.  My cooperating suggested that I teach about adverbs which in and of itself was an isolated skill unrelated to a broader theme or unit that the students were learning about in class.  Taba (1966) “advocated teaching to the deeper understanding and main ideas (transferable, conceptual understandings), rather than focusing solely on a superficial coverage of factual information” (as cited in Erickson, 2007, p. 25).  The final constraint that influenced what I chose to do during the actual lesson was the way the room was set up.  During the entire semester that I was working with this class, the desks were grouped in fours to make tables.  However, when I arrived to teach my adverb lesson, the teacher had rearranged their desks into a u-shape.     
Modifications.

	Although I had thoroughly planned the lesson, when I actually taught it in the third grade classroom I made some spur of the moment modifications based on what was happening.  The first change that I made was to eliminate asking students if they had adverbs in their native languages.  Cook (2001) discusses making L1 connections that are meaningful based on four criteria.  These criteria are efficiency, learning, naturalness, and external relevance.  Had this lesson been taught in my classroom and I was able to teach about adverbs in a series of lessons, I would have incorporated the L1 connections once the students had a stronger grasp of adverbs.  Introducing the connections at the specific point in the lesson that I had planned to would not have been natural and could have actually confused the students more than it would have supported their understanding.  I could sense that students did not have as much background knowledge about adverbs as I had thought based on the few responses I received to my initial questions and therefore did not think the native language connections would have been smooth or comprehensible (Cook, 2001).  
	Originally, I planned for the students to work in their small table groups to discuss whether the adverbs told how, where or when to do the verb.  Then, the groups would go to the different corners of the room that they believed most accurately reflected the category of adverb.  However, when I arrived to the classroom, the desks were all put together in one big u-shape which really made group work difficult.  Therefore, I made an impromptu decision to have students work individually.
	The final modification I made to the lesson was that instead of having all of the students read the sentences on the assessment worksheet by themselves, I read them aloud.  With such a variety of reading levels in the class, I thought this would be beneficial.   As a result, I could be sure that students were not misrepresenting their choices of adverbs and verbs because of reading difficulties and I was truly looking at their understanding.

Professional Knowledge: Learner

Knowledge of Students

	It is crucial that teachers consider their knowledge of their students when planning lessons.  Fortunately I had the opportunity to work in the third grade classroom that I taught my adverb lesson in for about 40 hours before I taught the actual lesson.  This gave me the distinct advantage of getting to know the students.  I got to know both what my students enjoyed doing as well as their interests and personalities.  I also observed their learning styles and how they reacted to different lessons that my cooperating teacher or I taught.  Researchers say that teachers should “select from and adapt materials to suit their own students” (Ball & Cohen, 1996, p. 6).  In this case, I worked to adapt the lesson to appeal to the different learning styles of my students.  According to Reid (1995) this is imperative because students have “natural, habitual, and preferred [ways] of absorbing, processing, and retaining new information and skills” (as cited in Lightbown and Spada, 2006, p. 59).  
	When I first observed in this third grade class, I saw the teacher use music and dancing as a means to refocus the students’ attention.  I was also able to observe the students’ joy in moving around the classroom after sitting for awhile.  Therefore, I chose to design this lesson with kinesthetic elements, allowing the students to get up and move around.  In addition, most of the lesson consisted of oral communication appealing to the aural learners.  I paid careful attention to documenting all of the students’ responses in a table on the board to cater to the visual learners in the class.  By incorporating these aspects that appealed to various learning styles, the students had multiple means of accessing the material.  

Student-Teacher Engagement

	Recognizing Individual Contributions.

