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their English skills. The first question was, "How did you truly improve in your English 

skills, whether it be speaking, grammar, explanations, etc.?" The second question tried to 

determine what factors helped the tutor improve. Was it the feedback? Personal research? 

Different factors combined? The next question focused on the type of feedback the tutor 

received, and her comments regarding the feedback. The interview continues with 

questions regarding the tutor' s journal entries and what was covered in the entries. The 

follow-up questions were how this exercise helped the tutor and if she would maintain 

this practice in her teaching profession. Then, the researcher asked if the tutor had 

listened to sorne of her sessions and what she realized for herself. The researcher asked 

the tutor if teaching ESL was her ultimate goal. Towards the end of the interview, the 

tutor was asked what she would remember and take from the tutoring experience. The 

interview proceeds with the researcher' s and the tutor' s personal reflections on the 

tutoring experience. There are about 15 minutes of digression where the researcher 

discusses with the tutor the possibility for her to do a Master' s. In the last eight minutes, 

the researcher ponders on the fact that students did not participate in the tutoring. The 

tutor then expresses her disappointrnent that the course had been cancelled. 

3.7. Quality of Research Design 

According to Yin (2014), there are four key design attributes commonly used to 

establish the quality of the research design: reliability, construct validity, internaI validity, 

and external validity of the data. There are several ways of dealing with these four 

elements when doing a case study (Yin, 2014). 
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3.7.1. Reliability 

Bhattacherjee (2012) defines reliability as "the degree to which the measure of a 

construct is consistent or dependable" (p. 56). In other words, if we use the same scale 

every time, will the results pretty mu ch similar? "Reliability implies consistency but not 

accuracy" (Bhattacherjee, 2012, p. 56). A case study proto col is a way of increasing the 

reliability of the case study research. 

According to Yin (2014, a case study proto col should have four sections. The first 

section provides an overview of the case and its objectives. The second section pertains 

to data collection procedures and to the protection of human subjects. The third section 

concerns the researcher and the specific questions to keep in mind in collecting data and 

potential sources of evidence. The last section is a guide for the case study report; for 

example, an outline of the report and a format for the data. 

3.7.2. Validity 

"Validity is the complement to reliability and refers to the extent to which what 

we measure reflects what we expected to measure" (Anderson, 1998, p. 13). Generally, 

validity in qualitative research refers to the stated interpretations are in fact true 

(Anderson, 1998). 

Internai validity. InternaI validity relates to issues of truthfulness of responses 

(Anderson, 1998). InternaI validity requires three conditions (Bhattacherjee, 2012). In 

explanatory case studies, when trying to explain how event x led to event y, Yin (2014) 
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writes that the researcher needs to consider that a third event - z - may have caused y; 

otherwise, the internaI validity may fail. In addition, internaI validity in case study 

research basically involves inferences (Yin, 2014). This author means that a researcher 

will infer that event y resulted from an earlier occurrence. However, a research design 

that anticipates inferences reduces the problem of internaI validity (Yin, 2014). The 

research design for this case study relied on many pieces of evidences which relate to the 

research question. In the post-questionnaire, the interview, and the journal entries, there 

are constant reminders of how tutoring improves the tutor' s know1edge and mastery of 

English. Thus, it means trying to ensure that a factor z does not influence the results of 

the research throughout the data collection. 

External validity. Extemal validity "refers to whether the observed associations 

can be generalized from the sample to the population (population validity), or to other 

people, organizations, contexts, or time (ecological validity)" (Bhattacherjee, 2012, 

p.36). Yin (2014) states that the form how and why of the research question can 

influence the strategies used in striving for extemal validity. AIso, the data collected for 

this case study can be applied to other ESL teaching programs offered in a uni lingual 

setting other than English, where future ESL teachers have little opportunities to practice 

their Eng1ish skills. 

Construct validity. Construct validity refers to the extent to which a measure 

adequately represents what it is supposed to measure (Bhattacherjee, 2012). Gillham, 

(2000) daims: ''No one kind or source of evidence is likely to be sufficient (or 



65 

sufficiently valid) on its own. This use of multiple sources of evidence, each with its 

strengths and weaknesses, is a key characteristic of case study research" (p. 2). 

In order to have construct validity, a researcher must be sure to define the specific 

concepts and conne ct them to the object of the study and identify the elements that match 

the concepts (Yin, 2014). In the previous chapter, l defined my concepts (tutoring and 

TLA) and identified elements of the concepts. In Table 1 and Table 2, l identify the data 

collected for the six elements of tutoring and the data collected for the five elements in 

TLA. Thus, l am able to have construct validity. 

Table 1 

Characteristics of tutoring with the sources of evidence. 

Tutoring Sources of evidence 

1) focus on the details of grammatical rules • during the tutoring sessions 

2) practice correcting errors 

3) explain rules 

4) are supervised individually 

5) record themselves 

6) practice teaching the same lesson 
multiple times 

• feedback the tutor received 
• journal entries 
• post-tutoring questionnaire 
• journal entries 
• feedback the tutor received 
• post-tutoring questionnaire 
• during the tutoring sessions 
.journalentries 
• feedback the tutor recei ved 
• post-tutoring questionnaire 
• interview 
• feedback the tutor received 
• interview 
• interview 

• no data was recorded 



Table 2 

Characteristics of teacher language awareness with the sources of evidence. 

