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ABSTRACT
To continue to improve best practice for education, we must continue to research and improve
our understanding of educational methodologies and the students who we work with. One way
that we continue to improve is by seeking to identify perspectives which are either
underrepresented or where there is a gap in the known research. Students who have American
Sign Language (ASL) as a first language (L1) fall into that category regarding the lack of
prevalent research into their unique language learning needs. Therefore, this study aims to give a
voice to the perspectives of those who have ASL as an L1 on their English language acquisition
experiences. The perspectives were gathered through an online survey which identified several
key factors in the language acquisition experience. There were 7 participants in this study 3 who
were deaf and 4 who were Children of Deaf Adult(s) (CODA)s. They share the characteristic of
having ASL as a first language and their experiences provided insight into what made learning
English a positive experience and where improvements may need to be made. Results showed
that there might be positive correlations between an individual’s self-efficacy, teacher efficacy,
use of the L1 in the classroom, and direct English language instruction on the positive experience
of acquiring English for individuals with ASL as an L1. Research must continue in these areas to
determine the underlining features which contributed to these results and to add more
information to the base of knowledge on English language acquisition for individuals with ASL
as an L1.
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GATHERING THE PERSPECTIVES OF INDIVIDUALS WITH AMERICAN SIGN
LANGUAGE (ASL) AS A FIRST LANGUAGE (L1) ON THEIR ENGLISH LANGUAGE
ACQUISITION
Introduction
America is in an exciting period of educational reform and improvement for English as a
New Language (ENL). Not only are new programs being developed, but also the very attitudes
towards existing programs are becoming more positive (Barrot, 2016). Students who have a first
language other than English have long relied on the supports offered by English as a Second
Language (ESL) programs. With new initiatives, bilingual programs and bilingualism are
becoming considered assets rather than detriments. ENL methods such as codeswitching,
translanguaging, and funds of knowledge are no longer restricted to ENL classrooms but are
appearing in the mainstream content course classrooms (Pappamihiel & Lynn, 2016). This
positive change can even be noted in the changes in terminology for student classifications from
Limited English Proficient (LEP), to English Language Learner (ELL), and Emergent Bilingual
(EB). However, despite these improvements, more change is still necessary. The purpose of ENL
is to educate those who have a first language(s) other than English in English so that they may
become socially and academically successful in an environment that heavily utilizes English
(Barrot).
Educating Special Groups
The topic of educating special population groups, such as those who are deaf or hard of
hearing, is not new for researchers. However, the views of Deaf culture and American Sign
Language (ASL) are changing in mainstream American culture, the same as the perceptions of
the ENL field. Therefore, new research topics are coming to light. One such concept is
redefining the language needs of students who have ASL as a first language (L1). Many students
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who are prelingually deaf, become deaf in early childhood, or are hearing but born to deaf
parents (CODA) have ASL as a first, or dominant, language. However, due to previous
misconceptions about ASL, these students have not been considered EBs. The validity of ASL as
a language has been questioned making it impossible to view students with ASL as a first
language as having a language other than English. Thus, the concept of ASL being recognized in
an official manner is becoming more necessary and recognizing that fact; several states are
beginning to write policies on the topic. Recently, New York State has officially recognized that
American Sign Language is a full language equal to any spoken language (American Sign
Language as a Foreign Language, 2001). That makes now an excellent opportunity to determine
if those with ASL as a first language will benefit from ENL practices in their English language
acquisition. If ASL is an L1, as New York State and many others believe, then English must be
the L2 for those students, and therefore they are ELLs; and if these students are ELLs, then it is
reasonable to postulate that they may benefit from the same ENL supports that other ELLs
receive. The purpose of this study is to identify the perspectives of those with ASL as an L1 on
their English language acquisition. By gathering these perspectives, researchers, educators, and
interested parties will be able to understand these unique viewpoints on education from a group
that may benefit from ENL practices but do not currently receive access to them.
Prior Research into Supporting Students with ASL as L1
However, there is very little research on the topic of the validity of ENL supports for students
who have an ASL L1. This may be largely due to the fact that the validity of ASL as a language
has been a topic of debate for some time, despite the insights of deaf scholars, linguists, and
researchers (Andrews, Byrne, & Clark, 2015). ASL has been largely discarded as a coded form
of English, although it has a different grammatical form from English and unique linguistic
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features (Lieberman, Borovsky, Hatrak, & Mayberry, 2016). This devaluing of ASL has made it
common practice to treat English as if it were the student’s L1. Students who have ASL as an L1
and are a part of the Deaf Community must be recognized as a linguistic and cultural minority
for deaf educational research to improve (Higgans & Lieberman, 2016). Bilingualism alongside
ASL has been researched, and ASL English Bilingual schools have been developed. However,
the research often refers to bilingualism of two voiced languages and disregards ASL as a
component, and many ASL English bilingual programs fall prey to the same audist perspectives
that caused ASL to be devalued (Ballenger, 2013).
It has been recognized in deaf education that literacy in English has been a challenge for
students who are deaf and that there are many deaf scholars who defy the reported literacy
deficiencies (Mayer, 2009). These contradictory accounts have puzzled researchers and continue
to initiate ongoing studies on that topic. However, the means by which students with ASL as an
L1 acquire English as an L2 have not been addressed. It may be that the terms being used such as
ELL and EB are still quite limited considering it is still a challenge to include special population
groups such as those with ASL as an L1 (Paul, 2016). By recognizing ASL is a distinct language
from English, and English must be acquired as an L2, researchers may finally be able to make
some progress in discovering the root of English literacy issues, and what methods will better
serve these students (Andrew, Hoshooley, & Joanisse, 2014; Andrews, Byrne, & Clark, 2015;
Dolman & Rook, 2017; Hoffmeister & Caldwell-Harris, 2014; Mayer 2009; and Paul, 2017).
Background on ENL Practice Application
To consider applying ENL practices for English language instruction for students who have
ASL as an L1, we must understand what ENL practices are and the reasons that they may be
important. The ENL field has been developed to serve the needs of students who have a language
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other than English and are participating in a school system by which instruction is conveyed
through English. This has caused researchers and educators to develop many techniques to aid in
English language acquisition. These techniques include codeswitching, translanguaging,
culturally relevant pedagogy, and teaching strategies, such as those described by Sheltered
Instruction Observation Protocol (SIOP) (Krulutz, 2014).
Codeswitching allows students to navigate between languages and build an understanding of
content through the use of both languages (Andrews, & Rusher, 2010). It occurs when students
switch between their L1 and L2 to develop both languages and use both languages to develop
their content knowledge. Similarly, translanguaging uses both languages; however, it is more the
use of translations for one to one correlations, where codeswitching focuses on larger concepts.
The idea behind using translanguaging is that the student’s knowledge of their L1 improves their
understanding of their L2 (Wolbers, Bowers, Dostal, & Graham, 2014). To use a voiced
language example, it is easier for a Spanish L1 student to know what “analyze” means if the
teacher provides the translation of “analizar.” It is possible to translanguage between English and
ASL as well (Morford, Wilkinson, Villwock, Piñar, & Kroll, 2011). The use of the L1 improves
writing fluency over time as the teacher connects the languages through their instruction
(Seessel, 2013). It is becoming common in general education classrooms to incorporate
culturally relevant pedagogy regardless of the presence of EBs. In ENL and general education
instruction, it is important to have culturally relevant teaching practices so that the differences
between the student’s culture and the dominant culture do not impede the learning process (Chen
& Yang, 2017). These strategies improve English language acquisition so that students will not
be held back from learning content because their dominant language is not the current mode of
instruction.
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Background on Specific Learning Needs
Students who are prelingually deaf or become deaf in early childhood do not have the same
access to audio languages as their hearing peers do (Andrew, Hoshooley, & Joanisse, 2014).
Therefore, they have less access to learning English unless specifically instructed on it,
depending on the range of hearing the student has. There have not been many options available
for this instruction, but as deaf education in the U.S. has developed, there have been attempts to
remedy that issue (Swanwick & Marschark, 2010). ASL bilingual programs are beginning to be
considered for adaptation to general education public schools; however, this idea receives the
same resistance as do many spoken language bilingual programs (DeLana, Gentry, & Andrews
2007). There are specific schools in which ASL is the primary mode of instruction. However, not
all teachers hired at these schools are fluent in ASL, and so they rely on interpreters. Also,
Children of Deaf Adults (CODAs) who have the first language of ASL arrive at school able to
hear but without the native English acquisition of their peers due to the difference in their first
language. In the past, the education field has viewed CODAs and deaf students as missing out on
language, disregarding the students’ first language of ASL.
Current Practice
Due to the fact that the majority of deaf babies are born to hearing parents, and laws that
push for the inclusion of special needs groups in the general education classroom, such as the
Individuals with Disabilities Act (IDEA), one of the most common forms of schooling in use is
mainstreaming; which is the practice of placing those with special services in general education
classrooms. However, the schools are often limited in resources to benefit these students, and so
the deaf students often miss a lot of key instruction, have trouble connecting with hearing peers,
develop low self-efficacy, and attempt to act like they are hearing so that they can fit in with
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peers and in the classroom (Drolsbaugh, 2017; Garberoglio, Gobble, & Cawthon, 2012).
Mainstreaming means that a student is placed in a general education classroom, often with fewer
supports than what they would receive in specialist classrooms due to the fact that general
education teachers do not receive much specialized training (Hoffmeister & Caldwell-Harris,
2014). The use of Simultaneous Communication (SimCom), the communication form in which
ASL signs are used at the same time as English is spoken so that those who are hearing and deaf
can receive the same information at the same time, also presents issues of comprehensible input.
However, SimCom has been found to sacrifice many elements of ASL, such as the grammar
structure, to the point at which it is not fully comprehensible for those relying on the signs
(Tevenal & Villanueva, 2009). An additional problem is that interpreters at the high school level
are not required to be certified by New York State, causing many schools to inadvertently hire
underqualified individual.
All of these factors have a negative effect on the student academically, socially, and, to an
extent, personally. Deaf students in mainstream classrooms often feel isolated and do not feel as
if they have comprehensible input in the classroom (Olivia, 2007). Much of this negativity is due
to the same mindsets that have devalued ASL as a language. Mainstreaming deaf students with
ASL as an L1 often leads them to adopt the same deficit perspective of themselves and their
language, as input from their peers and teachers tends to devalue their language and culture
(Slobodzian, 2011). If using ENL methods are considered effective for students with ASL as an
L1, it may allow mainstreaming to become a viable option for educating these students while
maintaining and developing the student’s connection to ASL and the Deaf community.
Also, considering standardized testing has become a norm in schools, and many who have
special needs receive accommodations, including tests in their L1; the scores of students with an
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ASL L1 may improve by receiving standardized tests interpreted into ASL (Qi, & Mitchell,
2011). Additional factors that must be defined to determine if these practices are necessary
include: the current practices for English language instruction are in use for students with ASL as
a first language, and the nature of ASL as a language separate from English. Therefore,
determining the effectiveness of ESL methods for students with an ASL L1 may prove crucial
for improving the quality of education, comprehensible input, and ability to accurately produce
empirical evidence of progress for these students. Insights from the perspectives of those with
ASL as their L1 on their English acquisition may shed light on whether there should be
continued research into this possibility.
Purpose of the Study
The topic of this study came of interest to me when I was taking my introduction to
linguistics for ENL purposes and first ASL class. At the same time that I was learning about
linguistics and the foundations of ENL practices, I was learning the linguistics of ASL, Deaf
history, and Deaf education. At that time, it was merely a few survey courses; however, I was
seeing incredible parallels that brought the question of ENL for students with ASL as an L1 to
mind. As I continued to learn more about ENL, Bilingual Education, ASL, and the Deaf
Community, I found that the question I held. Discussions with my professors of ESL and ASL,
and educators at Gallaudet University, when I took a summer class there, all seemed to agree that
ENL practices might be of use, and that there is a research deficit in this area. However, there
seems to be a need for more groundwork before the usefulness of ENL practices for ASL as an
L1 can be more thoroughly discussed.
Therefore, this study proposed to lessen the gap in knowledge by broaching the topic of what
the perspectives are of individuals with ASL as an L1 of their experience with English