	How a teacher interacts with his/her students is imperative to a successful lesson.  In order for a lesson to be effective, the teacher must work to recognize individual students’ contributions to the group.  This helps to build students’ confidence and show them that they are an important member of the group.  Chamot (2006) noted how this confidence leads to self-efficacy in the classroom and “self-efficacious learners feel confident about solving a problem because they have developed an approach to problem solving that has worked in the past” (p. 189).  Throughout various parts of my adverb lesson, I recognized students’ individual contributions.  At the very beginning I asked students to recall what an adverb was after the teacher had asked them the same thing before I started my lesson.  When I asked the students the second time I said “I know that Marcos knows because he just told us” showing the student who answered the question originally that I recognized his previous role as important.  	After watching the video of my teaching, I noticed that I used students’ names to connect the group’s thoughts.  Coelho (1994) suggests learning and using students’ while pronouncing them correctly as a means to “make the classroom program an inviting, inclusive, culturally sensitive learning environment for all children” (p. 316).  For example, when I asked students about a pattern that they saw with adverbs, a student stated her response and then I responded “Oh, Maya sees an      -ly.”  In a later example, I asked the students to tell me what an adverb was.  Instead, a student told me what the specific adverb in the sentence we were looking at was.  Instead of telling him he was wrong, I rephrased the question and asked it again.  When a different student said the general definition of an adverb, I tied the first students’ response in saying “So David is right, it is our adverb.”       
	
	Providing Personal Support.

	Naturally in the course of a lesson, not every student is going to understand everything that is said.  Although the ultimate goal is for every student to succeed and understand the objectives, this is not likely to occur without some sort of support.  Vygotsky (1978) labels this level of support ‘scaffolding’ where the teacher provides assistance to help an individual do something just beyond his/her independent level (as cited in Echevarría et al., 2000). One example of how I provided personal support in the lesson is shown in the transcribed conversation below (T: Teacher, S: Student):
	T: Who can tell me what our verb in our sentence is if I have you talk quietly?  What are 
	you doing?   
	S: Quietly.
	T: Okay, can you, if I said “quietly” can you do that?
	S: No.
	T: So, what were you doing?
	S: Talking.
	T: Right, I saw you talking!
Antón (1999) transcribes an interaction between a teacher and students showing how simplifying the tasks for a student gives him/her support and allows the student to begin to self-correct.  Another example highlights how I provided support for a student and did not give up on his incorrect answer but rather had him construct a more thought-out response, giving him a chance to succeed.  In my lesson, I asked this student what the verb was when I said “jump slowly.”  He said something and I asked for clarification twice but his response was inaudible.  Instead of moving on to another student, I said the sentence again and asked him what he would be doing if he had to show me the sentence.  Then, he responded “jumping.”  Instead of giving up on his answer because I could not hear it, I gave him the opportunity to be successful.  

Student-Student Engagement

	Unfortunately due to the decision I made to not spend time rearranging desks or finding places in the room to have groups discuss what the adverb told about the verb in small groups, there was virtually no student-student interaction in this lesson.  Student-student engagement is crucial because it can help students to negotiate the content material while negotiating meaning in their second language (L2).  Swain and Lapkin (1998) studied two students’ interactions while learning French in a French immersion setting.  In one conversation in French that the two students had, Rick wanted to use the word ‘pillow’ in a sentence but did not know the word and asked Kim.  She told him but also used the word later in the conversation, helping Rick to see the word in a natural context.  The importance of this interaction is clear in that Rick is learning the language through negotiating meaning of the task. 

Body Language
	
	Body language is important for ELLs because they may pick up visual cues from body language that help them to understand aspects of lessons.  Throughout the lesson, I occasionally crossed my arms which sent an uninviting and closed message to students.  McCafferty (2002) researched the role of gestures and how it can create a zone of proximal development between ELLs and interlocutors.  He found that because students’ verbal abilities may be developing, they use and interpret gestures in order to communicate.  Therefore, it would be beneficial for teachers of ELLs to use more gestures in creating co-constructed interactions.  
	Other than crossing my arms, my body language as well as the students’ was positive.  When one student did not seem like his usual self during the lesson I bent down and talked to him on his level to make sure he was okay.  Students excitedly raised their hands during the lesson.  Due to the kinesthetic nature of the lesson, there was much teacher and student movement about the room.  After the students moved to certain corners of the room, I followed them towards the corner so that I could talk to them more closely.  As the students were directed to perform certain actions (like walking quickly) they smiled as they moved about the room, showing their excitement for the task at hand.         