Teacher language awareness (TLA) 

1) willingness to engage with and reflect on 
language-related issues 

2) self-awareness accompanied by a desire 
of self-improvement 

3) awareness oftheir own key role in input 
for leaming 

4) awareness of le amers ' potential 
difficulties 

5) love of language 

3.8. The Roles of the Case Researcher 

Sources of evidence 

• pre-tutoring questionnaire 
• journal entries 
• feedback the tutor received 
• post-tutoring questionnaire 
• interview 
• pre-tutoring questionnaire 
• journal entries 
• feedback the tutor received 
• interview 
• pre-tutoring questionnaire 
• post-tutoring questionnaire 
• interview 
• pre-tutoring questionnaire 
• journal entries 
• post-tutoring questionnaire 
• interview 
• pre-tutoring questionnaire 
• journal entries 
• post-tutoring questionnaire 
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"The case researcher plays different roles and has options as to how they will be 

played" (Stake, 1995, p. 91). The roI es may inc1ude teacher, interpreter, interviewer, 

reader, storyteller, advocate, artist, and others (Stake, 1995). 

"The intention of research is to inform, to sophisticate, to assist the increase of 

competence and maturity, to socialize, and to liberate. These are also the responsibilities 

of the teacher" (Stake, 1995, p. 91-92). Few interpretations of data remain completely 
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neutral and have the same meaning to different readers because the researcher's role 

includes being the exemplar and the persuader (Stake, 1995). The researcher is part of the 

data collection instruments because he provides feedback to the participant. However, 

being part of the data does not deter the researcher from maintaining a high ethical 

standard, such as not falsifying information and being honest (Stake, 1995). Moreover, 

"the naturalistic researcher is [ ... ] a participant observer who acknowledges (and looks 

out for) their role in what they discover" (Gillham, 2000, p. 7). 

3.9. Method for Data Analysis 

Data analysis of case study research consists of examining, categorizing, or 

recombining evidence to produce empirically-based findings (Yin, 2014). "The richness 

of case studies is related to the amount of detail and contextualization that is possible 

when only one or a small number of focal cases and issues are analyzed" (Chapelle & 

Duff, 2003, p. 164). Descriptive/interpretive approaches are still cornmon approaches in 

SLA research for analyzing and interpreting data (Chapelle & Duff, 2003). Thus, the 

analysis describes in detail how tutoring helps future ESL teachers with their knowledge 

and mastery of English. 

"[A]nalysis involves the coding of data and the identification of salient points or 

structures" (Chapelle & Duff, 2003, p. 166). Yin (2014) writes that there are few fixed 

formulas in the analysis of case study evidence to help novice researchers. He adds that 

computer-assisted software such as NVivo will not do the analysis on its own; the 

software outputs cannot be used as an end to your analysis. Equally, sorne of the data for 



68 

the analysis come from transcriptions of the spoken language: the online tutoring sessions 

and the final interview. A transcription always represents the perceptions and analyses of 

a given transcriber (Weinert, Basterrechea, & deI Pilar Gracia Mayo, 2013). Following 

Weinert et al. (2013), the data analysis consist of a usage-based perspective of the spoken 

language. This perspective allows for a written representation of the spoken language, 

where the speaker may make hesitations, retakes, mistakes, or errors without impeding on 

the meaning of the message (Weinert et al. , 2013). 

Therefore, the co ding of the data was do ne reading and listening to the different 

pieces of evidence. When reading or listening, l coded the information according to the 

characteristics of tutoring and/or the characteristics of TLA. Just as Stake (1995), certain 

questions for data analysis, using many pieces of evidence, allowed probing the 

complexity of this case. A chronology is associated to the evidence; the chronology 

co vers a 15-week period. 



Data Analysis and Results 



This chapter describes the data from the case study and provides results. It details 

and analyzes: the participant's language knowledge prior to the tutoring, the six 

characteristics of tutoring, and the five characteristics of TLA. In addition, each piece of 

evidence paints a portrait to state the case regarding the research question. Last, 1 give the 

results regarding tutoring and TLA to establish how tutoring impacts knowledge and 

mastery of English. 

4.1. Participant's Prior E!lglish Language Knowledge 

With regards to the pre-tutoring questionnaire (see Appendix A), it focused on: 

the participant' s English language skills prior to doing the tutoring, her greatest strength 

with regards to the English language, sorne aspects of English she wanted to improve, 

and her expectations conceming the tutoring. These questions helped to see the 

participant' s prior English language knowledge and to understand on what language 

knowledge the tutor wanted to work. 

ln fact, the handwritten questionnaire that Jane completed contained very little 

grammatical mistakes. This could be explained in part by her education and by her 

interest for the English language. First, she writes that she was in an English 

concentration pro gram in the first year of high school. Second, at college level, Jane 
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continued her studies in a language pro gram , which focused on the English language. 

Third, before starting university, she looked for English books, articles, movies, TV 

programs according to her interests. AIso, Jane relates taking a few trips to English­

speaking areas in North America to practice her speaking and listening skills. Lastly, she 

registered to the teaching ESL pro gram at UQTR, and she was a fourth-year student 

when she completed the questionnaire. 

With regards to the English language, Jane believes that her greatest strengths are 

her reading and writing skills. She also writes that she has a fairly wide vocabulary 

repertoire. In addition, she mentions to have "a quite (sic) good grasp of grammar mIes in 

terms of writing and speaking situations." ln the pre-tutoring questionnaire, one question 

concerned how tutoring can help the tutor with regards to the English language. Jane 

believes that tutoring can help her continue to work on adapting her speech to the 

students ' level, especially with word choice, clarity and efficiency ofher instructions and 

comments. She thinks she will improve her speaking and listening skills because, as she 

mentions, speaking is the main pedagogical focus ofthe online tutoring. 