GATHERING PERSPECTIVES ON ENGLISH ACQUISITION

8

acquisition and what they believe may have been beneficial to them as students, or for future
students in English acquisition. By gathering information on this topic, more studies may be
conducted to continue to seek information of best practice for English language acquisition for
students with ASL as an L1. To achieve an answer to this question, the perspectives of Children
of Deaf Adults (CODAs) and Deaf individuals will be gathered through surveys with Likert scale
rating and open-ended questions. In the next chapter, the relevant literature will be discussed in
detail to develop a deeper understanding about the topics of ESL modifications, ASL as a
Language, and those with ASL as an L1 as second language learners.
Literature Review
In the previous chapter, I introduced the possible connections between the ENL field and
the English language needs of students who have ASL as an L1. Because the education field is
built on a heritage of finding new and better ways to learn, to better prepare students for their
futures. That means that it is a field that constantly grows and changes, much as do science and
medicine. One of the benefits of a dynamic field is that professionals can look back at a plethora
of data and research to make the most informed decisions possible. English as a Second
Language (ESL) has research from general education, special education, literacy, and language
education to feed its vein of inquiry, leading to quick developments of better practice in the
techniques used by English as a New Language (ENL) educators. In the following chapter,
information will be reviewed that explain ESL as a field, ESL methodology, and potential gaps
in knowledge that remain. Additionally, I will review research that sheds light on American Sign
Language (ASL) as a language, current practice for English acquisition for those with ASL as an
L1, and English language acquisition for those with ASL as an L1. This research is the
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foundation of this research inquiry of analyzing responses to a survey to view the perspectives of
individuals with ASL as an L1 on their English language acquisition.
ESL as a Field and Strategies of English as a Second Language Instruction
To understand whether those with ASL as an L1 can be considered as English Language
Learners (ELLs), we must first understand what the field of ESL is and if it bears any relevancy
in analyzing these perspectives. ESL is a term that goes through constant change, partially
because it is difficult to be accurate in every circumstance. Sometimes English is the student’s
third or fourth language, which has lead the field to lean toward the term English as a New
Language or (ENL), although both terms are still used at this time. This field has been growing
for some time, and there have been many theories developed around Second Language
Acquisition (SLA) and ideas developed of ESL practice (Abbasi, 2011). Although none of the
current research addresses students with ASL as an L1, the research has been developed to
address a large variety of languages, cultures, and student needs.
One of the most debated and useful means of SLA comes through bilingual institutions,
which use both the students L1 and target language for academic instruction. This is one area
where Deaf Education has made some modifications similar to those in ESL. The first bilingual
ASL/English school was founded in the name of Nathie Marbury, a Deaf educator who fought
for students to be able to learn English and ASL together. Bilingual education has been found to
promote student acquisition of a target language while maintaining and referring the student’s
use of their L1 (Mayer, 2009; McQuarrie, & Abbott, 2013; Morford, Wilkinson, Villwock, Piñar,
& Kroll, 2011). One of the keys in bilingual education is having an equal value placed on both
the L1 and target language, which starts with acknowledging the first language. That knowledge
results in “a fundamental shift in the education of deaf students since the late 1980s (which) has
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been the application of principles of bilingual education, and the incorporation of the view that
deaf students are second language learners,” (Mayer, p. 325).
A similar approach in an inclusive education public school setting is the use of
codeswitching, where students use their knowledge in an L1 to support their understanding of the
target language. Inclusive education, previously referred to as mainstreaming, is a product of the
Least Restrictive Environment (LRE) policy established by the Individuals with Disabilities
Education Act (IDEA), which aims to place students with special needs in general education
classes with appropriate modifications and accommodations (United States Department of
Education, n.d.). The ESL method of codeswitching is another means by which educators can
demonstrate their valuing of the student’s L1, by allowing it to have a place in the classroom.
Codeswitching gives the student the opportunity to navigate the academic setting with the
knowledge that they bring about both languages (Andrews, & Rusher, 2010). The availability of
multiple sources to draw on for academic information allows students to utilize their funds of
knowledge, which may otherwise be unwelcome in the classroom. If a student is adept at a
subject but does not know how to express it in English, they may appear less knowledgeable than
if they were to express the information in their L1.
One overarching theme in ESL instruction is the concept of culturally responsive
teaching. Methods such as Sheltered Instruction Observation Protocol (SIOP) were developed
just for that purpose (Center for Applied Linguistics, 2018). One key element in the SIOP
strategy, called Culturally Responsive Teaching, is using teaching practices that are relevant to
the student’s culture and reduce cultural bias from the dominant culture. It asks educators to
incorporate the students’ culture and funds of knowledge in the classroom to support both
content and language objectives (Chen, & Yang, 2017). This ESL practice creates an
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environment that nurtures language acquisition. Instead of a hostile sink-or-swim type of
environment, students find a classroom that lowers their affective filters, so that they can focus
more on learning, demonstrated by the fact that “when the culturally responsive teaching
strategies intervention was removed, all students' behaviors returned to a pre-intervention level”
(Chen, & Yang, p. 83). The implementation of culturally responsive teaching practices can lead
to an increase in participation from students because they find their perspectives and knowledge
bases are valued by the teacher and their classmates (Chen, & Yang). This ESL strategy is one of
many that is a direct result of the specialized field of SLA. Without the training and techniques
taught in this field, educators will not be able to use all the tools available to provide their
students with the best education possible. Other professionals, such as general educators, special
educators, and speech therapists, are also missing the instructional practices that are only
currently offered through ESL training.
Linguistic Elements that Classify ASL as a Genuine Language
One of the reasons, in the past, that there has not been well-defined practices for teaching
the English language to d/Deaf students is the debate of ASL’s recognition as a language. Some
prevalent myths include ideas that ASL is just English on the hands, or that it is a coping
mechanism or a code that deaf people resort to out of necessity. All of these perspectives have
their flaws (Handspeak.com, n.d.). ASL’s grammar and syntax are inherently different from that
of English. Most simply ASL’s grammar uses a Subject-Object-Verb sentence ordering, whereas
English uses Subject-Verb-Object sentence order. However, the simplest description is not
always the most accurate because “ASL follows several different ‘word orders’ depending on
what is needed. Which word order you choose depends on your audience's familiarity with the
topic and what you are trying to do: explain, remind, confirm, negate, cause to consider.” (N.A.
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American Sign Language: Grammar). ASL is not a coping mechanism, where a less preferred
alternative is used when the preferred form is unavailable. ASL is the preferred form of
communication for most deaf individuals and many Children of Deaf Adults (CODAs). Also, it
is not a code, which is a simplified form of a dominant language. ASL is linguistically complex,
as will be demonstrated through research mentioned shortly hereafter (Lieberman, Borosky,
Hatrak, & Mayberry, 2016; Smoke, 2010).
The effect of belittling ASL’s status as a language is lowering ASL users’ status as a
linguistic minority, and development of low self-efficacy. Educators are often made aware that
students’ self-efficacy affects their performance in the classroom. Students can determine the
way that their teachers feel about them. If they sense that their language, culture, or identity is
not valued in the classroom, they will avoid interacting with the classroom environment.
Therefore, “if strong self-efﬁcacy leads to higher student outcomes, it is plausible that low
achievement of deaf students has a relationship with diminished efﬁcacy beliefs in deaf
education teachers” (Garberoglio, Gobble, & Cawthon, 2012, p. 369). This avoidance of
interaction includes the academic and social interactions in and around the classroom. Therefore,
if the teacher is aiming to foster student achievement, they must endeavor to demonstrate their
valuing of the student’s language and culture.
The term linguistic minority refers to languages that are not valued as highly as a
dominant language. In the United States, English is the dominant language; this is demonstrated
through perceptions of English being the national language despite there being no national
legislation on the national language in America. ASL is a linguistic minority because it is not a
majoritarian language and is often not understood to be a language by the majority population of
hearing individuals. Many scholars still choose to maintain that deafness is merely a disability
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and ASL a coping mechanism but “from a different perspective, Deaf people can be considered a
cultural and linguistic minority group, who use a fully formed language-American Sign
Language (ASL)-and are members of a distinct minority culture” (Higgans, & Lieberman, 2016
p. 9). It is due to this linguistic minority status that mainstream schools and educational practices
have neglected the direct English language input that students who went deaf before acquiring a
spoken language (i.e., prelingually deaf), or those raised in homes with ASL as a first language,
such as CODAs, need.
Educational policies have been updated and refined to make sure that current practice
best provides for the needs of the students. This includes changes in the English as a Second
Language branch of education, where there are new theories, classifications, and methodologies
that are being tested and put into practice on a regular basis. One of the first steps is identifying a
student as an English Language Learner (ELL). This classification has changed in name and
scope over the years, but students with ASL as an L1 have yet to be included in this
classification, largely because research is still developing in that area. Many factors contribute to
the definitions and classifications of ELL in more than just the term but the implications for the
field. Which adds “the challenges from sociodemographics, including language and
communication proficiency data, also hamper our attempts to understand the benefits (e.g.,
cognitive, social, affective) that accrue when d/Dhh individuals know two or more languages, a
situation that seems to exist for a number of children in the larger EL field” (Paul, 2016, p. 4).
One of the most significant traits used to identify a student as an ELL is whether there is a
language, other than English that is the main vehicle of communication in the student’s home.
For students who have ASL as an L1, there is indeed a language other than English being used as
the dominant mode of communication in the home, yet these students are not identified as ELLs