Discourse

	During the lesson, the structure of the conversation was patterned by me asking a question, a student’s short response and then my further explanation.  There was little to no discussion and there was a lot of teacher talk around directions.  In addition, I noticed that most of the time I was referring to adverbs and verbs with few examples of specific adverbs and verbs which could have created a heavy linguistic load for some of the students and made the input less comprehensible (Echevarría et al., 2010).  
	In terms of wait time, table one shows the number of instances of certain wait times in seconds throughout the lesson.  Only questions where I called on someone after I asked the question were considered. 
	Table 1

Number of Instances of Wait Time in Seconds


	Wait Time in Seconds
	1
	2
	3
	4
	5+

	Number of Instances in Lesson
	20
	4
	2
	2
	6


   
As is clearly visible from the chart, more than half of the time I waited for only one second before calling on a student.  Like in many classrooms in the United States, there were few instances where my wait time was adequate, especially for ELLs who need even more time to process the language and then formulate their responses (Echevarría et al., 2010).  This is particularly striking data to me because during the lesson I felt like I was waiting a very long time after each of my questions.  As a result of the short wait time, the pace of the lesson was rather quick and new questions and examples were introduced pretty frequently.  Ironically, when I interviewed a student at the end of the lesson (see Appendix B), she said that she felt like she has enough time to think before I call on her or someone else in class.  However, this is only one student’s opinion in the class and chances are many others did not feel the same way.  
Overall, most of the questions that I asked were very literal and looked for one specific answer.  Brock (1986) studied four classrooms, two of which had teachers who were trained to ask referential as opposed to display questions.  Brock wanted to study the effect that these questions had on the discourse of the classroom.  Not only did she find that the teachers who were trained in asking referential questions used these questions more, but also that “learners’ responses to referential questions were on average more than twice as long and more than twice as syntactically complex as their responses to display questions” (Brock, 1986, p. 55).  The only higher order questions that I asked involved challenging students to look for a pattern in the adverb examples we had on the board and to see with each example whether or not their pattern was working.  Some of the other questions included, “What would you do?  What’s our verb? Did I tell you when to jump, where to jump or how to jump?”    
	Because I asked very literal questions that required only short answers, I also talked the majority of the lesson.  Had I been able to split the students into small groups, student-student engagement would have improved as a result of their interactions.  According to Ernst (1994) these interactions would allow the students to “develop increasing facility in all language modes and increasing control over social interaction, thinking and learning” (as cited in Ernst-Slavit, Moore, & Maloney, 2002, p. 116).  Because the students would have more control over their thinking and learning, I would have been able to use the vocabulary of thinking with the students (Ginsburg, Jacobs, & Lopez, 1998).  There was only one instance when students were exposed to the vocabulary of thinking.  In this case I asked students to think in their head about whether the sentence told them when, where or how to do the verb.  

Professional Knowledge: Learning Context

Program Model

	The type of instruction that was provided to these students was sheltered language instruction meaning that the ELL classes were composed entirely of ELLs with no native English speakers.  All content classes in this context though are planned specifically with ELLs in mind (Samway & McKeon, 2007).  Researchers studied different types of programs for ELLs and found key characteristics to successful programs.  The schools that had students flourish academically in high school and higher education integrated their ELLs with native English speakers in the schools (Thomas & Collier, 1996).  Unfortunately, because of the sheltered language model used at Tusculum, the students in this third grade class were only exposed to native English speakers during special periods like gym and art.

Management Techniques

	The management techniques that I used throughout this lesson were very basic because the class I worked with was always very well behaved and pleasant to teach.  Simple reminders like saying “raise your hand” when students were starting to say their answers out loud helped remind students to give everyone in the class a chance to speak and be called on.  At other times when I wanted everyone to come back together and listen I would say “I’m going to wait until everyone is nice and quiet” and then begin when they were.  At the end of the lesson, I combined highlighting students’ contributions to the lesson with a management technique after I asked students what an adverb was.  As students began to raise their hands I would say “I see a couple of people who are thinking about what an adverb is.”  Anderson (1980) found that these simple techniques lead to the development of “cognitive ‘scripts’ for management that [appear] to free mental ‘space’ to think about subject, task, design, and what pupils were learning from those tasks” (as cited in Hollingsworth, 1989, p. 176).  
	The only instance when students were talking about something other than the lesson was when three boys at their desks began talking.  This was right after I asked the class to think about what an adverb was to conclude the lesson.  I simply listed their names and I said “I hope you are thinking about what an adverb is.”  Instead of reprimanding them, this was a positive way of redirecting their attention.  Then, when they raised their hands I called on them, making sure to give them the opportunity to show me that they corrected their behavior and were in fact back on task.  It was important for me to give them opportunities to succeed in the lesson despite their limited off task behavior.  Success contributes to students’ school identities and can help them to develop good self-concepts (Nieto & Bode, 2008).