4.2. Tutoring 

This section presents and analyzes the six characteristics of tutoring. First, 1 

examine which grammatical mIes the tutor focused on during the sessions. For this, 1 

analyze the recorded tutoring sessions, the feedback the tutor received, and the tutor' s 

journal entries, and the post-tutoring questionnaire. Second, the characteristic of tutoring, 

which focuses on practicing errors, is coded and analyzed using the journal entries, the 
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feedback provided, and the post-tutoring questionnaire. Third, the explain-rules 

characteristic of tutoring is analyzed using the online sessions, the journal entries, the 

feedback from the teacher, the post-tutoring questionnaire, and the interview at the end of 

the tutoring. Fourth, the characteristic of tutoring concerning being supervised 

individually analyzes the feedback from the teacher, how the tutor is able to apply the 

feedback, and the interview. Fifth, the characteristic of recording one' s self investigates 

how the recording of sessions helps the tutor in general. This is analyzed using the 

interview after the tutoring. Sixth, concerning the practice teaching the same les son 

multiple times, no data was recorded. 

4.2.1. Focus on the Details of Grammatical Rules 

During every tutoring session except for the first session, where the tutor and 

student got to know each other, the tutor worked with the student on a specific grammatical 

rule of the English language. In her journal entries, Jane also mentions sorne of these 

rules. Moreover, for sorne of the rules, the teacher provided feedback. Lastly, in her post­

tutoring questionnaire, Jane confirms how she worked on these grammatical rules. 

For example, Jane explained a sentence that the student had heard using the modal 

"would". The student kept asking questions, at sorne point, Jane knew that she was not 

clear because she was trying to answer every aspect of "would" and all the exceptions. 

The teacher listened to the session after it was recorded and then provided feedback, a 

PowerPoint, and websites to help Jane explain the modal "would". In the following 

session, Jane took time to explain it again. She focused more on the uses of "would" to 
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talk about the future in the past, for presumptions and expectations, and for polite 

requests. The fact that there were a series of interventions for the student to understand 

clearly the use of "would" indicates that there was a focus on the details of the 

grammatical rules. 

First, Jane could not quite explain the rule. Then, feedback was provided with 

additional resources. Lastly, taking time to explain the rule again, Jane was able to focus 

on the elements of the rule that were misunderstood by the student. 

4.2.2. Practice Correcting Errors 

During oniine sessions 3, 4, and 5, Jane helped the student work on the pronunciation 

of -ed. In session 3, Jane explained sorne rules. In between sessions 3 and 4, the teacher 

provided feedback to Jane regarding the explanations and practice. In session 4, they 

practiced a few examples. In session 5, the student worked diligently on the pronunciation 

of -ed and made fewer mistakes, according to Jane. This example demonstrates how, 

with the help of feedback, the tutor was able to practice correcting errors with her 

student. 

In the post-tutoring questionnaire, where Jane explains her tutoring experience, 

she describes a typical session, which included the student reading a newspaper article 

aloud. After discussing the article, Jane would help the student with her pronunciation. 

One of Jane's proudest moments as a tutor was when she helped her student prepare for 

an oral presentation. She showed the student various strategies for words that were 
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difficult to pronounce. Jane and the student practiced these together. Immediately after 

the oral presentation, her student wrote Jane to tell her of a perfect mark. She was quite 

pleased. 

4.2.3. Explain Rules 

When the student's questions arose during the tutoring seSSIOns, Jane would 

research them on the spot or, if she did not have time, research the questions and provide 

an answer during the following session. During the interview, Jane mentions that tutoring 

helped with explaining the rules. According to her, it is one thing to know how to use 

grarnmar aspects and another to teach them. She knew, before doing the tutoring, that one 

of her challenges would be to give simple and concise information. Jane felt she 

improved in that aspect and provides an example with her explanation of the modal 

"would". Jane also mentions this example in one ofher journal entries. 

In the post-tutoring questionnaire, Jane writes that she leamed to be more 

effective and precise when explaining grammar notions such as modals and the 

pronunciation of -ed for regular verbs in the past tense. The pronunciation of -ed was 

explained twice and practiced for short periods of time in three separate sessions. Another 

example concems teaching the past progressive, Jane explained the rules ofusing it a first 

time in a session. She then reviewed the rule with the student in the following session to 

remind the student. Jane also provided more visual notes by using the online whiteboard 

to c1arify the use of past progressive. A further example of explaining the rules happened 
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in session 8, when Jane explained the difference between "for" and "since" in one of the 

uses of the present perfect. 

4.2.4. Supervised IndividuaUy 

The teacher provided references with regards to sorne grammar aspects. This 

helped Jane to simplify her explanations and to give fewer examples, which, in turn, 

increased her confidence at explaining these aspects. In the interview, Jane mentions that 

she appreciated the fact that the teacher guided her throughout the tutoring and that the 

opportunity was offered to her. For ex ample, through the feedback provided by the 

teacher, Jane learned how to pronounce the word "salmon", as the "1" is silent. She writes 

about this example in her second journal entry. 

After listening to session 3, the teacher noticed that Jane had glVen complex 

explanations about thepronunciation of -ed for English regular verbs. The teacher 

suggested to keep the explanations short and rather to have the student practice using a 

worksheet that he provided. During online session 4, Jane used the worksheet with her 

student, and they practiced a few examples together. In the interview, Jane related that 

the student appreciated the combination of explanations and practice. Furthermore, she 

was able to apply this notion while reading an article aloud. 

4.2.5. Record Themselves 

During the interview, Jane was asked if she had listened to herself after a tutoring 

session. She had listened two sessions. This helped Jane realize that she liked the 
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approach she had with the student, where she put the student in a situation of trust, gave 

the student time to reply, and answered the student' s questions. Jane noticed from the 

recording that she tends to repeat herself. AIso, wanting to give as many ex amples as 

possible, saying she tends to digress. 

4.2.6. Practice Teaching the Same Lesson Multiple Times 

No data came from the aspect of teaching the same lesson multiple times, as Jane 

only had one student. However, this aspect could be considered for further research with 

tutors who would have two or more students. 