GATHERING PERSPECTIVES ON ENGLISH ACQUISITION

14

(Paul). When considering the reasons that these students are not classified as ELLs, educators
circle back to the contestation by the hearing majority that ASL is not a language. Although
perceptions of ASL as a language are changing in society, these changes have not made it to all
legislators, at this time. New York State only acknowledged ASL as an official language this last
year, after only roughly half of the United States (American Sign Language as a Foreign
Language, 2001).
To combat the treating of ASL as a non-language, many researchers have conducted
studies to analyze the linguistic elements of ASL (Higgans & Lieberman, 2016; Lieberman,
Borosky, Hatrak, & Mayberry, 2016; and Morford, Wilkinson, Villwock, Piñar, & Kroll, 2011).
These studies provide the evidence necessary to justify ASL’s position as a language. Studies
that look into the sublexical structures of ASL demonstrate that there is a complexity to ASL that
was previously unknown to those who do not sign (Lieberman, Borovsky, Hatrak, & Mayberry).
The myth about ASL, which labels it as a code comes from the premise that it would be
impossible for a language on the hands to have the rich complexities that spoken languages do.
However, more research is discovering that there is more than just a gestural code, “sign
language is a “visual-gestural” language with its own grammatical structure” (Seessel, 2013, p.
404). However, not only are elements such as sublexical structures evident in ASL, but also the
limitation of it being a language on the hands is countered by the elements of grammar depicted
through Non-Manual Signs (NMS) on the face and in other movements that do not occur solely
in the hands.
This research extends beyond sublexical structures to every linguistic principle that
identifies the elements that constitute a language (Lieberman, Borovsky, Hatrak, & Mayberry,
2016). Researchers have found that ASL does have morphemes, grammar, syntax, and
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semantics. For students who have ASL as an L1, language is not limited to the spoken word.
These students are not without a language until they learn a spoken one, such as English, they
already have a language, ASL (Swanwick, & Marschark, 2010). ASL comes with its own forms
of wordplay, poetry, and rich storytelling history, as do many voiced languages. ASL is
linguistically a language, and practice for English Language education can be improved only
when the understanding of ASL as a language is firmly in place.
Current Practice for English Language Education of d/Deaf Students
The topic of d/Deaf education is not new in research circles; however, there is still much
to be discussed as the view of Deaf culture and ASL are changing in mainstream American
culture. There is not much information on current practice for direct language instruction because
the Deaf Community is still advocating for ASL’s recognition as an official language (Higgans
& Lieberman, 2016; Lieberman, Borosky, Hatrak, & Mayberry, 2016; Morford, Wilkinson,
Villwock, Piñar, & Kroll, 2011). This leads to a unique problem for SLA considering that
researchers do not usually need first to prove that a language exists before discussing practice.
Current practice for teaching English to students with ASL as an L1 does not take into account
the fact that ASL is a separate language from English and, therefore, may not be using the most
beneficial methods for English language instruction.
To determine how to improve educational practices, it is important to understand the
current educational practice. Currently, there is not an educational practice in place for teaching
English to those who have ASL as a first language (L1). The task of English education is left to
speech therapists, whose specific job is to teach how to properly verbalize language, not to teach
language acquisition. One important piece of legislation that has greatly affected the education of
d/Deaf students in English or any subject is the IDEA and in particular the part of the law that
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describes the Least Restrictive Environment (LRE).
LRE is the principle dictates that every student has the right to their LRE, which is
described as receiving their education with non-disabled peers (Drolsbaugh, 2017). The idea
behind this legislation is that students with disabilities will have a better education and be more
prepared for their adult lives if they can engage with students categorized as normal under
common educational circumstances as much as possible. For d/Deaf students this means being
taken out of residential schools for the deaf and being put into mainstream schools. The problem
is that, in the residential schools for the deaf, the students are taught in their first language with
peers that speak the same language, and in the mainstream schools they receive all knowledge by
secondary means, such as an interpreter or fellow student, and this environment is one where
most teachers, administrators, and peers do not recognize their L1 as a language (Hopper, 2011).
This idea of mainstreaming students to provide an LRE backfires for educators when the students
are unable to acquire the knowledge or peer dynamics necessary to be successful. One of the
most deceiving elements of mainstreaming is the skill for adaptation that d/Deaf students
acquire. Deaf students are adept at acting like hearing people because that is the effect that the
dominant society values (Drolsbaugh, 2017). Skills such as nodding, reading the mood on
people’s faces, and asking friends for class notes are just the beginning, the result of which is
that deaf students internalize this lack of acceptance. Drolsbaugh refers to himself and other deaf
students when he states “that introjection I was talking about is that we internalize this message
that you need to act hearing, and it’s your responsibility to assimilate” (Drolsbaugh). Many
students appear to be successful in the inclusive setting because of good grades, but what the
schools fail to notice is that how much the student does outside of school to make up for what
they miss in school (Drolsbaugh). These students are intelligent and hardworking, but educators
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must begin to wonder if it is because of inclusive practices or in spite of them. Deaf students
often feel isolated, and as if they are struggling to keep up with their peers and their studies
(Olivia, 2007). The reasoning behind LRE is to give students opportunities to succeed in the
outside world; however, that does not mean that inclusive education is the only way that students
can be prepared to be productive citizens; especially when the resources necessary to help
students to be successful are not maintained.
One of the most important resources for d/Deaf students are the interpreters. However,
many school interpreters are underqualified to convey lectures to students (Slobodzian, 2011).
There are not any well-regulated requirements on interpreters for high school students, and many
schools try to avoid hiring interpreters because they cost the school extra money for a resource to
help them, often only, a deaf student in the school. Schools therefore commonly first suggest that
parents get their children evaluated for a cochlear implant as the first option, an expense the
parents are responsible for. Talking about his own experiences with a public school on the
matter, Drolsbaugh (2017) says “I’m not saying that I am anti-cochlear implant, I’m just saying
instead of offering me options that was the one thing that they said…” “but that experience really
hit me hard, and I thought to myself ‘what if I weren’t deaf? What if I were a hearing parent who
didn’t know anything deaf culture or the different options and opportunities that were out there?”
(Drosblaugh, p. 14). The effectiveness, or possible dangers of the cochlear implant surgery aside,
many parents do not have the important information to make that choice. They view the school
officials as experts and are willing to defer to that expertise, believing that school officials’
advice is in the best interest of their child (Drolsbaugh). The majority of deaf children are born to
hearing parents and hearing parents are less likely to know all the current research on d/Deaf
education.
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Inclusive education is focused on the students’ general education, but for students who
are pre-lingual deaf, in particular, a major concern is language acquisition. As previously
mentioned, the duty of providing the English language to d/Deaf students is mainly assigned to
speech therapists. The premise by which the ENL field approaches language acquisition focuses
on the components of spoken language for “it has been customary to posit innate knowledge or
learning biases as the necessary constraints on induction” (Hoffmeister, & Caldwell-Harris,
2014). In other words, the constructs by which we have understood language is the form of
spoken language, which then defines the practice of language education. Therefore, even as
inclusive classrooms aim to serve students best, they function off of the partial data set of spoken
language as the sole linguistic reference point. Considering current legislation, such as IDEA,
more students are being pooled into mainstream schools. Therefore, new practices, and practices
already in use in deaf residential schools must be considered for these students to receive the
education that school policy intends to provide for them. One of the first steps schools, and the
nation need to take is acknowledging ASL as a language, and evaluating the language needs of
the student from that perspective.
English Language Acquisition for Those with ASL as an L1
As has been discussed earlier, there is not a lot of direct research on the topic of English
language acquisition for students who have ASL as an L1. In the past, research in this area would
pop up sporadically. Fortunately, this gap in knowledge is starting to fill, as many new research
projects have been published over the last two years. This is an exciting time of discovery in this
vein of research.
Research has been discovering that the more skilled a student is in his or her first
language of ASL, the more likely he or she will successfully acquire English (Andrew,
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Hoshooley, & Joanisse, 2014; Andrews, Byrne, & Clark, 2015; Delana, Gentry, and Andrews,
2007; Dolman & Rook, 2017; Paul, 2017, Qi & Mitchell, 2011). This is a concept that holds true
across all language acquisition research and is commonly taught in ESL methods. The more
students are proficient in their L1, the more efficiently they will acquire an L2, L3, or any
additional languages. Looking at the practices of Deaf education over history, a pattern emerges
that the most successful Deaf individuals were encouraged to use ASL and were highly
proficient in ASL at a young age and continued to foster their L1 and L2 language growth over
time. The same as with spoken languages, deaf students who are bilingual develop their language
acquisition in stages, and “while they may not initially have full proficiency in their first and
second languages as deaf adult balanced bilinguals do, deaf bilingual children are seen as having
skills in signing and print that range from emerging to developing. Over time, as they interact
with others and with texts, they develop their two language proficiencies” (Andrews, Byrne, &
Clark, 2015). Therefore, it is important for student success for their first languages to be
encouraged in school, rather than discounted. Additionally, the perspectives of teachers about
ASL and Deaf Culture is shown to have an impact of student achievement (Barrot, 2016; and
Ballenger, 2013). The more positive teachers are about the students’ language and culture, the
more likely they will foster them in the classroom. Teachers who belittle ASL and Deaf culture
isolate and devalue their students who belong to this linguistic and cultural minority group.
Conclusion
It is common practice in education to acknowledge that it is necessary to evaluate the
needs of the students and to differentiate instruction accordingly. This includes the linguistic
needs of the students (Pappamihiel, & Lynn, 2016). This catering to the needs of the individual
students has been a long-standing practice in both ESL and Special Education; in recent years it
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has become common for general education as well. However, the education system is still
growing and changing, so some groups are still underrepresented in the classroom. For students
to acquire an additional language, their learning needs must be recognized and accounted for in
the classroom. In this next chapter, I will address how this research is applied to the methodology
of this study and how it addresses:
•

What kind of schooling did the participants receive

•

What specific English language instruction did they receive

•

How has their experience shaped their perspective on their English Language acquisition
Methods
In the previous chapter, I reviewed the relevant literature that described English as a