Group Norms

	Many groups norms had been previously established in this third grade classroom that were also evident after watching the videotaped lesson.  The management techniques that I used were typically in response to students talking when they should have been working and the directions did not involve group discussion.  This creates a group norm that when students are doing their individual work (not group work) they should be quiet.  In addition, when students all began calling out answers, I would ask them to raise their hands.  This establishes the norm that everyone should take turns in the classroom.  In addition it shows that everyone’s thoughts are valued and by raising their hands, the students can allow their classmates time to think before they say the answer after they are called on.  With ELLs, it is imperative that group norms are flexible because different cultures place different values on behaviors that may not be honored in school.  In Townsend & Fu’s case study (2001) case study, they found that Paw, a young Laotian woman, was quiet in the classroom because of cultural codes.  In order for students like Paw to be successful in schools, group norms should be flexible so that just one type of student, students who talk in class for example, are not valued or treated as a behavior problem.      
	When I interviewed a student after the lesson was over, I asked her how she felt when I called on her.  She responded that she was happy because she could answer my question.  This shows me that this student views being called on as a way for her to show what she knows instead of as a means of catching students who are off task or do not know the answer.  The group norm that was created was that students got called on in order to show the teacher what they understood.  

Parents and Community

	Unfortunately, one of the drawbacks of working in a classroom that was not mine was not having direct contact with the parents and family members of my students.  Involving families in their students’ schooling is crucial because “parents who are knowledgeable about the school’s expectations and the ways in which the school operates are better advocates for their children than parents who lack such skills” (Delgado-Gaitan, 1991).  The only parent that I directly met was one father because he brought his son to school on his first day because I happened to be in the classroom that day.  Although I have been out in the community where the school is, I never had the opportunity to bring the community into the classroom in my thirty minute lesson.  
	Had I been given more time and had my own classroom, I could have brought community texts in various languages including English into the classroom and had students look for adverbs in the texts.  This would be beneficial because it helps to strengthen relationships between students and teachers, can be familiar to students and also brings in diverse viewpoints to the classroom (Jiménez, Smith & Teague, 2009).  In addition, the parents in my classroom could be used as linguistic and cultural resources, coming into the classroom and communicating with me as experts of their own language and culture.  This would not only help to incorporate families into the school curriculum but also would validate the individual student’s home life, L1, and culture (Peréz & Torres-Guzmán, 2002).  

Professional Knowledge: Assessment

Pre, Formative and Summative Assessment

	Assessment is a crucial tool not only for finding out what students know before, during and at the end of a lesson but also as a means to guide further instruction.  Because of assessment, teachers make decisions about what to focus on, where to move next in lessons and what needs to re-taught.  Assessment is especially crucial for ELLs because teachers may have to use daily assessments in order to make critical decisions that affect their students (Gottlieb, 2006).  At the beginning of this lesson, I chose to ask the students what an adverb was in order to see their beginning understandings.  I had talked with my cooperating teacher prior to the lesson and she said that they had looked at adverbs before but I was not sure how in depth they had gone.  After asking the students and not receiving an overwhelming response (with few students raising their hands sharing their understanding) I could tell that their understanding was basic.  
	Throughout the lesson, I used questioning as a formative assessment and observed the students as they moved about the room.  Observational assessments are beneficial throughout lessons because they document the students’ performance while completing certain activities (Brantley, 2007).  I was able to see some students who took longer than most of the group to decide which corner of the room to go to and some who needed to have me talk through their choices with them, asking them questions like “Did I tell you where to jump, when to jump or how to jump?”  
	As a summative assessment, I chose to use a short worksheet to see if students could transfer what they were doing in class to written language.  The teacher told me that she wanted students to be able to identify adverbs in sentences and therefore I thought it would be a good idea to practice transferring their knowledge to reading specific sentences.  This also allowed me to collect the worksheets so that I could review any misunderstandings or patterns in order to examine the evidence of learning in the lesson and see how effective the lesson was.  When I walked around the room to answer students’ questions throughout the lesson, I found that many students could identify the adverb but had to be asked “does that tell us how, where or when” in order to correctly identify what the adverb told us about the verb.  This simple prompting allowed them to be successful.  In addition, after reviewing the worksheets, I saw that when students got an answer incorrect, they often underlined a noun instead of a verb.  For example, one student identified ‘sister’ as the verb in the sentence ‘My little sister runs fast.’  This shows confusion of verbs with other major classes which I also saw when I interviewed the student after the lesson as well.  It should be noted that only a few students did this in one or two of their sentences and overall most students completed the worksheet correctly with minimal prompting from me.