4.3. Teacher Language Awareness 

This section presents and analyzes the five characteristics associated with TLA. 

First, 1 analyze the participant's willingness to engage with and reflect on language­

related issues. This characteristic of TLA appeared in the pre-tutoring questionnaire, in 

the weekly journal entries, in applying the feedback received, in the post-tutoring 

questionnaire, and in the interview. Second, the characteristic of self-awareness of 

limitations of own knowledge accompanied by a desire of self-improvement appears in 

the pre-tutoring questionnaire, the journal entries, the feedback received, and the 

interview. The third characteristic, awareness oftheir own key role in input for learning, 

is analyzed with the pre-tutoring questionnaire, the post-tutoring questionnaire, and the 

interview. Fourth, 1 present and analyze Jane ' s awareness of the learner' s potential 

difficulties using the pre-tutoring questionnaire, the journal entries, the post-tutoring 
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questionnaire, and the interview. Fifth, the participant's love of language is presented and 

analyzed using the pre-tutoring questionnaire, the post-tutoring questionnaire, and the 

interview. 

4.3.1. Willingness to Engage with and Reflect on Language-related Issues 

The key point to highlight is that Jane volunteered to do the tutoring to gain more 

experience in teaching. Thus, when analyzing an the data, 1 noticed that the tutor had 

much willingness to engage with and reflect on language related issues. Jane expressed 

her desire to exp and her range of teaching experiences in the pre-tutoring questionnaire. 

For example, in her teaching experiences, she relates her experience giving French 

language workshops to a variety of levels and age groups. She then writes that she has 

"al ways liked the one-on-one teaching format to delve deeper in the students' needs and 

personalities". She concludes by expressing her desire to expand her range of ESL 

teaching experiences. 

As another example of willingness to engage in and reflect on language-related 

issues, in the post-tutoring questionnaire and during the interview, Jane mentioned that 

she was quickly able to adapt her vocabulary to the situation and to the student's English 

proficiency through personal reflection and the feedback she received. According to Jane, 

the feedback received was concise, to the point; more importantly, Jane always was 

appreciative and thankful. For instance, Jane replied with to one email providing 

feedback: "Thank you very much for your comments and resources. The time and effort 

you put in your feedback are very much appreciated." Moreover, this feedback allowed 
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her to notice what worked and what did not. From the teacher's point of view, it seemed 

like the feedback was received in a positive way. In addition, during the 40-minute 

interview, there was only an eight-minute digression from language-related issues. 

In the interview, Jane says that writing a weekly journal entry allowed her to take 

notes to remember the things she found difficult or easy. The journal helped her 

reflection with regards to what she needed to work on and her improvements. In addition, 

in the pre-tutoring questionnaire and during the interview, Jane says that she is an 

autonomous student, explaining that when she sees that she has a lack of knowledge 

about something, she will try to fmd the answer on her own. 

Considering the different pieces of evidence concerning modals, it can be seen 

that Jane reflected on her understanding of this English knowledge. She first tried to 

answer the student' s questions about modals. Afterwards, the teacher provided methods 

to explain these. The following week, Jane took time to correct her awkward 

explanations, according to her. Then, in Jane' s third journal entry, she writes that she felt 

more confident about explaining the modals. Thus, Jane' s reflection on this grammatical 

aspect demonstrates the importance of how feedback can help the tutor develop as a 

teacher. 
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4.3.2. Self-awareness of Limitations of Own Knowledge Accompanied by a 

Desire of Self-improvement 

Self-awareness of limitations of own knowledge in this case evidences Jane's 

desire of self-improvement. First, in the pre-tutoring questionnaire, even though she made 

few mistakes in writing, Jane recognizes her limitations concerning her speaking skill and 

adapting it to the student's level. Everrnore, she is aware ofher limitations regarding her 

knowledge of vocabulary and sorne grarnrnar points. Using the journal entries, self­

listening to two recorded sessions, applying the feedback received, teaching throughout 

the tutoring, the data indicates the tutor' s self-awareness accompanied by a desire of self­

improvement. 

Jane claims to be an autonomous student in her pre-tutoring questionnaire and in 

the interview. When she notices an English language weakness of hers, she tries to find 

the answer. During the interview, Jane says that when the teacher provided feedback 

following the tutoring sessions, she appreciated the references provided because she felt 

it complemented nicely what she was working on with the student. The concise and 

precise feedback helped Jane as a reminder. Jane took a moment to note her reflections in 

her journal after every session, which helped to remind her on what she had to work and 

to which extent she was improving. 
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4.3.3. Awareness of Their Own Key Role in Input for Learning 

A wareness of her key role in input for learning is a characteristic that Jane took at 

heart. For example, when asked her opinion, in the pre-tutoring questionnaire, conceming 

the more difficult aspects of English for her, she answered that she had sorne hesitations 

when giving verbal responses. In her post-tutoring questionnaire and in the interview, 

Jane mentions that the more she worked with her student, the less Jane hesitated in her 

formulation of words and sentences. Moreover, Jane constantly verified her own 

pronunciation of words she was unsure. For example, in her fourth journal entry, she 

writes that she had to check for herself the pronunciation of the word "to weigh" because 

she did not want to get confused with the noun "weight". In the interview, she says that 

when she was not too sure about the pronunciation of a word during a tutoring session, 

she would check on the spot. 