Second Language (ESL) as a field, common ESL methods for language acquisition, potential
gaps in knowledge for ESL research, American Sign Language (ASL) as a language, and current
practice for English language acquisition for those who have ASL as a first language (L1). As
this study gathered information on the perspectives of individuals with ASL as an L1 on their
experiences of learning English, the goal was gathering this information to determine which, if
any, current practices for English instruction are useful, and if not, what methods would be useful
for these individuals. This information was gathered through surveys that use both open-ended
and closed-ended questions through an online medium. This information will be useful for
refining the methods used in teaching English to individuals who have ASL as an L1, by
determining the methods that may be more effective. Future research can test the application of
those methods. In the following chapter, I will outline the research frameworks, setting and
participants, and data collection that contributed to the formation and application of this study.
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Research Frameworks
The gathering of individual perspectives to improve educational methods required this
study to utilize qualitative methods. Qualitative research provides a paradigm unique from
quantitative research in which personal stories allow participants to reflect on their experiences to
affect future perceptions of those experiences. Researchers and participants use narratives to
continue to challenge previously accepted mindsets because “with every action taken, the context
changes and we must critique our assumptions again,” (Crotty, 1998, p. 157). Therefore, narrative
plays a key role in developing best practice and is utilized in qualitative methods. For this study,
the reflections of participants were crucial in determining the methods that were viewed as
effective, and the methods that participants viewed as needing to be changed. Without this
reflection, researchers would be forced to bypass experience for expensive longitudinal studies of
all the possible methods of English language acquisition to answer this question.
This study followed the principles of Grounded Theory to interpret the data gathered.
Grounded Theory aims to understand social processes through the compilation of data. It is
useful for qualitative researchers because of “its traditional reliance on interview data and, to a
lesser extent, document data; its emphasis on the constant comparison and emergent analysis,
have important implications for approaches to sampling” (Gentles, Charles, Ploeg, & McKibbon,
2015, p. 1773). The overall purpose of this paradigm is to use experience to inform theories of
practice. Therefore, the experiences gathered through this study are intended to inform better
practice for English language acquisition. The results of this data will suggest that current
methodology is effective or that changes may be necessary.
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Research Setting and Participants
For this study, surveys were sent electronically through Facebook and deaf community
forums requesting individuals with ASL as a first language between the ages of 18 and 30 to
participate in the online survey. Participation in the survey was completely voluntary without any
compensation. All of the data collected was anonymous and secure to ensure the privacy of the
participants.
Purposeful sampling was used because those who have ASL as an L1 who are
prelingually deaf have a unique set of factors to those who are simultaneously bilingual,
including the lack of access to audio-linguistic input. Similarly, Children of Deaf Adults
(CODAs) who are hearing but simultaneously bilingual due to the heavier amount of ASL
exposure that they have experienced have unique factors to consider compared with those who
learn ASL later in life. The use of purposeful sampling is required to reduce extraneous variables.
Purposeful sampling means choosing participants based on whom or what is most likely to
accurately provide an answer to the primary research questions of the study (Patton, 1990; Suri,
2011; and Wiley, Han, Albaum, & Thirkell, 2009). Not only is it necessary to have a purpose in
your sampling, but also in the selection of the items used in questionnaires and surveys. That is
where paying attention to the research on methodology becomes important. For instance, “there
was strong qualitative feedback on open-ended questions stating that participants would be more
willing to respond to a short and concise questionnaire than a long and complicated one” (Wiley,
Han, Albaum, & Thirkell, 2009, p.468 ). This is why I limited the length and number of questions
in my survey.
Individuals who have ASL as a first language create a unique set of variables in which
they not only have a first language other than English, but a language that is a linguistic
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minority, and frequently mislabeled as a form of English despite a large number of linguistic
differences. People in this category are usually those born to deaf parents who use ASL. These
individuals are either deaf themselves or hearing, and those who are deaf do not have the audio
access to English that educators unwittingly rely on. It is a case of audio-linguistic bias that
educators are not forced to become aware of until they have a student who is deaf. Therefore, by
targeting this group through purposeful sampling, this study is more likely to accurately answer
the question regarding the methods of English language acquisition that are the most beneficial.
Therefore, participants in this study must be:
1. Individuals between the ages of 18 and 30 so that they may react in full to their
educational experiences
2. Those who have ASL as a first language
3. Children of Deaf Adults (CODAs) or Prelingually Deaf individuals, or Deaf
individuals
Data Collection
The data collection used in this study consisted of the results of the surveys administered.
The surveys included both closed- and open-ended questions, which were designed to have the
participants reflect on their educational experiences; the methods that are useful or not and create
suggestions for future educational methods. The use of surveys is commonly paired with
purposeful sampling because it allows participants to engage with the purpose of the study
(Coyne, 1997; Gentles, Charles, Ploeg, & McKibbon, 2015; Suri, 2011; & Wiley, Han, Albaum,
& Thirkell, 2009). The purposeful sampling combined with the surveys yields the most accurate
data because “there is a higher likelihood of data saturation if the data collection is purposeful.
The more precise the question, the quicker it tends to reach data saturation” (Suri, 2011 p. 72).
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Therefore, it is important to narrow the field to the proper participants and to have well-crafted
questions to obtain accurate data. Surveys were initially distributed online February 19, 2018,
and due to low initial participation again on March 8th, March 30th, and April 5th. By April 5th
only two respondents had been gathered.
Data Analysis
Once surveys were completed, I used qualitative coding techniques to interpret the data
from the surveys. The interpretation of these results to sampling methods must be agreed upon at
the outset of the study for the results of the research to hold meaning. Therefore, it is important to
have results clearly described. This leads to many suggestions about the ways that this clarity
may be obtained, such as when Onwuegbuzie and Collins (2017) stated that, “to add another
level of transparency, we propose that the purposive selection of information to be coded at the
open-coding stage begins with the researcher identifying and justifying the sampling scheme used
to select the participants’ quotations or selective attributes of a context or event” (p. 150). The
key element is not the specific coding technique, but rather is the use of a coding system that
synthesizes the information clearly and accurately. Therefore, when using coding, it is important
to start from established methods so that the coding is not considered subjective. One of the
common forms of coding is thematic coding, in which researchers attempt to identify themes
within the data. It is the idea that “by looking for themes, we were able to develop some
strategies for identifying the information that can be gathered from the data,” (Vaughn and
Turner, 2016 p. 45). There are no perfect coding techniques; therefore, it is suggested that
researchers should combine or alter existing coding methods and explain how the coding was
used in their study. When analyzing data, all researchers aim to yield the most accurate results
“therefore, when analyzing qualitative data, researchers should be methodologically thoughtful in
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their use of any data coding technique; that they do not assume that pre-established tools are
aligned to their particular research paradigm and that they consider combing and refining
established data coding techniques to ensure that their coding system matches their
paradigm/methodology” (Blair, 2015 p. 27). Consequently, I used thematic coding in
combination with open-coding; which is drawn from Grounded Theory, to allow information that
does not fall within established codes to be disregarded. Through the combination of these coding
techniques, I identified themes and non-themes in the surveys to compare and contrast
experiences and to identify possible educational methods for English acquisition based on the
shared and individual experiences.
Alternative Approaches
In designing this study, I considered many methods to answer this research question. For
example, with my background in English as a Second Language (ESL), I considered a
quantitative approach to conducting an experiment. There are qualified teachers in deaf education
that would have the necessary ASL language and teaching experience to participate in an
experiment in which they would be instructed in ESL methodology to determine if ESL practices
would be useful for English acquisition. However, without gathering perspectives about current
methodology, such an experiment would risk being one-sided. Therefore, the experimental study
would have value, but only after more foundational research was conducted. I also considered
whether the study should use surveys, interviews, or both. All of the data collection forms would
be useful, and combining them could increase the validity of the study. However, with such a
specific population used for this study, the likelihood of finding individuals in a similar location
to be able to conduct interviews was small unless I traveled to areas with a dense Deaf
Community population, which was currently beyond my means. Therefore, a mixed methods
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survey is the most accurate approach to data collection that I may conduct at this time. As a
result, the surveys produced the foundation of individual perspectives necessary for an
experimental study later on, and using a mixed methods survey lends validity to this student that
would be otherwise limited by not having additional data points. Limitations of this study include
the lack of alternative data points from that in the mixed methods survey and low participation
due to the highly specific population required for this study.
Conclusions
The application of the qualitative design of Grounded Theory through surveys provided
information on the perspectives of the participants in this study. The analysis of the data using
both thematic and open- coding yielded the most accurate synthesis of these perspectives.
Through the collection of this data, I hope that groundwork will be laid for further research in this
field and that educational practices for English language acquisition for those with ASL as an L1
will be improved. The next chapter will review the data collected by these surveys.
Results
In the last chapter, I discussed the research frameworks, setting, participants, data
collection, data analysis, and alternative approaches to this research study. With the information
that was discussed, there are many facets that went into the structure of this study and that played
a role in the development of the online survey. In this chapter, I will summarize the data that
were gathered based on the information previously reviewed.
Description of the Survey
The survey used to collect data for this study was comprised of 37 questions. Out of those
questions, three were for demographic information, 6 were multiple-choice, 19 were short
answer, and 9 were Likert-scale style questions. The survey was developed in Google Forms to
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ensure that the survey would be accessible regardless of the type of computer or programs to
which the participants may have had access. Out of the multiple choice questions, five were
related to determining the type of institution that the participants attended for elementary and
middle school. By gathering this background information, I was able to learn about the
demographic information that may have affected the participants’ experiences.
Data Summary
Demographics
The participants were 4 females and 2 males. The first female participant who I will refer
to “Uhura” was in the age range of 35-44 and Deaf. The second female participant who I will call
“Nerys” was in the 55-64-age range and a Child of (a) Deaf Adult(s) (CODA). The third I will
refer to as “Catherine” in the age range of 55-64, and she is Deaf. The fourth will be known as
“Guinan,” and she was in 55-64-age range and a CODA. The first male participant who I will call
“Geordi” was in the 45-54-age range and a CODA. The last participant I will call Jean Luc who
was in the 35-44-age range and Deaf. All together there were 7 participants; 4 CODAs and 2
Deaf.
School Information
Nerys, Guinan, and Geordi went to rural schools for elementary schools, but Nerys went
to a private school, and Geordi went to a public school. Topal attended a suburban public school
for elementary school. Catherine, Uhura, and Jean Luc went to urban public schools for
elementary school. Uhura’s elementary school had a deaf classroom, whereas the other schools
did not. Jean Luc had the most stand-out experience as he was the only participant in this study
who attended an inclusive public school and a private day Deaf school.
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In middle school, Uhura transferred to a Christian private school in a suburban area.
Nerys, Geordi, and Jean Luc stayed in the same school because both of their schools extended up
through middle school. Catherine attended an urban public school for middle school, a different
school from her elementary experience. Topal stayed in the same suburban public school for
middle school. Guinan attended a different public rural school for middle school.
Nerys, Topal, and Guinan did not participate in speech therapy, and Geordi explained that
he was never told the reason that he was placed in speech therapy. Uhura, Nerys, and Geordi
received English instruction in a self-contained classroom. Catherine received her English
language instruction in an inclusive classroom setting. Topal and Guinan did not receive any
specific English language instruction. Jean Luc was the only participant who participated in a day
Deaf school and received direct simultaneous communication (Sim Com) instruction for his
English language instruction. Sim Com refers to the use of spoken English at the same time as
Pidgin Sign Language. Uhura explained that her self-contained classroom consisted of a small
group of deaf students. Geordi explained that he was fine with being in the self-contained
classroom, even though he was not certain of the reason that he was there. Similarly, Nerys
described her experience by explaining that, “for one school year, I went once a week to a
‘special’ class. What for, I don’t really know why. I wasn’t comfort in the class since I had no
idea why I was there. It was a group not 1 to 1. If it was for speech or English, I didn’t see any
improvement since I struggled with English and speech all through my education years.”
Catherine described her experience in an inclusive setting as uncomfortable at times, although
several fellow students did try to learn ASL. Jean Luc expressed a feeling of normalcy towards
his participation in Speech Therapy since it was part of the curriculum in the school he attended.
All of the participants rated highly the idea of parental involvement in their English education,
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although to varying degrees between the mother and father based on their skills with English
themselves. All of the participants stated that their parents’ participation had an impact on their
acquisition from support in American Sign Language (ASL) to reading to them daily. Although
the means of participation ranged, participants reported that all of their parents had some level of
participation in literacy building.
Perspectives towards Deafness and Deaf Culture
Understanding the participants’ views on deafness is a key element to interpreting their
perspectives towards their educations. Participants with a negative view towards deafness or ASL
are likely to share the dominant cultural perspectives that match that view, whereas those with
positive views of deafness and ASL are likely to have differing perspectives.