Student Interview after Lesson

	Interviewing a student after the lesson provided me with detailed insight into her understandings and misconceptions of adverbs (see Appendix B).  When she defined adverbs, she said they are what you are doing which, in the context of the lesson, was actually the definition we used for verbs.  Then, she said that a verb describes a noun.  A few weeks before, I had taught the students a lesson on adjectives which are what actually describe nouns.  This student was confusing adverbs and adjectives and also verbs and adverbs.  
	As the interview continued, she was able to recognize the pattern that we found in adverbs: that a lot but not all of them end in –ly.  However, when she came up with an example of an adverb on her own that did not end in –ly she said “went” which shows her confusion of adverbs and verbs once again.  Although I am not familiar with the specific word she used after ‘camina’ to show the phrase ‘walk quickly’ in her native language, Spanish, from my own knowledge of the language, where she placed the adverb was correct.  She was also able to identify the word ‘quickly’ that she used in Spanish as the adverb and ‘camina’ as the verb showing that she does have some concept of the verb and adverb in Spanish.  This is a crucial step towards understanding because “children who do not understand the relationship between their first and second languages often experience more difficulty with English literacy than those students who view their native tongue as a source of strength” (Jiménez, 2004, p. 578).    
	When the student began to identify the verbs and adverbs in the three sentences that I gave her, she started to realize that the definitions she was using were not correct.  Initially when she looked at the first sentence (I clap my hands loudly.) she said that the verb was loudly because it ended in –ly and the adverb was hands because you use your hands ‘to loudly.’  After a look of puzzlement and a period of silence, she changed her mind to say that the adverb was loudly because it was how you clapped your hands and the verb was hands because loudly described the hands.  Although her logic is clear saying that the hands are loud, loud in this sense would be an adjective describing the noun ‘hand’ and not an adverb describing how the subject clapped.
	In the second example (We will write tomorrow.), she correctly identified ‘write’ as the verb in the sentence and tomorrow as the adverb.  She understood that tomorrow told when to write in the sentence as well.  However, she struggled with the third example.  The sentence read ‘Maria goes to school here.’  The student identified that school was the verb because it’s where Maria goes.  Again, her logic makes sense because verbs involve actions but instead of what Maria is doing she identified where she was going, the noun as the verb, in the sentence.  She did identify the adverb as ‘here’ but her justification was incorrect.  The student said that ‘here’ said where Maria was in the school which would mean the adverb was describing the noun, not the verb.  
	As a result of the interview, it was clear that this student was still confusing many aspects of nouns, verbs, adjectives and adverbs.  Because I only had thirty minutes to teach adverbs, I did not have time to compare and contrast the different major classes.  I also thought that making these comparisons in such a short lesson would be confusing to students.  However, it is obvious that at least one student in the classroom could not fit adverbs into her preexisting schema of major classes.