Another situation where Jane was aware of her key role in input concemed how 

she reflected very frequently on choosing her words. In the post-tutoring questionnaire, 

she writes that she wanted to convey the most important information regarding grammar 

notions not to confuse the student as much as possible. For example, she writes that she 

leamed to be more effective and precise when explaining grarnmar notions such as 

modals and the pronunciation of -ed. Moreover, she mentions that she improved in her 

word choice. 
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4.3.4. Awareness of Learners' Potential Difficulties 

Jane mentions in the pre-tutoring questionnaire that she chose to partake in the 

tutoring because she "liked the one-on-one teaching format to delve deeper in the 

students' needs and personalities." This is a key aspect of awareness of learners' potential 

difficulties. Understanding the students' needs can help understand the learners ' potential 

difficulties. As an example mentioned during the interview, one of the elements Jane 

retains from her tutoring experience is the possibility to get to know her student' s 

interests, preferences, strengths and weaknesses. 

Jane studied ESL teaching "to find different ways ofbroaching a topic to help and 

interest others." In the post-tutoring questionnaire, it seems that Jane was able to 

accomplish this aspect. Jane writes that she was able to improve in choosing level­

appropriate material for the student and adapting her word choice for clarity. For 

example, in Jane's third journal entry, she writes the language of the article chosen for 

session 3 was too difficult for the student' s level. However, the student liked the topic. As 

a solution, Jane wrote that she used vocabulary notes from four different website 

references and summarized the content of the article to make it more accessible to the 

student. In another instance, during session 8, Jane played a video and realized that the 

host was speaking too fast for the student, so she decided to summarize the content for 

the student. 
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4.3.5. Love of Language 

ln the pre-tutoring questionnaire, Jane writes that her interest for the English 

language really began when she was in Secondary 1, in an English concentration 

program. During high school , Jane also developed enjoyment from English TV, movies, 

music, and particularly books. At the end of the questionnaire, Jane writes: "1 love being 

able to share my passion for the language ... " Her motivation for studying in teaching 

ESL is driven by a love to share her passion for the language. For example, during each 

tutoring session, the student read an article to her. From these articles, Jane learned sorne 

new words, which she explained to the student. After the sessions, Jane writes in her 

journal, that she would verify the pronunciation of words or sounds in the dictionary, 

such as the word "to weigh", the Ih/ sound in "human", and the I ii sound in "textile". 

4.4. Results 

"One strength of the case study is its use of multiple data sources" (Anderson, 

1998, p. 165). This case study yielded a variety of data sources to analyze the 

characteristics of tutoring and the characteristics of TLA, and how these helped increase 

the knowledge and mastery of English for our participant. Even though Jane made very 

few English mistakes or errors, she was able to notice by herself the improvement of her 

English language skills. This is shown in the following two subsections. 
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4.4.1. Characteristics of Tutoring 

When the data regarding the six characteristics of tutoring defined by Barratt 

(2010) was analyzed, 1 demonstrated many instances of the application of each 

characteristic. For instance, the first characteristic of tutoring, focusing on the details of 

grammatical mIes, was a recurring theme throughout all the data. N ext, when correcting 

errors, interestingly, we can see that within the tutoring, Jane had to adjust her teaching 

difficulties with modals having a positive impact on her. Henceforth, she had a better 

grasp of the use of modals. After, explaining the mIes markedly was an important 

characteristic of tutoring, particularly with the pronunciation of -ed. There was much 

evidence of the tutor being supervised individually within all the data collected: the 

feedback, the replies to the feedback received, and the interview. With this evidence, 

being supervised individually had a positive impact on the tutor. Notably, the feedback 

was concise and precise, which helped Jane have better knowledge of the English 

language. Last, the fact that tutors can record themselves using this online platform can 

have a positive outcome, such as with Jane's, where she took the time to notice elements 

that worked and that did not. 

4.4.2. Characteristics of Teacher Language Awareness 

With all the evidence collected and analyzed, the five characteristics of TLA were 

present. This section outlines each of the characteristics. 
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First, the data regarding the "willingness to engage with and reflect on language­

related issues" clearly permeates. Jane showed this characteristic of TLA throughout aIl 

the data collected. This characteristic was a key element in her pre-tutoring questionnaire 

and her intention for participating in the tutoring. 

Second, the desire of self-improvement is obvious. Jane writes, in the post­

tutoring questionnaire, that she noticed short explanations worked best, and she used 

more useful and effective strategies to help the students. For example, when explaining in 

English why certain words double their letter in English (e.g. get - getting), she used the 

consonant-vowel-consonant (CVC) rule, she limited her explanations, saying it generally 

works for short words as; as she writes, she wanted to keep things as simple as possible. 

These examples demonstrate that Jane had the desire of self-improvement. Taking the 

time for self-improvement gave Jane a better understanding of English. 

Third, for the characteristic "awareness of her own key role in input for 

language", Jane clearly understood this. From the start of the tutoring, clearly Jane 

constantly strived to improve her pronunciation and to choose her words. 

Fourth, awareness of learners ' potential difficulties appeared as a beacon to guide 

Jane in her sessions with the student. She continually verified if her student understood 

the newspaper articles they read during the sessions. She took time to review the article 

and explain the words the student did not understand, using various strategies. 
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As for her love of language, Jane communicated this abundantly with her student 

from the start and throughout every tutoring session. Jane used her love of reading 

articles in English as a springboard for each tutoring session. These articles covered a 

variety of topics that would engage her student in lengthy conversations. 