Participants Perspectives on a 1-10 Scale:
Views on Deafness
6
5
4
3
2
1
0
ASL is a Language with its own
Unique Grammitical Structure and
Vocabulary
Strongly Disagree

Being Deaf is a Disabilty

Disagree

Neutral

Agree

English is Necessary to be Sucessful
in America

Strongly Agree

Figure 1
Figure 1 demonstrates the number of participants who agreed or disagreed with a specific
statement, and the degree of disagreement or agreement. The first statement was “ASL is a
language with its own grammatical structure and vocabulary from English.” None of the
participants strongly disagreed, disagreed or were neutral. Topal and Guinan agreed with the
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statement using an 8 on the Likert Scale, and Jean Luc agreed with a 9. Uhura, Geordi, Nerys,
and Catherine strongly agreed with a 10 that ASL is a Language with its own grammatical
structure and vocabulary from English. The second statement was that “deafness is a disability.”
Geordi, Nerys, and Catherine strongly disagreed with this statement. Uhura disagreed with a 3.
Jean Luc was neutral at 5 with the statement that deafness is a disability. Topal and Guinan
agreed with the statement; Topal at a 6 and Guinan at an 8.
In a later portion of the survey, participants were asked to reflect on their perspectives
towards deafness and Deaf Culture. When asked if they believed that their perception of ASL as a
language impacted their English language acquisition the answers they provided varied slightly.
Some did not believe that it had an impact, while others simply had no strong opinions because
they had not weighed ASL’s language status and a few spoke of the ways that ASL was
fundamental for acquiring English because they had a language with which they could compare
English. Uhura stated that “ASL provided me a language to teach me how to use English.” Most
participants expressed that there were differing levels of support in the Hearing and Deaf
Cultures, where either the Hearing culture was more supportive because of having more hearing
family members or the Deaf culture for the same reason.
Perspectives towards English and experience with English
The second part of the Likert-Scale questions concerned the participants’ perspectives
towards English and their experiences with English in school. This information is fundamental
for understanding how their experiences impacted their education, and what elements of their
education may bear significance on those perspectives.
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Participants Perspectives on a 1-10 Scale:
Views on English Language Education
Experience
7
6
5
4
3
2
1
0
Learning English was I Received Specific ASL was Used to Help The Focus of my
My English Language
a Possitive Experience Instruction for English me Acquire English English Education was
Teacher had a
Grammar and
on Speaking and
Positive View of ASL
Vocabulary
Listening
and Deaf Culture
Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

Figure 2
Figure 2 demonstrates the number of participants who agreed or disagreed with a specific
statement, and the degree of disagreement or agreement. The first statement was “Learning
English was a positive experience.” Nerys disagreed with the statement rating a 3 on the Likert
Scale. Uhura and Topal agreed with a 7, Geordi with a 6, Catherine and Guinan with a 9 and Jean
Luc with an 8 about the statement that learning English was a positive experience. The second
statement was “I received specific instruction for English grammar and vocabulary.” Topal
disagreed with a 3 and Nerys was neutral at 5 about the statement. Uhura and Jean Luc rated an 8,
and Geordi a 6 to express their agreement with the statement. Catherine and Guinan both strongly
agreed with the statement that they received specific English grammar and vocabulary instruction
by rating a 10 on the Likert scale. The third statement was “ASL was used to help me acquire
English.” Guinan disagreed using a 3 to express that ASL was not used to help her acquire
English. Uhura, Nerys, and Topal agreed with a 7. Geordi, Catherine, and Jean Luc strongly
agreed that ASL was used to help them acquire English with a 10. The fourth statement was “The
focus of my English education was on speaking and listening.” Jean Luc strongly disagreed with

GATHERING PERSPECTIVES ON ENGLISH ACQUISITION

32

this statement using a 1 on the Likert Scale. Geordi rated a 7, Nerys a 9, Topla a 6, and Guinan a
9 to express their agreement. Uhura and Catherine strongly agreed with a 10 that the focus of
their English education was on speaking and listening. The final statement was “my teacher had a
positive view of ASL and Deaf Culture.” Guinan strongly disagreed with a 1, expressing that her
teacher did not have a positive view of ASL or Deaf Culture. Nerys and Topal demonstrated their
neutrality with the statement by selecting a 5 on the Likert scale. Uhura agreed with an 8, Geordi
with a 6, and Jean Luc a 7 on the Likert Scale. Catherine strongly agreed with a 10 that her
teacher had a positive view of both ASL and Deaf culture.
In the later portion of the survey with more open-ended responses, the participants further
reflected on their viewpoints. Most of the participants did not believe their perspectives of
English had any bearing on their acquisition of the language. Catherine expressed that she did
believe her perspective impacted her language acquisition, referencing her emphasis on the
importance of reading regarding English where ASL does not require reading. Jean Luc
expressed that he was uncertain about the factors that reinforced his acquisition of English other
than perhaps his families educated background.
Participants described the factors that made their experience with English either positive
or negative. Jean Luc expressed that the “instruction was in sign language” that made learning
English a positive experience for him. This positive experience was shared by many of the
participants, but two participants expressed that they struggled with their acquisition and so, to
them, it was a negative experience. Also, many of the participants stated that more specific
instruction in grammar and vocabulary would be useful for acquiring English with a few
believing that more specific instruction would not be useful. The only unanimous response in the
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entire open-ended section, and the survey as a whole was that ASL was or would be beneficial in
participants’ acquisition of English.
Perspectives on Teacher Perceptions and Educational Methods
The final section of questions focused on teacher perceptions and educational methods.
Often students have insights into the elements that would be beneficial to their learning, if only
they were given the time to reflect and were asked to do so. Gaining insights into this element of
the participants’ perspectives is necessary for noting patterns of success in educational practice
and other areas where educational practice should grow.
The first question focused on the aspects their teachers used to help build the participants’
writing and reading skills. Responses were that signing instruction, repetition, and many
opportunities for practice were all very helpful. Nerys explained that she did not have a teacher
who helped her with English until she went away to college. For speaking and listening,
participants stated that signing instruction, watching interpreted or closed-captioned videos, and
repetition was useful. Jean Luc added that “I had speech training, but it was of no benefit.”
Regarding whether the teachers’ perspectives towards ASL and Deaf culture impacted their
learning, the participants were divided, with four stating a positive view regarding the teachers
that assisted them, while two stated that teachers’ perspectives toward ASL and Deaf culture did
not impact their learning because the topic was never specifically raised. One participant
referenced the use of interpreters for her parents, stating that she found the question not
applicable to her.
The participants were asked about the steps that teachers could take to improve their
teaching. While several did not have suggestions, a few expressed that ASL and English should
be taught simultaneously, that self-contained classes would be more beneficial than were
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inclusive settings regarding English acquisition, and that visual media along with signed
instruction would be beneficial. Geordi stated that “demonstration and Deaf as English language
models would have helped.” Nerys who had not participated in speech therapy expressed that she
believed it would have helped her. Catherine believed that starting English in preschool would
have been useful. Jean Luc explained that he believed that more lengthy writing assignments
would have helped him.
Most participants had suggestions about the methods that were the most helpful to them
as students. Uhura stated that the most beneficial method her teachers applied was using ASL to
teach her English. Geordi said, “don’t write how they would write or sign but write how I would
say what they meant.” Catherine said that having patience and being allowed to choose was the
most beneficial method of instruction that her teachers employed. Topal stated that repetition
worked the best for her. Jean Luc found that “connections between ASL and print words” to be
the most useful
Conclusion
The participants in this study had many useful suggestions and insights into instruction.
They had diverse experiences and yet similar perceptions both positively and negatively of those
experiences. Their perceptions of their educational experiences are of interest to me as a soon-tobe educator in the field of English as a New Language (ENL). Now that all of the data has been
thoroughly explained in this chapter, the following chapter will explain the coding used to
interpret the data as well as those interpretations.
Discussion
Previously the collected data was explained in full to provide a complete image of the
responses participants gave about their experiences. The data was merely presented and not
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interpreted for any meaning beyond the presence of the data. In this chapter, codes were applied
to the participant responses to extrapolate a meaning for research, edification, and educational
purposes.
Limitations:
There were several limitations to note. One was that the intended sample size was 15-20
participants, whereas only 7 participants responded. This is due to several factors; the number of
individuals fitting the study’s criteria, the limited number of those accessible either locally or
through contacts, and the limited time to procure new contacts. Additionally, an eighth
respondent’s data had to be disregarded. Where they fit most of the criteria for the study they
indicated that ASL was not a first language, stating they were learning it in college. As this was
one of the main criteria for participation in the study, their data was not included in the data
analysis for this study.
Explanation of Coding Used
As discussed back in chapter 3, open-thematic coding was used to interpret the data. The
concept of open-coding is that of defining categories based on shared characteristics within a
data set. For instance, participants could be classified with an interpreted characteristic such as
having high or low self-efficacy based on their perceptions of ASL and Deafness. Likewise, they
could be grouped base existing characteristics such as those who attended multiple school
settings versus single school settings, or urban versus rural contexts. The specific open-coding
categories will be defined in the next section. Thematic coding recognizes patterns or themes
within the data to create an interpretation. Therefore, rather than single categories responses may
be analyzed based on a larger theme such as how self-efficacy relates to positive learning
experiences. Once again, the specific themes used will be discussed in a later section. The
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combination of open-coding and thematic-coding reduces margins for error in interpretation and
provides additional references points for those interpretations.
Open-Coding Categories:
To understand how the perspectives of the participants’ may impact research and
academia the establishment of pertinent categories is required. After reviewing the data, I believe
there are four categories which are of great significance in the participants’ experiences. The first
is their personal views of their first language and the Deaf Culture that their first language
provides them access to. This category is described as having a positive self-efficacy (a positive
belief in oneself and one’s abilities). This category is of significance because if a participant had
a negative view of themselves, their first language, or their culture; their view of the dominant
hearing culture and language, and their experience learning a new language would be different
from an individual who had a positive view of themselves, their first language, or culture. A
second category is positive teacher efficacy or the positive view a teacher has about their
students, their students’ languages, and their students’ cultures. As the research in chapter 3
indicated, teacher efficacy towards students has an impact on their educational accomplishments.
Therefore, teachers with high efficacy will support student learning needs differ from those who
have low efficacy. The third category is the use of the first language (L1). Student acquisition of
an additional language is impacted by whether the L1 is supported in the classroom. Therefore,
the use or lack of use of an L1 may produce significant results. The final category is direct
English Language Instruction. If participants received direct English language instruction, they
are more likely to succeed in learning an additional language than an individual who received no
structural English instruction.
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Thematic-Coding - Patterns Established:
Through developing the categories from the open-coding portion of the data analysis
process. There are four converse themes that develop out of these categories. The first is the
positive correlation of high self-efficacy to positive learning experiences. This means that the
higher the self-efficacy, the more positive the learning experience becomes and conversely the
lower the self-efficacy, the less positive the learning experience. Similarly, the second theme is
the positive correlation between high teacher efficacy and positive learning experiences. Where
the higher the teacher efficacy towards the students’ languages and cultures the more positive the
experience and the lower the teacher efficacy, the less positive the experience becomes. The third
is the positive correlation between use of the L1 and positive experiences, and fourth the positive
correlation between direct instruction of English and positive learning experiences. The final step
to interpreting data based on these themes is defining what is meant by a positive learning
experience. For our purpose, positive learning experience refers both to viewing the experience
as being positive and perspective of success in acquiring the additional language.
Theme 1: High Self-Efficacy in Positive Correlation with Positive Learning Experience
The first theme of high self-efficacy corresponds to how the participants’ views on ASL
as a language, their first language, and views on deafness/Deaf culture impacted their learning of
an additional language. All of the participants recognize ASL as a language which is distinct
from English which is a sign of high efficacy for ASL. Also, most participants did not view
deafness as a disability which may also demonstrate a higher self-efficacy towards deafness or
Deaf culture. Topal and Guinan both view deafness as a disability and Jean Luc was neutral on
the matter. This is a controversial question as most members of the Deaf Community do not view
Deafness a disability, yet others view it as being a “disability” in the sense of not having hearing
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but also of high value as it provides access to a unique worldview and culture. Therefore, even if
the term disability seems negative, the view itself is positive. To demonstrate the positive
correlation between high self-efficacy and positive learning experience, the data must be put into
a format which can be analyzed.
If statements that demonstrate a high self-efficacy are coded a 1 and statements that
demonstrate a low self-efficacy are coded as 0, then the total score can demonstrate the
individual’s self-efficacy based out of the total value possible. The graph below provides a selfefficacy score for each of the participants based on their responses to questions. To identify a
statement which demonstrates a high self-efficacy the statement must make a direct statement of
a positive view of ASL, Deaf culture, or deafness. Answers which did not provide any data such
as N/A were disregarded from this data processing step to avoid skewing scores. The results of
which may be seen in the graph below. Additionally, a second graph was made to demonstrate
each participant’s level of positive learning experience based on direct statements of the learning
experience being positive and stated success with language acquisition. This graph will appear in
all of the themes as each demonstrates a positive correlation with the category of the theme. Like
the Self-Efficacy Score Graph, any statements which are answered as N/A will be disregarded to
avoid skewing data.
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High Self-Efficacy Demonstrated Through
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Figure 3