Lesson Evaluation

	After a thorough reflection on this lesson, there are many things that I would have done differently especially if I had my own classroom and could spend more time on adverbs.  If I re-taught this in my own classroom, I would use the Language Experience Approach (LEA).  This would allow me to situate the adverb lesson into a meaningful context and relate it to students’ lives.  I would break students into small groups to allow them to negotiate the meaning of adverbs through their first and second languages.  Initially, I would have the students generate stories about topics that were meaningful to them and either record them myself or have them record the stories.  Also, “because the students [would be] providing their own phrases and sentences, they [would] find the text relevant and interesting and generally have little trouble reading it” (Díaz-Rico & Weed, 2010, p. 91).  The story prompts would be carefully designed to incorporate students’ backgrounds and include many adverbs.  One example of a group’s prompt could be writing a story explaining how to immigrate to the United States.  They could include words that described how, when and where to do certain things from their own experience which would also elicit adverb use.  I would choose to have students examine adverbs through writing, seeing how they use adverbs and how their continued use of adverbs could improve the detail in their writing. 
	Then, I may have the students go back through to find the words that described how, when, and where to do things.  Finally, the students could lists of adverbs they used and we could label these words as adverbs.  Choosing to label the adverbs at the end of the lesson would lighten the linguistic load for the students throughout the lesson.  Next, I would have the students examine the relationships between the actions that they wrote about and the adverbs that they found.  This would be a more deductive approach to having students uncover that adverbs describe more information about verbs.  As an extension to the lesson we would examine community texts in order to see how other authors use adverbs and what benefits and drawbacks there are to using them in writing.  Once the students had a good grasp of adverbs in English, they could make connections to their native languages, examining if they had similar words in their L1.
	Changing the organization of the lesson, placing it into the broader context of writing, and extending the time spent on adverbs would give students more opportunities to connect with the lesson.  It would give them the chance to see that people write what is read and adverbs can help to make this writing more descriptive (Jennings, Caldwell & Lerner, 2010).  Making connections to students’ cultural and background knowledge in a more meaningful way would also allow them to feel validated and see the lesson as significant.  In addition, incorporating community resources into the lesson would extend their understanding to their lives outside of school.  These minor adjustments would give students more chances to interact with one another and think deductively to arrive at their own patterns, definitions and understandings of adverbs.  

Teaching Implications

Personal Implications

	As a result of teaching and videotaping the lesson and analyzing the videotape, I have seen many areas that I still need to work on in order to implement the researched best practices for teaching ELLs in my classroom.  In the future, I will be more careful to design learning experiences and aspects of the curriculum around small group work.  This will give the learners much needed language practice while they negotiate for meaning in the content material.  In addition, the types of questions that I will ask will be less literal.  With students working collaboratively, I will have to ask less literal questions and the lessons will become more discussion based instead of question-answer based using very basic questions.
	Although I felt like I was waiting for a very long time during my lesson, it is clear to me now that I was not providing sufficient wait time for my students.  Therefore, I will make sure to provide even more time for the students to process their thoughts and construct their answers.  This would also result in a more moderately paced accessible lesson.  I would also like to use gesturing as a means to help my students make sense of the oral language that I use.  This is a tool that can be added to my resources so that the linguistic load that students carry is less. 
	In terms of the learner context, if I actively reach out to bring in community texts and resources, including parents to my classroom, my students may feel that the tasks are more authentic and their cultural identities would be validated.  I will use the parents as a resource for students’ L1s in order to make meaningful connections between languages.  In addition, I will use more student interviews as assessments in the classroom to get a deeper understanding of the students’ misconceptions.  That way, I can tell where I fall short as a teacher and what I can continue to do so that all of my students arrive at deep understandings of the content material.

Implications for Professional Development

	Personally, I have never had the experience of getting such an in depth look at one lesson that I have taught.  I have been videotaped before but typically the discussion analyzing the video is shallow and does not present many implications for my future teaching.  As a result of this experience, I have realized how there are many things that teachers can see from analyzing a videotape of themselves teaching that they do not notice when they are teaching.  For example, I felt like I was being very conscious of providing extended wait time in my lesson yet still found that after more than half of the questions I asked I allowed for only a second of wait time.  
	In order to be used as a resource throughout teachers’ careers, I think that teachers should be videotaped and encouraged to analyze the tapes using an observational protocol as a professional development activity about three times a year.  This would not be so overwhelming and unmanageable but would give them opportunities to focus on certain aspects that they needed to improve and see their progress over time.  Focusing on a few things at a time like wait time and questioning would allow them to transform their needs into practiced behaviors.  If teachers try to improve everything at once, they may simply be overwhelmed and only fix their problems on a surface level.  These modifications may then disappear over time.  
	In addition, teachers could have the professionals that come into their classroom to observe them on a regular basis anyways focus their observations on certain aspects that they are working to improve based on their video analyses.  Teachers, though, must also work to stay updated with the latest research practices in the field as well.  If a teacher has taught for twenty years and is still analyzing the videos of him/herself teaching looking for the best practices of twenty years ago, the process is much less beneficial.  