4.4.3. Knowledge and Mastery of the English Language 

ln summary, after analyzing all the data, 1 noticed at different points during the 

tutoring that Jane had better knowledge and mastery of the English language. For 

example, when asked, in the post-tutoring questionnaire, if a friend asked her for advice 

about becoming a tutor, what would she say? Her answer was "yes" because tutors 

improve their own knowledge of the language as different questions and situations arise 

during the semester. This is evidenced by applying the feedback received, such as how to 

write "Mr." and "Mrs." Moreover, when asked if this tutoring experience should be part 

of the ESL teacher-training pro gram, Jane writes that tutors leam more about the English 

language as they accompany their students. Working with her student, using discussion 

topics and the student's questions, Jane writes she improved her knowledge of more 

complex or subject-specific words; for example, she leamed the pronunciation of the 

words su ch as "salmon" and "tracheostomy". An important observation made by Jane is 

that the one-on-one tutoring format will bring to the surface students ' lack of confidence 

in their English skills because tutors must con front their own abilities and their own 

weaknesses. 



Interpretation of ResuUs and 
Conclusion 



The case study has been a common research strategy in education (Yin, 2014). 

Moreover, as a research strategy, the case study is used to contribute to our knowledge of 

individual and organizational related phenomena (Yin, 2014). In this section, 1 interpret 

the results of this case study and offer a conclusion. First, as recommended by Stake 

(1995), 1 summarize what is understood about the case. Then, 1 try to connect this case to 

other similar research. Second, 1 determine the sorne limits to the research. Within the 

limits of the research, 1 explicate two biases concerning the data. Third, 1 offer 

recommendations for future research regarding ESL teacher-training programs. To 

conclude, 1 determine if the objective of the research has been attained, namely how 

tutoring impacts future ESL teachers' knowledge and mastery of English. 

5.1. Summary of the Research 

First, the research identified sorne problems regarding teacher qualifications 

within the teacher-training pro gram in Quebec (Gouvernement du Québec, 2001) and the 

importance of ESL teachers ' mastery of PC 1 and PC 2, particularly in light of ESL 

teachers being the primary models of the English language for students. 1 then explained 

the NS and NNS English teacher dichotomy, and that English is an L2 or L3 for 80 

percent of English teachers (Braine, 1999). This led me to defining what NS and NNS 
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English teachers were. 1 established that language competence is the only variable where 

a NNS English teacher is inevitably handicapped (Medgyes, 1992). 1 examined the 

training program for future ESL teachers at universities and suggested, supported by 

research (Cullen, 1994), to inc1ude a language improvement component such as tutoring 

to help with language competence. Lastly, 1 formulated a research question in regards to 

the problem and determined its objective. 

Second, for my conceptual framework, a number of concepts were considered. 1 

defined and described communicative competence and its sub-competencies (Canale & 

Swain, 1980; Canale, 1983). 1 determined that there were too many variables in 

communicative competence to use as a theoretical framework for this research. 1 briefly 

explained performance and communicative competence. 1 then defined and explained the 

theoretical framework for dec1arative knowledge and procedural knowledge (Pasternak & 

Bailey, 2004), where procedural knowledge did not suit this research because it used 

elements such as lesson planning within its definition and was not part of what was 

researched. However, dec1arative knowledge helps understand language awareness and 

TLA. Andrews and McNeill (2005) established five characteristics of TLA that 1 studied 

for this research. Then, 1 defined and characterized tutoring as a means of support for 

TLA. 1 completed the conceptual framework by explaining the conceptual map to verify 

the research objective. 

Third, 1 detailed the method for this research. 1 provided the research design. 1 

explained the context of the study. With the context, 1 conveyed the recruitment method, 
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the participants, and the tutoring context. 1 then showed how each piece of evidence for 

the data was collected. 1 explained the quality of the research design with regards to 

reliability and validity. 

For the validity of the research design, 1 illustrated how the evidence collected 

would help analyze the six characteristics of tutoring and the five characteristics of TLA. 

Next, 1 demonstrated my role as a case study researcher. Lastly, the method used to 

analyze the data collected was specified. 

Fourth, 1 analyzed and interpreted all the results. To begin, the data regarding the 

tutoring were analyzed, then the data regarding TLA. These analyses allowed me to study 

the results for each. In the end, 1 highlighted the results and how they relate to the tutor' s 

improvement of English language knowledge and mastery. 

5.1.1. Connection to Similar Research 

Andrews and McNeill (2005) established characteristics of TLA of ' Good 

Language Teachers '. These characteristics conc1uded their research, and they were 

determined by their results examining "three highly experienced graduate non-native 

speaker teachers of [English for speakers of other languages]" (p. 162). The participant 

for this case study was an undergraduate student with little teaching experience. Yet, she 

demonstrated a high-level ofTLA, making her a good language teacher. 

Barratt (2010) suggests strategies to prepare NS and NNS future English teachers. 

One of the 30 strategies the author offers is improving metalinguistic knowledge through 
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tutoring. She showcases sorne exarnples to explain how to apply this strategy in teacher­

training programs, but no research is done to support this strategy. This research 

dernonstrates the application of tutoring as support for TLA. 

Gazaille ' s (2010) airned at studying the impacts of distance tutoring on ESL 

student-teachers ' leaming and the application oftheory and practice in teacher education. 

The author reported learning by grouping and contrasting it with the 12 core PC of the 

MÉES orientations. The results suggested the integration of a nurnber of the PC, without 

specifically focusing on PC 1 and PC 2. The focus of this case study was to research how 

tutoring helps with knowledge and rnastery of English, which correspond to PC 1 and 

PC2. 

5.2. Limits 

This section explains sorne lirnits conceming this research. Sorne are taken frorn 

the researcher ' s observations. Next, l establish two biases in research within the case 

study: sampling and social desirability. Also, l consider how this case study may be 

expanded upon, when explaining sorne of the observations frorn the researcher. 