Positive Experience Statement 0-9 Scale
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Figure 4
Comparing figures 3 and 4 is a method by which we can determine if the correlation
between high self-efficacy and positive learning experience is true. All of the participants
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demonstrated that they had high self-efficacy as can be seen on the chart by the lowest selfefficacy score being a 10 out of 16. Therefore, if the statement is true, then the positive
experience numbers should match the levels of self-efficacy. The main point of evidence to
disprove the statement is the results of Nerys. She had a negative experience both in rating the
most direct statement as a 3 on the Likert Scale and by her answers to the open-ended questions.
She stated the “I can see how the education field lacks understanding when a child is from a
home where the primary language is ASL,” and “I struggled, it was a negative experience since I
found there were many words I never heard of or couldn’t pronounce since language was verbal
in my home.” Therefore, in her case self-efficacy and positive learning experience were of a
negative correlation. However, in all other cases, both number sets were positive although not to
the same degree between the sets. Uhura who had the highest rating in positive experience rated
the experience as a 7 on the Likert scale and later expounded by saying “positive, I succeeded.”
Based on the results of these graphs I believe that the statement that high self-efficacy holds a
positive correlation to a positive experience is true. Although the discrepancies in specific
numbers and, in particular, Nerys’ response indicates a need for further research.
Theme 2: High Teacher Efficacy in Positive Correlation with Positive Learning Experience
The second theme of high teacher efficacy corresponds to how the participants viewed
their teachers’ views on ASL as a language, and views on deafness/Deaf culture and how these
perceptions impacted their learning of an additional language. Teacher perceptions are
demonstrated through direct comments and incorporation of language and culture in the
classroom. If the positive correlation is true, then the level of teacher efficacy should raise as the
positive experience does. The chart below rates teacher efficacy based on statements which
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directly address a teacher’s view, use of L1 in the classroom and incorporation of student culture
in the classroom with 1 being positive statements and 0 being negative statements.

Teacher Efficacy on a 0-7 Scale
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Teacher Efficacy on a 0-7 Scale

Figure 5

Positive Experience Statement 0-9 Scale
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Here we see the ratings for teacher efficacy to compare to the positive experience data
described in the previous section. Here we may have one clue as to why Nerys’ experience was
negative despite having a high self- efficacy. She had the lowest rating for teacher efficacy which
was demonstrating in rating the teacher efficacy as a 5 on the Likert scale and explaining that she
did not feel there was a strong impact on her learning as “it (ASL and Deaf culture) was never
brought up.” Guinan also had a lower teacher efficacy rating describing the teacher’s efficacy as
a 1 on the Likert scale. Her data was inevitably skewed as she responded to most of the questions
with “N/A” as she “learned English in elementary school as a hearing child.” I am left to
postulate that she learned English quickly and did not receive much of the additional language
attention as the other participants despite sharing the characteristic of ASL as an L1. Geordi who
had one of the highest teacher efficacy scores described his teacher’s efficacy as a 6 on the Likert
scale and explained that his “teacher taught me to write Not as it would be Signed but as she
would say what was meant,’ also she “used signing as a bridge to English.” Based on the results
of these graphs I believe that the statement that high teacher efficacy holds a positive correlation
to a positive experience is true. Again there is a discrepancy with Nerys, and the data is not
complete enough with Guinan to truly gauge whether the statement is true in her case. Therefore
this theme also warrants further research.
Theme 3: Use of L1 in Positive Correlation with Positive Learning Experience
The third theme of Use of the L1 corresponds to whether the use of ASL was common
practice and therefore yields a positive correlation with having a positive learning experience. I
the graph below, statements about ASL being used in the classroom are indicated by a 1 and
statements referring to a lack of use of ASL are indicated by a zero to yield a usage score. A
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unique feature of this graph is an additional common demonstrating the request for the use of
ASL as a means to improve English language instruction.

ASL used in the Classroom 0-5 Scale
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Figure 6
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Here we see the ratings for ASL use in the Classroom compared to the positive
experience data. All of the participants requested the use of ASL in the classroom other than two.
Also, nearly all participants reported ASL being actively used in the classroom. Catherine
explained “vocabulary could be easily explained with ASL” and “Deaf must learn English and
ASL at the same time.” Once again Nerys and Guinan had the lowest score for the use of ASL in
the classroom, which after viewing the results for teacher efficacy is not surprising. For the
remaining participants, the positive correlation between ASL usage and positive experience
seems to be true. There are positive scores similar to those positive scores in the positive
experience data.
Theme 4: Direct English Instruction in Positive Correlation with Positive Learning
Experience
The fourth theme of direct English instruction as it corresponds to positive experiences
with acquiring English looks at the amount of direct instruction which each participant recounts.
The importance of direct instruction is that with ASL still fighting for recognition as a language,
students may not receive basic language learning instruction. ASL can be treated like broken
English rather than a distinct language. This graph will also have two portions of reported direct
instruction and requests for more direct instruction to take into account school programs which
use more or less language instruction similar to English as a Second Language.
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Direct English Language Instruction 0-4
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Here we see the ratings for direct English language instruction compared to the positive
experience data. Generally, the participants did receive direct English language instruction, and
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those who received the most of it were also the ones who believed additional direct instruction
would be beneficial. Uhura explains that the importance of direct English language instruction is,
“because you are learning English from a different language, not from the beginning.” Nerys
explains her reasoning for wanting more direct English language instruction by saying, “To this
day, I struggle with words, like how to pronounce, where do you stress the word, where are the
syllables and how do you use this!” After reviewing the data in this theme, I believe that it too
holds true not only from the amount of direct English language instruction received related to the
scores in the positive experience data but also because of the requests for even more direct
instruction.
Conclusions:
After reviewing all of the data collected, determining categories, and building themes the
perspectives of those who have ASL as an L1 on their English language acquisition is becoming
clearer. Having a positive experience learning English appears to be tied to the individual’s selfefficacy, demonstrations of teacher efficacy towards their students, use of L1 in the classroom,
and amount of direct language instruction. More research should be conducted in each of these
areas to expand past the limitations of this study and to develop learning programs which take
these experiences into account.
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Appendices
Appendix A: Survey Form
https://goo.gl/forms/6ZgSPlSczS2NLqr42
Survey for Gathering Perspectives of Individuals with American Sign Language (ASL) as a
First Language (L1) on their English Language Acquisition Experiences
Dear Participant: I am a student in the Teaching English to Speakers of Other Languages
Department at SUNY Fredonia. In preparation for my final thesis project, I am gathering data on
the experiences of individuals who have American Sign Language as a first language. I would
like to invite you to participate in this questionnaire that will inquire about your experiences with
English language Acquisition as someone with ASL as a first language. While the questionnaire
may be filled out on your own time at your convenience, I ask for them to be completed within
two weeks of distribution. Your participation is strictly voluntary, and you can withdraw from
the project at any time. Additionally, no form of compensation will be available. Your
confidentiality during the project will be ensured. Thank you for your time.
I am…
•

Male

•

Female

•

Other

My age is…
•

18-24

•

25-34

•

35-44

•

45-54
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55-64

•

65-74

•

75 or older

I am…
•

Deaf

•

Child of Deaf Adult(s) (CODA)

•

Other

Directions: Please circle your desired response, or answer in detail.

1. What kind of school did you attend for elementary school?

Homeschool

Public

Private

2. What kind of setting was your elementary school in?

Rural

Urban

3. Describe the type of school you went to for elementary school and the surrounding area?

4 What kind of school did you attend for middle school?

Homeschool

Public

Private
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5. What kind of setting was your middle school in?

Rural

Urban

6. Describe the type of school you went to for elementary school and the surrounding area?

7. Did you ever participate in Speech Therapy?

I did participate in Speech Therapy

I did not participate Speech Therapy

8. Describe your entry to Speech Therapy. What were your feelings towards it?

9. What kind of English instruction did you receive?

•

Push-in (a teacher joined you in a mainstream classroom)

•

Pull-out (you were removed from a mainstream classroom to receive one on one
or small group English instruction)
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10. How did you relate to peers with push-in/pull-out method?

11. ASL is a language with its own unique grammatical structure, and vocabulary from English

Strongly Disagree

1

2

3

Neutral

4

5

6

Strongly Agree

7

8

9

10

12. Being deaf is a disability

Strongly Disagree

1

2

3

Neutral

4

5

6

Strongly Agree

7

8

9

10

13. English, in particular spoken English, is necessary to be successful in America

Strongly Disagree

1

2

3

Neutral

4

5

6

Strongly Agree

7

8

9

10

14. My parents/guardians were helping me to learn to read outside of school

GATHERING PERSPECTIVES ON ENGLISH ACQUISITION
Strongly Disagree

1

2

3

Neutral

4

5

6

57
Strongly Agree

7

8

9

10

15. Learning English was a positive experience

Strongly Disagree

1

Neutral

2

3

4

Strongly Agree

5

6

7

8

9

10

16. I received specific instruction for English grammar and vocabulary
Strongly Disagree

1

2

3

Neutral

4

5

6

Strongly Agree

7

8

9

10

17. ASL was used to help me acquire English

Strongly Disagree

1

2

3

Neutral

4

5

6

Strongly Agree

7

8

9

10

18. The focus of my English education was on learning reading and writing
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1

Neutral

2

3

4
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Strongly Agree

5

6

7

8

9

10

19. The focus of my English education was on learning speaking and listening

Strongly Disagree

1

2

3

Neutral

4

5

6

Strongly Agree

7

8

9

10

20 . My English language teacher had a positive view of ASL and Deaf Culture

Strongly Disagree

1

2

3

Neutral

4

5

6

Strongly Agree

7

8

9

10

Open Ended Questions

21. Do you think that your perception of ASL as a language impacted your acquisition of
English? How so, or why not?

22. How did your views of deafness impact your school experience? Did your view of deafness
change over time?
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23. Do you think that your perception of English impacted your acquisition of English? How so,
or why not?

24. Did your parents/guardians’ participation or lack of participation in literacy building affect
your language acquisition? How so, or why not?

25. What made learning English a positive/negative experience?

26. Do you believe having more specific instruction for English grammar and vocabulary would
have been useful for your English acquisition? How so, or why not?

27. Do you believe ASL was/would be useful in helping you to acquire English?

28. How did your teacher help build your English reading and writing skills?

29. How did your teacher help build your English speaking and listening skills?

30. Do you think your teacher’s view of ASL and Deaf Culture impacted your learning? How so,
or why not?

31. Would you like to expand on your response to how teachers could improve their teaching of
English?
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32. Would you like to expand on your response the useful methods teachers had for teaching
English?

33. Looking back on your English education, is there anything your teachers could have done to
help you in becoming more proficient in English?