Lingering Questions

	Many new questions have emerged as a result of this experience.  Because I can see the benefit of this process and how it can positively impact teachers’ practices, I wonder how such a time consuming process could be incorporated into schools.  Without a true in depth look at the video data, my understandings would have been much more superficial and limited and I would not want the same to occur in schools.  I also wonder how teachers could acquire the materials needed for this project, mainly the video equipment, if their schools could not provide them.  Finally, I am curious how more interviewing of students to uncover understandings and misconceptions about material can be incorporating into the classroom.  In all of the interviews that I have done, I have found that my perception of students’ understanding was different than some things that came up during the interview.  Interviewing is extremely beneficial but is slightly time consuming thus I wonder how it can be appropriately used in daily instruction.   

Reflection/Conclusion

Being given the opportunity to thoroughly examine my teaching styles in a specific lesson on adverbs and compare them to research has proven to be extremely worthwhile.  I am now aware of the strengths I have as a teacher as well as my needs that I can work to improve and reflect upon throughout my teaching career.  Keeping in mind that I only analyzed one lesson, I will look to complete this process over time to see what new strengths and needs arise.  Although my education is thorough, I need to ensure that what I have learned is actually being implemented in my classroom in order for it to be valuable and ultimately benefit the students that I teach.
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Appendix A


1)  I will eat lunch tomorrow.			How		Where		When

2) I like it when we jump outside.		How		Where		When

3) You should read the book carefully.		How		Where		When

4) My little sister runs fast.			How		Where		When

5) We will write a letter tonight.			How		Where		When


































Appendix B

The following is a student interview that I conducted after the conclusion of the lesson.  “L” stands for the students’ name and “T” stands for the teacher.  The students’ answers are paraphrased based on notes that I took during the interview because she was uncomfortable being videotaped by herself.  Questions are purposefully left uncorrected to see how she would progress throughout the entirety of questioning, working things out in her mind and expanding her thinking (Lee & Barnett, 1994).  The students’ first language is Spanish.  
T:  Tell me what you know about adverbs.
L: It’s like a verb.  A verb tells us what an adverb means.
T: What do verbs tell us about? 
L: What she is doing like ‘quickly.’
T: What is a verb?
L: Something that describes a noun.
T: If you were going to try to make the word ‘slow’ into an adverb, what would you do?
L: It would be slowly so I would put an –ly on the end.
T: Do all adverbs end in –ly?
L: No.
T: Can you give me an example of one that doesn’t?
L: Went.
T: Are there any adverbs, words that describe verbs, in Spanish?  What would an example be?
L: Camina resposito (spelled as it sounded).  Resposito would be the adverb.  
T: In this sentence, what is the verb?  The adverb?  I clap my hands loudly.
L: The verb is loudly.  The adverb is hands?
T: How did you know that those were the verb and adverb?
L: Because the verb ends in –ly and the adverb is hands because you use your hands to loudly (claps hands).
T: Does the adverb tell us where, how, or when the verb is happening?
L: (sits with confused look on her face)  The verb describes hands so the adverb is loudly and says how (claps hands).
T: In this sentence, what is the verb?  The adverb?  We will write tomorrow.
L: The verb is write and the adverb is tomorrow.
T:  How did you know that those were the verb and adverb?
L: Write is what you do so it is the verb.  Tomorrow is the adverb because we are doing something tomorrow.
T: Does the adverb tell us where, how, or when the verb is happening?
L: When.
T: In this sentence, what is the verb?  The adverb?  Maria goes to school here.
L: The verb is school because that’s where she goes.  The adverb is here because it is where she is in school.
T: Does the adverb tell us where, how or when the verb is happening?
L: Where.
T:  Were you interested in learning about adverbs?  Why?
L: Yes because I like to learn new things and I like looking for patterns in words.
T:  What helped you learn the most in the lesson?
L: Comparing the adverbs helped me learn more.
T: What could I have done better to help you learn more?
L:  (no response)
T: Do you still have any questions about adverbs?
L: No.
T:  Tell me how you feel when I call on you.
L:  (smiles) Happy because you called on me.
T:  Do you feel like you have enough time to answer my questions?
L: Yes.
T:  Do you feel like you have enough time to think about your answer before I call on someone in the class?
L:  Yes.


