One of the researcher' s observations exarnmes future ESL teachers and their 

participation to the online tutoring elective course. The whole idea behind tutoring was to 

offer a rneans of support to irnprove knowledge and rnastery of the English language for 

students in the teaching ESL program. Yet, those who rnay have needed this support the 

rnost did not take advantage of it. Notably, it was a struggle to find three students in 
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approximately one hundred students in the teaching ESL pro gram to partake in the 

tutoring as an e1ective course. Even though promotion of this course was done, among 

others, by presenting it in c1ass, numerous emails, a Facebook page, word of mouth, 

talking to many students about the benefits, very few students participated. Moreover, all 

the students who had participated in the first course lauded the benefits of tutoring in 

teacher-training. Evermore, when asked if tutoring should be part of the teaching ESL 

pro gram, the answer was a resounding "yes" from aIl the participants. 

Often, within the teaching ESL pro gram, students evaluate each other informally 

on their English skills and situate themse1ves in relation to others. Thus, the lack of 

participation of future ESL teachers in an elective course to help them may stem from a 

fear ofbeingjudged on their own knowledge and mastery of the English language. Jane's 

volunteer participation in the tutoring and in this research demonstrated c1early her 

willingness to engage with and reflect on language-re1ated issues. Consequently, more 

research would be required to study if this willingness applies to all future ESL teachers. 

However, Jane c1aimed: "In the choice of elective courses, this is one of the most relevant 

to our field ." Correspondingly, Jane enjoyed the tutoring experience so much that she 

would have done it again. 

Important to note, the fact that tutors can record themselves using this online 

platform can have a positive outcome only ifthey take time to listen to the recording, and 

then notice elements that work, elements to modify, and elements to stop. This requires 

willingness to engage with and reflect on language-re1ated issues. In this case, Jane seems 
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willing to reflect on language-related issues. Thus, recording herself did have a positive 

outcome on Jane. 

Many results came from analyzing the perceptions of the participant. For 

example, when Jane mentions her difficulty with hesitations ID speaking, this is not 

corroborated by the researcher or by a formaI assessment. 

Due to the low number of participants, the results of this study cannot be 

generalized. However, it is possible that other universities in Quebec face similar 

challenges with regards to future ESL teachers ' mastery and knowledge of English. Thus, 

the improvements Jane made concerning TLA, with the support of tutoring, could apply 

to many pre-service and in-service ESL teachers. 

5.3.1. Biases in Research 

Sampling. Bhattacherjee (2012) defines sampling as the process of selecting a 

"sample" of a population of interest for purposes of making observations. Generally, 

social science research infers patterns of behaviour in a specific population. "It is 

extremely important to choose a sample that is truly representative of the population so 

that the inferences derived from the sample can be generalized back to the population of 

interest" (Bhattacherjee, 2012, p. 8). 

A non-probability sampling, called convemence sampling, was used, as the 

participant studied at the university where the study was done, and she was readily 

available. However, this type of sampling may not be truly representative of the general 
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population of students at university in a French milieu in Quebec. Moreover, Jane was a 

volunteer who was extremely interested in improving her knowledge of English and her 

teaching skills. She was also able to recognize a need to improve her knowledge of 

English, even though her knowledge of English was very good according to the few 

mistakes she made in the pre-tutoring questionnaire. 

Social desirahility. Participants may tend to avoid negative opinions or 

embarrassing comments about themselves may not provide truthful responses in order to 

portray themselves in a better light; this is called social desirability (Bhattacherjee, 2014). 

The research question focuses on knowledge and mastery of English. Such a 

spotlight on the core of English teaching being the English language as content and 

instrument may cause the participant to portray herself in a socially desirable manner. 

Thus, there would be a social desirability bias. However, it must be considered that the 

participant partook voluntarily with no compensation. Moreover, the participant kept a 

weekly journal, completed two questionnaires, conducted over 13 hours of recorded 

sessions, and the researcher interviewed the participant for 40 minutes. Nevertheless, 

personal gain for the participant took the form of developing her knowledge and mastery 

of English and of applying her knowledge of teaching in a real-life situation. Taking into 

account aIl the time the participant took, disregarding her personal gains, it would seem 

very improbable that there be a desirability bias examining aB the evidence coBected. 

Another consideration for social desirability concerns how the participant 

answered the questions about the tutoring and her weaknesses. From the hand-written 
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pre-tutoring questionnaire and post-tutoring questionnaire, it would seem likely that she 

answered these questions truthfully. Moreover, the interview not having pres et questions 

and the researcher not pro vi ding details about the interview, the likelihood of social 

desirability about the participant's answers is diminished. Lastly, the participant had no 

reason to answer in a desirable way, as there was no monetary or any other gains save for 

the fact that she increased her TLA. 

5.3. Recommendations for Future Research 

"Qualitative methods are intended to convey to policy makers the experiences of 

individuals, groups, and organisations, who may be affected by policies" (Chantler & 

Durand, 2014, p. 44). Within qualitative methods, a single-case study may be used as a 

pilot case for further research (Yin, 2014). The author adds: "Such a study even can help 

to refocus future investigations in an entire field" (2014, p. 51). 

Consequently, Yin (2014) writes that "a single case can represent a significant 

contribution to knowledge and theory building by confmning, challenging, or extending 

the theory" (p. 51), such as this single case, which details the impacts of online tutoring. 

In fact, reporting this case study is an opportunity to make a significant contribution to 

ESL teaching programs and to share this contribution with others. Similarly, "greater 

emphasis must be placed not only on a better integration between theoretical and 

practical courses, but also between practical courses and the actual conditions in which 

future teachers will practise their profession" (Gouvernement du Québec, 2001 , p.24). 

"Tutoring cannot be more practical then that! " (Jane). 
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From another observation, it was noted how tutoring benefits tutors with regards 

to other teaching skills. Not only is tutoring beneficial in improving knowledge and 

mastery of English, but also helps tutors with other teaching skills. This aspect would 

require further research, even though Gazaille (2010) covered a number of those other 

teaching skills. For example, the TLA characteristic of willingness to engage with and 

reflect on language-related issues could be researched in line with PC 10 of the MÉES 

orientations: "To engage in professional development individually and with others" 

(Gouvernement du Québec, 2001 , p. 143). 