34. What methods did your teachers use which were the most helpful for you to learn English?
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Appendix B: Informed Consent From
Informed Consent
Protocol Title: Gathering Perspectives of Individuals with American Sign Language (ASL) as a
First Language (L1) on their English Language Acquisition Experiences
Please read this consent document carefully before you decide to participate in this study.
Purpose of the research study:
The researcher proposes to gather perspectives of individuals with ASL as a L1 on their
experiences with English language acquisition by conducting a questionnaire and follow
up interview. The perspectives of these individuals will provide policy makers, and
educators key insight into the educational experiences of these individuals.
What you will be asked to do in the study:
To respond to a questionnaire that includes scale style questions, and open-ended
questions.
Time Required:
Time required to complete the questionnaire is individual to each participant.
Questionnaires will be collected two weeks after distribution.
Compensation:
There is no compensation for participating in the study.
Confidentiality:
Your identity will be kept confidential to the extent provided by the law.
Voluntary participation:
Your participation in this study is completely voluntary. There is no penalty for not
participating.
Right to withdraw from the study:
You have the right to withdraw from the study at any time without consequence. You do
not have to answer any questions you do not want to answer.
Potential Benefits and Risks:
The results of the research and descriptions of experiences with English language
acquisition will be adding to the knowledge of the research community on these
experiences. It is possible that the addition of this research will lead to further research on
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this topic and similar topics. After the research is completed, participants have the
opportunity to read the research and view the reported experiences of other participants.
Only information relevant to the research will be included in the study, therefore any
comments not addressing the topic will not be included.
Whom to contact if you have questions about the study:
Erin Slegaitis
Email: sleg5358@fredonia.edu
Whom to contact about your rights as a research participant in the study:
Dr. Robert Dahlgren
Thompson Hall E 270
Robert.dahlgren@fredonia.edu
(716) 673-3701

I have read the procedure outlined above. I voluntarily agree to participate
in this study and have received a copy of this description.
________________________________

____________________

Participant’s signature

Date

________________________________

____________________

Principal investigator's signature

Date
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Appendix E: Data Summary
Participant 1- Uhura
Demographic Information:
Gender: Female

Age:

35-44

Hearing Status: Deaf

Elementary School Data:
School Type: Public School

Area: Urban

Additional Information: Hearing school with a deaf classroom
Middle School Data:
School Type: Private

Area: Suburban

Additional Information: All hearing Christian School
Speech Therapy Experience:
Participated?: Yes
communicate in the hearing world.

Perception: It was very helpful. Allowed me to

English Instruction:
Type: Pull-Out
Perception: Group of deaf students were pulled
out for a small group instruction. I seemed to excel in writing and reading.
Perceptions About Deafness:
ASL is a language: Strongly Agree (10)

It’s a disability: disagree (3)

English = Success: neutral (5)
Parental Involvement:
Were involved: Strongly agree (10)
English Language Acquisition:
Learning English was +: Agree (7)
Received Specific Instruction: Agree (8)

ASL used: Agree (7)

Focus on S&L: Strongly Agree (10)

High Teacher Efficacy: Agree (8)

Open Ended Questions:
1. Do you think that your perception of ASL as a language impacted your
acquisition of English? How so, or why not?
a. ASL provided me a language to teach me how to use English.
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2. How did your views of deafness impact your school experience? Did your
view of deafness change over time?
a. I always thought it was normal. No change.
3. Do you think that your perception of English impacted your acquisition of
English? How so, or why not?
a. Thankfully I can speak and write English. Without English I would
barely succeed.
4. Did your parents/guardians’ participation or lack of participation in literacy
building affect your language acquisition? How so, or why not?
a. Their participation strongly gave me a foundation to build on.
5. What made learning English a positive/negative experience?
a. Positive, I succeeded.
6. Do you believe having more specific instruction for English grammar and
vocabulary would have been useful for your English acquisition? How so, or
why not?
a. Yes, because you are learning English from a different language, not
from the beginning.
7. Do you believe ASL was/would be useful in helping you to acquire English?
a. Declined to answer
8. How did your teacher help build your English reading and writing skills?
a. Declined to answer
9. How did your teacher help build your English speaking and listening skills?
a. Declined to answer
10. Do you think your teacher’s view of ASL and Deaf Culture impacted your
learning? How so, or why not?
a. Encouraged us to sign and speak.
11. Would you like to expand on your response to how teachers could improve
their teaching of English?
a. Pull-out instruction.
12. Would you like to expand on your response the useful methods teachers had
for teaching English?
a. Declined to answer
13. Looking back on your English education, is there anything your teachers
could have done to help you in becoming more proficient in English?
a. They did great.
14. What methods did your teachers use which were the most helpful for you to
learn English?
a. Using asl to teach us English.
Participant 2- Geordi
Demographic Information:
Gender: Male

Age:

45-54

Elementary School Data:
School Type: Public School

Area: Rural

Hearing Status: CODA
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Additional Information: K-8
Middle School Data:
School Type: Public

Area: Rural

Additional Information: K-8
Speech Therapy Experience:
Participated?: Yes

Perception: Didn’t understand why. Needed

English Instruction:
Type: Pull-Out

Perception: Fine

Perceptions About Deafness:
ASL is a language: Strongly Agree (10)

It’s a disability: Strongly disagree (1)

English = Success: Strongly disagree (1)
Parental Involvement:
Were involved: Strongly agree (10)
English Language Acquisition:
Learning English was +: Agree (6)
Received Specific Instruction: Agree (6)

ASL used: Strongly agree (10)

Focus on S&L: Agree (7)

High Teacher Efficacy: Agree (6)

Open Ended Questions:
1. Do you think that your perception of ASL as a language impacted your
acquisition of English? How so, or why not?
a. Teacher taught me to write Not as it would be Signed but as she would
say what was meant
2. How did your views of deafness impact your school experience? Did your
view of deafness change over time?
a. No
3. Do you think that your perception of English impacted your acquisition of
English? How so, or why not?
a. Not teally
4. Did your parents/guardians’ participation or lack of participation in literacy
building affect your language acquisition? How so, or why not?
a. Yes Mom was HOH mom was well read and encouraged a love of
reading and would voice or sign stories all time growing up
5. What made learning English a positive/negative experience?
a. Speaking with friends and learning to pronounce things as hearing not
HOH
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6. Do you believe having more specific instruction for English grammar and
vocabulary would have been useful for your English acquisition? How so, or
why not?
a. No
7. Do you believe ASL was/would be useful in helping you to acquire English?
a. Yes
8. How did your teacher help build your English reading and writing skills?
a. Used signing as a bridge to English
9. How did your teacher help build your English speaking and listening skills?
a. Sees bove
10. Do you think your teacher’s view of ASL and Deaf Culture impacted your
learning? How so, or why not?
a. Yes. She understood how I used language after meeting parents
11. Would you like to expand on your response to how teachers could improve
their teaching of English?
a. …no
12. Would you like to expand on your response the useful methods teachers had
for teaching English?
a. Nk
13. Looking back on your English education, is there anything your teachers
could have done to help you in becoming more proficient in English?
a. Demonstration and Deaf as English language models would have
helped
14. What methods did your teachers use which were the most helpful for you to
learn English?
a. Don’t write how they would write or sign But write how I would say
what they meant
Participant 3- Nerys
Demographic Information:
Gender: Female

Age:

55-64

Hearing Status: CODA

Elementary School Data:
School Type: Private

Area: Rural

Additional Information: I lived in a city with a population of 6,000 in the middle
of the high desert of Southern California. It was a public K-6 grade campus. I don’t remember
class sizes.
Middle School Data:
School Type: Public

Area: Rural

Additional Information: I lived in a city with a population of 6,000 in the middle
of the high desert of Southern California. It was a public junior high school for 7-8 grade. I don’t
remember class sizes.
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Speech Therapy Experience:
Participated?: No

Perception: N/A

English Instruction:
Type: Pull-Out
Perception: For one school year, I went once a
week to a ‘special’ class. What for, I don’t really know why. I wasn’t comfort in the class since I
had no idea why I was there. It was a group not 1 to 1. If it was for speech or English, I didn’t
see any improvement since I struggled with English and speech all through my education years.
Perceptions About Deafness:
ASL is a language: Strongly Agree (10)

It’s a disability: Strongly disagree (1)

English = Success: Agree (8)
Parental Involvement:
Were involved: Agree (7)
English Language Acquisition:
Learning English was +: Disagree (3)
Received Specific Instruction: Neutral (5)

ASL used: Agree (7)

Focus on S&L: Agree (9)

High Teacher Efficacy: Neutral (5)

Open Ended Questions:
1. Do you think that your perception of ASL as a language impacted your
acquisition of English? How so, or why not?
a. I wasn’t aware ASL was a language until I got to college. There I
learned it IS a language and is different from English
2. How did your views of deafness impact your school experience? Did your
view of deafness change over time?
a. Again, I wasn’t aware there was any difference therefore, no impact.
My view had changed overtime since I’m aware of the difference in
the two languages and how they are’ used’ in the deaf culture &
educational impacts on people of the deaf culture.
3. Do you think that your perception of English impacted your acquisition of
English? How so, or why not?
a. No, being a child, you are not aware of these types of perceptions.
Those only come with age and 20/20 hindsight. Today, yes I can see
how the education field lacks the understanding when a child is from a
home where the primary language was ASL. That lack of
understanding IS because most people in the education field do not
recognize ASL as a true language.
4. Did your parents/guardians’ participation or lack of participation in literacy
building affect your language acquisition? How so, or why not?
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a. I can’t say. I saw my parents read all the time. I became a huge reader
myself. I would guess they did participate in my language acquisition.
5. What made learning English a positive/negative experience?
a. When? During childhood? Adulthood? Childhood: I struggled, it was a
negative experience since I found there were many words I never
heard of or couldn’t pronounce since language was verbal in my home.
Adulthood: Still struggle but not as I did during childhood
6. Do you believe having more specific instruction for English grammar and
vocabulary would have been useful for your English acquisition? How so, or
why not?
a. During childhood..YES. To this day, I struggle with words, like how to
pronounce, where do you stress the word, where are the syllables and
how do you this!
7. Do you believe ASL was/would be useful in helping you to acquire English?
a. Yes, it helped to some extent. I can fingerspell words that I struggle to
put in writing.
8. How did your teacher help build your English reading and writing skills?
a. I didn’t have any teacher during K-12 who helped me. I got the help
once I went to college.
9. How did your teacher help build your English speaking and listening skills?
a. Didn’t
10. Do you think your teacher’s view of ASL and Deaf Culture impacted your
learning? How so, or why not?
a. No, since it was never brought up.
11. Would you like to expand on your response to how teachers could improve
their teaching of English?
a. No
12. Would you like to expand on your response the useful methods teachers had
for teaching English?
a. No
13. Looking back on your English education, is there anything your teachers
could have done to help you in becoming more proficient in English?
a. Speech would had been very helpful!
14. What methods did your teachers use which were the most helpful for you to
learn English?
a. I cannot think of any.
Participant 4- Catherine
Demographic Information:
Gender: Female

Age:

55-64

Elementary School Data:
School Type: Public School

Area: Urban

Additional Information: Large inner city school
Middle School Data:

Hearing Status: Deaf
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Area: Urban

Additional Information:
Speech Therapy Experience:
Participated?: Yes
English Instruction:
Type: Push-In
other students took time to learn ASL