Appendix C

The following is a modified observational protocol, originally created as a class in Analysis of Teaching (Education 3170), off of which I modeled my analysis.

Instruction
	Teacher’s Knowledge
1. Knowledge of the student (Ball & Cohen, 1996, p. 7)
2. Knowledge of policy context (Ball & Cohen, 1996, p.7)
Planning/Design
        1.   Modifications and Accommodations
        2.   Use of Technology
Content and Language
        1. Objectives and mastery
	Activity/Task
                    1. Introduction and development of lesson
        2. Use of prior knowledge, expertise, and talents of students (Bransford et. al, 2000, 
        p. 68)
                    3. Clarity of goals
                    4. Scaffolding
a. Developing interest
b. Analyzing task parts
c. Maintaining goal
d. Marking discrepancies between what child has produced and the ideal product
e. Controlling frustration
f. Demonstrating the ideal (Bransford et. al, 2000, p. 104)			
        5. Cognitive Demand of Task (Instructional Quality Assessment)
		a. Potential of the Task
		b. Implementation of the Task
		c. Student discussion following task 
		d. Academic Rigor in the Teacher’s Expectations
Assessment
	        1. Evidence of learning
	        2. Formative/Summative
	        3. Lesson Evaluation
		a. Challenges
		b. Successes
Interaction
	Student-Teacher Engagement
                    1. Teacher recognizes individual’s contributions to group (Bransford et. al, 2000, p. 
	        61)
        2. Provides personal support (Ball & Cohen, 1996, p.7)
                    3. Student contributions affect teacher moves (Lampert, 1990)
	Student-Student engagement
Body language
        1. Teacher movement about room
        2. Student movement about room
Discourse
        1. Structures conversation (Allen & Blythe, 2004, p. 9)
                    2. Pacing
                    3. Allows wait time (Allen & Blythe, 2004, p. 53)
                    4. Questions – Teacher and students ask appropriate questions: 
a. Clarifying, probing, connecting (Lee & Barnett, p.  59)
b. Asking for evidence, encouraging specificity (Allen and Blythe, 2004, p. 56)
	c. Focusing, clarifying, probing (Allen & Blythe, 2004, p. 66)
d. Open ended-questioning, reflecting, paraphrasing, summarizing (Ginsberg et. al., 1998, p. 25)
	e. Bloom’s Taxonomy
1. Knowledge –exhibit memory of previously learned material who, what, why, when, list, define, name, describe, choose
2. Comprehension – demonstrate understanding of facts organize, interpret, state main idea, summarize, identify
3. Application – Apply knowledge/skill in a different way adapt, apply, illustrate, solve, predict, model, modify
4. Analysis – understand parts of a whole classify, compare, contrast, outline, sequence, deduce
5. Evaluation – present and defend opinions by making judgments about information, the validity of ideas or quality based on a set of criteria, appraise, conclude, justify, test, recommend, prove
6. Synthesis – compiling information in a new way or pattern build, create, invent, theorize, compose, imagine, design 
f. Who gets called on, when, how often? Who doesn’t?
g. Handling of incorrect answers
5.  Uses a vocabulary of thinking: thinking, strategy, plan, check, represents, prove (Ginsberg et. al, 1998, p. 21)
                    6. Amount of teacher/student talk
                    7. Accountable Talk (Instructional Quality Assessment)
a. Accountable to Learning Community
      1. Keeping folks together so they can follow complex thinking
      2. Getting students to relate to one another’s ideas
      3. Re-voicing and recapping
b. Accountability to Knowledge and Rigorous Thinking
      1. Pressing for accuracy
      2. Building on Prior Knowledge
      3. Pressing for Reasoning
                   8. How are students’ first languages used and viewed in the classroom?
	Role of the Teacher
1. Facilitator (Allen & Blythe, 2004) mediator, model/idol, parent, tour guide, plenipotentiary, advocate, defender, planner/organizer, participant/learner, community member, dream keeper, coach, cheerleader, motivator, counselor, lifeboat, judge, jury, disciplinarian, tutor, instructor, entertainer,  good/bad cop	
Group norms




Appendix D

The videotaped lesson was burned on a DVD and given to J.J. Street.