Lastly, when asked if tutoring should be part of the ESL teacher-training pro gram, 

Jane answered "yes". She writes that tutoring "off ers students a great opportunity outside 

of the practica to put into practice what we have leamed in c1ass, test teaching strategies, 

work on our ways of explaining notions, and develop our own teaching style." The 

tutoring offered to college students, as was this case, is also an excellent way of 

discovering a different clientele from that seen in the program, which focuses mainly on 

primary and high school students. 

5.4. Conclusion 

When it cornes to teaching in Quebec, an future teachers of aIl subjects must pass 

a French competency test before getting their teaching licence. Surprisingly, regarding 

English as a second language teaching, no assessment is needed to detennine if someone 

has the English competence. Assuredly, a certain number of graduate ESL teachers do 
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not master PC 1 and PC 2 to the extent expected by the orientations of the MÉES; as 12 

various professional competencies are evaluated, not only two. 

Barratt (2010) states, "A critical element in effecting change is demonstrating that 

change is desirable" (p. 181). Certainly, if universities offered a language improvement 

component, in that vein, the results show that focusing on TLA in online tutoring appears 

as a promising tool to help ESL teacher' s knowledge and mastery of English. In the end, 

students in primary and high schools would become the main beneficiaries because they 

may also have better knowledge and mastery in English. 

To conc1ude, the objective of the research was verified. 1 analyzed TLA by using 

online tutoring as a means of for future ESL teachers to help with the mastery and 

knowledge of English. For instance, wanting to constantly improve her pronunciation 

demonstrates that Jane understood her key role as input for English. This is a key aspect 

of the research because, as mentioned, ESL teachers are as sets as linguistic and cultural 

models (Gouvernement du Québec, 2001). More importantly, the fact that Jane writes in 

the pre-tutoring questionnaire that hesitations in formulating a verbal response was more 

difficult for her, and manifestly she improved this aspect. Thus, by studying the effects of 

tutoring on future ESL teachers ' knowledge and mastery of English, the findings may be 

shared with other French universities in Quebec facing similar challenges. 
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Appendix A 

Pre-tutoring Questions 



Instructions : 

• Merci de prendre le temps de répondre à ce questionnaire. 

• Il n'y a pas de bonnes ou de mauvaises réponses et que nous voulons simplement savoir ce que 
vous pensez. 

• Toutes les données seront traitées de façon confidentielle et anonyme. 

• Votre participation est volontaire. 

Données sociodémographiques 

Nom: ------------------------------------ Date: ______________ __ 

Sexe: [] H [ ] F Age: ans -----

L'anglais est ma langue première [ ] seconde [ ] tierce [ ] 

Dans quel programme étudiez-vous? 

Depuis combien de temps ? [] 1 an [] 2 ans [] 3 ans [] 4 ans 

Enseignez-vous présentement ou avez-vous déjà enseigné l' anglais, langue seconde? 

Oui [] Non [ ] 

[ ] Temps plein 
(occasionnel/contrat) 

Si oui, veuillez indiquer : [] Primaire 

[ ] Temps partiel 

Niveau(x): __________ __ 

Suppléance 

[ ] Secondaire 

Autre : 

Niveau(x): __________ __ 

1. Please describe in which context you learned English. 

2. Before starting university, did you take steps to improve your English skills? 

[ ] Yes [ ] No If yes, which ones? 

3. Are you taking measure to improve your English skills at the moment? 

[ ] Yes [ ] No If yes, which on es? 

4. According to you, what are your greatest strength with regards to the English 
language? 



5. In your opinion, what are the aspects of the English language that are more difficult 
for you? 

6. Why did you choose to take part in the tutoring? 

7. Do you believe that tutoring can help you with regards to the English language? 

[ ] Yes [ ] No Ifyes, how? 

8. Could you please write a 3-paragraph text (l0-15lines) 

First paragraph: Explain a bit your past experience in leaming English. 

Second paragraph: Explain what motivates you to study in your field. 

Third paragraph: Explain sorne of your career expectations, hopes, and dream. 



Appendix B 

Post-tutoring Questions 



Instructions : 

• Merci de prendre le temps de répondre à ce questionnaire. 

• Il n'y a pas de bonnes ou de mauvaises réponses et que nous voulons simplement savoir ce que 
vous pensez. 

• Toutes les données seront traitées de façon confidentielle et anonyme. 

• Votre participation est volontaire. 

Données sociodémographiques 

Nom : Date : ----------------------------------- ----------------

Sexe: [] H [ ] F Age: ______ ans 

Please answer the following questions in English. 

1. During the tutoring, describe a positive moment where you were proud of you work 

as an English, second language (ESL) tutor. 

2. In general, what will you retain or gain from your experience as a tutor? What are 

sorne of the things you leamed? What skills have you developed? 

3. More specifically with regards to your English language skills, please describe the 

aspects of English you believe are the ones you improved the most. 

4. If a friend asked you for advice about becoming a tutor, what would you say? 

[ ] Yes [ ] No Why? 

5. Looking at sorne of the aspects from your tutoring experience, do you think it should 

be part of the ESL teacher-training pro gram? 

[ ] Yes [ ] No Why? 

6. Could you please write a 3-paragraph text (10-15 lines) 

First paragraph: Explain a bit your tutoring experience 

Second paragraph: Explain how your tutoring experience will affect 

your way of seeing the teaching profession. 

Third paragraph: Explain specifically how your tutoring will change 

your way of teaching ESL. 