Perception: I was anxious but excited
Perception: It was sometimes uncomfortable, but many

Perceptions About Deafness:
ASL is a language: Strongly Agree (10)

It’s a disability: Strongly disagree (1)

English = Success: Agree (7)
Parental Involvement:
Were involved: Strongly agree (10)
English Language Acquisition:
Learning English was +: Agree (9)
Received Specific Instruction: Strongly Agree (10)ASL used: Strongly Agree (10)
Focus on S&L: Strongly Agree (10) High Teacher Efficacy: Strongly Agree (10)
Open Ended Questions:
1. Do you think that your perception of ASL as a language impacted your
acquisition of English? How so, or why not?
a. Grammar is confusing in English, far more words. ASL is simplified,
but you cannot communicate with ASL as a written language. It is not
accepted
2. How did your views of deafness impact your school experience? Did your
view of deafness change over time?
a. I was not accepted by deaf community as well as the hearing did. I
read lips very well. I can almost always have discussion without
repeating words. My written English is considered superior
3. Do you think that your perception of English impacted your acquisition of
English? How so, or why not?
a. Yes, Reading is most important! You must learn proper cadence with
English, ASL does not require this
4. Did your parents/guardians’ participation or lack of participation in literacy
building affect your language acquisition? How so, or why not?
a. My parents were very involved in literacy, always reading, making
clear distinctions as the spoke while reading helped me learn to read
lips
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5. What made learning English a positive/negative experience?
a. I love to read!
6. Do you believe having more specific instruction for English grammar and
vocabulary would have been useful for your English acquisition? How so, or
why not?
a. Yes, I know people who did not receive specific instruction in
grammar and they cannot write a coherent sentence. I feel this makes
hearing ppl think deaf ppl are stupid, it is a disservice to all of us.
7. Do you believe ASL was/would be useful in helping you to acquire English?
a. Yes, vocabulary could be easily explained with ASL
8. How did your teacher help build your English reading and writing skills?
a. Much practice, also reading aloud and writing sentences over and over
to learn structur
9. How did your teacher help build your English speaking and listening skills?
a. Practice, watching videos of famous speeches with Interpreter or
closed captioning
10. Do you think your teacher’s view of ASL and Deaf Culture impacted your
learning? How so, or why not?
a. I think so. Teachers told parents about eat activities. I made up my
mind where I was most comfortable.
11. Would you like to expand on your response to how teachers could improve
their teaching of English?
a. Deaf must learn English and ASL at the same time.
12. Would you like to expand on your response the useful methods teachers had
for teaching English?
a. Declined to answer
13. Looking back on your English education, is there anything your teachers
could have done to help you in becoming more proficient in English?
a. starting in preschool
14. What methods did your teachers use which were the most helpful for you to
learn English?
a. Method no, patience is most important and being allowed to choose
Participant 5- Topal
Demographic Information:
Gender: Female

Age:

18-24

Hearing Status: CODA

Elementary School Data:
School Type: Public School

Area: Suburban

Additional Information: Public schools, village town, Diverse?
Middle School Data:
School Type: Public

Area: Suburban

Additional Information: Same as elementary

GATHERING PERSPECTIVES ON ENGLISH ACQUISITION

73

Speech Therapy Experience:
Participated?: No

Perception: N/A

English Instruction:
Type: Did not receive

Perception: N/A

Perceptions About Deafness:
ASL is a language: Agree (8)

It’s a disability: Agree (6)

English = Success: Agree (9)
Parental Involvement:
Were involved: Strongly agree (10)
English Language Acquisition:
Learning English was +: Agree (7)
Received Specific Instruction: Disagree (3) ASL used: Agree (7)
Focus on S&L: Agree (6)

High Teacher Efficacy: Neutral (5)

Open Ended Questions:
1. Do you think that your perception of ASL as a language impacted your
acquisition of English? How so, or why not?
a. No i do not.
2. How did your views of deafness impact your school experience? Did your
view of deafness change over time?
a. It allowed me to think of Deafness as just a minor handicap on their
experience and allowed for more patience as they were lipreading or
signing
3. Do you think that your perception of English impacted your acquisition of
English? How so, or why not?
a. No i do not
4. Did your parents/guardians’ participation or lack of participation in literacy
building affect your language acquisition? How so, or why not?
a. My parents both participated
5. What made learning English a positive/negative experience?
a. over time it was difficult to remember words because my deaf parents
pronunciation was slightly off
6. Do you believe having more specific instruction for English grammar and
vocabulary would have been useful for your English acquisition? How so, or
why not?
a. No i do not
7. Do you believe ASL was/would be useful in helping you to acquire English?
a. Yes.
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8. How did your teacher help build your English reading and writing skills?
a. In the normal way of repetition and writing assignments
9. How did your teacher help build your English speaking and listening skills?
a. Repetition and repeating back
10. Do you think your teacher’s view of ASL and Deaf Culture impacted your
learning? How so, or why not?
a. No. Not many of my classmates were deaf.
11. Would you like to expand on your response to how teachers could improve
their teaching of English?
a. No
12. Would you like to expand on your response the useful methods teachers had
for teaching English?
a. No
13. Looking back on your English education, is there anything your teachers
could have done to help you in becoming more proficient in English?
a. No
14. What methods did your teachers use which were the most helpful for you to
learn English?
a. Repetition
Participant 6- Guinan
Demographic Information:
Gender: Female

Age:

55-64

Hearing Status: CODA

Elementary School Data:
School Type: Public School

Area: Rural

Additional Information: K-5 in one school; kids from town and farm country
Middle School Data:
School Type: Public

Area: Rural

Additional Information: grades 6-12 in one school; same as above
Speech Therapy Experience:
Participated?: No

Perception: N/A

English Instruction:
Type: Did not receive

Perception: N/A

Perceptions About Deafness:
ASL is a language: Agree (8)
English = Success: Agree (6)
Parental Involvement:

It’s a disability: Agree (8)
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Were involved: Agree (9)
English Language Acquisition:
Learning English was +: Agree (9)
Received Specific Instruction: Strongly agree (10) ASL used: Disagree (3)
Focus on S&L: Agree (9)

High Teacher Efficacy: Strongly Disagree (1)

Open Ended Questions:
1. Do you think that your perception of ASL as a language impacted your
acquisition of English? How so, or why not?
a. As children of deaf adults, we learned ASL and finger spelling before
or as we were learning to talk
2. How did your views of deafness impact your school experience? Did your
view of deafness change over time?
a. Don't remember if it was a detriment to have deaf parents when school
first started (Kindergarten) as far as language was concerned. Our
parents' families were not deaf, so we had more support in the hearing
world than in the deaf culture. I was aware that both of my parents had
been sent away to school away from their families for their education.
3. Do you think that your perception of English impacted your acquisition of
English? How so, or why not?
a. N/A - learned English in elementary school as a hearing child
4. Did your parents/guardians’ participation or lack of participation in literacy
building affect your language acquisition? How so, or why not?
a. My mother did read to us. She was educated in the way of speech
pronounciation and finger spelling and lip reading more than ASL, so
her speech was well understood. My father was educated in ASL, but
his speech was hard to understand, so he did not read to us.
5. What made learning English a positive/negative experience?
a. N/A - learned English in elementary school as a hearing child
6. Do you believe having more specific instruction for English grammar and
vocabulary would have been useful for your English acquisition? How so, or
why not?
a. N/A
7. Do you believe ASL was/would be useful in helping you to acquire English?
a. Yes, for learning the language, but not so much for grammar purposes.
The sentence structure is different. And there are not signs for all
words, so you need to be your own thesaraus to change the wording
when interpreting.
8. How did your teacher help build your English reading and writing skills?
a. N/A
9. How did your teacher help build your English speaking and listening skills?
b. N/A
10. Do you think your teacher’s view of ASL and Deaf Culture impacted your
learning? How so, or why not?
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a. N/A - but we did have to interpret all of teachers comments for our
parents
11. Would you like to expand on your response to how teachers could improve
their teaching of English?
c. N/A
12. Would you like to expand on your response the useful methods teachers had
for teaching English?
d. N/A
13. Looking back on your English education, is there anything your teachers
could have done to help you in becoming more proficient in English?
e. N/A
14. What methods did your teachers use which were the most helpful for you to
learn English?
f. N/A
Participant 7- Jean Luc
Demographic Information:
Gender: Male

Age:

35-44

Hearing Status: Deaf

Elementary School Data:
School Type: Both Public mainstream and private day Deaf school
Area: Urban
Additional Information: Day school for the Deaf
Middle School Data:
School Type: Private

Area: Urban

Additional Information: Same private day school for K-8 students
Speech Therapy Experience:
Participated?: Yes
as Speech was part of the curriculum.

Perception: didn’t know any difference back then

English Instruction:
Type: Direct sim com instruction

Perception: N/A

Perceptions About Deafness:
ASL is a language: Agree (9)
English = Success: Agree (8)
Parental Involvement:
Were involved: Strongly agree (10)

It’s a disability: Neutral (5)
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English Language Acquisition:
Learning English was +: Agree (8)
Received Specific Instruction: Agree (8)
Focus on S&L: Disagree (1)

ASL used: Strongly agree (10)

High Teacher Efficacy: Agree (7)

Open Ended Questions:
1. Do you think that your perception of ASL as a language impacted your
acquisition of English? How so, or why not?
a. I come from an all Deaf family so I had sign language access since
birth
2. How did your views of deafness impact your school experience? Did your
view of deafness change over time?
a. It was normal because of my family background and attendance at an
all Deaf school. Things changed when I was mainstreamed in high
school and relied on sign language interpreters
3. Do you think that your perception of English impacted your acquisition of
English? How so, or why not?
a. My father is functionally illiterate while I’ve always had a good
command of English. I’ve been asked why by scholars but cannot offer
a clear answer. I enjoyed reading comic books and come from an
educated lineage.
4. Did your parents/guardians’ participation or lack of participation in literacy
building affect your language acquisition? How so, or why not?
a. My mom read books to me almost daily. I feel that is the strongest
contributing factor
5. What made learning English a positive/negative experience?
a. Instruction was in sign language
6. Do you believe having more specific instruction for English grammar and
vocabulary would have been useful for your English acquisition? How so, or
why not?
a. I would think so for all the right reasons
7. Do you believe ASL was/would be useful in helping you to acquire English?
a. It was definitely the natural foundational way to learn languages.
8. How did your teacher help build your English reading and writing skills?
a. High expectations beyond the signed instruction
9. How did your teacher help build your English speaking and listening skills?
a. I had speech training but it was of no benefit
10. Do you think your teacher’s view of ASL and Deaf Culture impacted your
learning? How so, or why not?
a. By signing, the teacher knew it was the natural mode of instruction
11. Would you like to expand on your response to how teachers could improve
their teaching of English?
a. That’s a question for scholars.
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12. Would you like to expand on your response the useful methods teachers had
for teaching English?
a. Signed instruction plus an effective use of visual medium. As I grew
up, I’m told that my school teachers had high expectations
13. Looking back on your English education, is there anything your teachers
could have done to help you in becoming more proficient in English?
a. I’d say more lengthy writing assignments
14. What methods did your teachers use which were the most helpful for you to
learn English?
a. Connections between asl and print words
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Positive Experience Statement 0-9
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Teacher Efficacy on a 0-7 Scale
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ASL used in the Classroom 0-5 Scale
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Direct English Language Instruction 0-4
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