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Abstract
This study aimed at exploring English language teachers’ awareness and practice of
grammar teaching strategies in the secondary stage in Gaza schools.
The descriptive approach was used to answer the study questions, which investigated;
the famous grammar teaching strategies that can be used in the secondary stage; the
level of teachers' awareness of grammar teaching strategies; the extent of teachers'
adoption of grammar teaching strategies in the secondary stage; and the factors
responsible for shaping teachers' awareness?
The sample of the study was (75) teachers from North-Gaza governorate, (30) male
teachers and (45) female teachers. The researcher designed the study tools (the
awareness scale, the classroom observation checklist and the lesson plan analysis
card) which were approved of their validity and reliability by using the proper means.
The results were statistically analyzed by (SPSS), (One Way Anova), (T-test). The
study indicated that teachers are aware of most strategies of grammar teaching to
some extent. Also, it indicated that Teachers apply a variety of strategies for teaching
grammar in their classes and that teachers' awareness does not correspond to their
practices. In addition to that teachers' experiences affected their awareness of
grammar teaching strategies, regardless of their gender, or their students' gender, or
their qualification.
Based on these results the researcher recommended that teachers attend training
courses and workshops to raise their awareness of other strategies.
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ملخص الدراسة
"وعي المعلمين باستراتيجيات تدريس فواعد اللغة االنجليزية وممارساتهم لها بالمرحلة الثانوية في مدارس غزة"
هدفت هذه الدراسة إلى استكشاف وعي معلمي اللغة االنجليزية حول استراتيجيات تدريس قواعد اللغة االنجليزية
ومقارنته بممارساتهم في المرحلة الثانوية بمدارس غزة.
ولقد استخدمت الباحثة المنهج الوصفي لإلجابة على أسئلة الدراسة التي وضعت لمعالجة أهم االستراتيجيات التي
يمكن استخدامها لتدريس قواعد اللغة االنجليزية في المرحلة الثانوية ,ومستوى وعي المعلمين بهذه
االستراتيجيات ,وإلى أي مدى يستخدم المعلمون هذه االستراتيجيات ,وكذلك العوامل المسئولة عن تشكيل وعي
المعلمين .وتكونت عينة الدراسة من ( )57معلما ً للغة االنجليزية بالمرحلة الثانوية )03( :معلما ً و ( )57معلمة
بمديرية شمال غزة .وقد قامت الباحثة ببناء أدوات الدراسة  :مقياس الوعي المكون من ثالثة ابعاد و بطاقة
المالحظة الصفية وبطاقة تحليل دفتر التحضير.وقد تم التأكد من صدقها وثباتها باستخدام األدوات المناسبة.
ولقد تم تحليل نتائج الدراسة باستخدام برنامج ( )SPSSواختبار تحليل التباين األحادي ()One Way Anova
واختبار ( )T-testوالتكرارات والمتوسط الحسابي واالنحراف المعياري الستكشاف وعي معلمي اللغة
االنجليزية حول استراتيجيات تدريس قواعد اللغة االنجليزية والتعرف على أكثر استراتيجيات تدريس قواعد
اللغة االنجليزية استخداما والعوامل التي أثرت على وعيهم .وخلصت الدراسة إلى أن المعملين لديهم وعي
بدرجات متفاوتة باستراتيجيات تدريس قواعد اللغة االنجليزية وأنهم يستخدمون أكثر من استراتيجية واحدة ولكن
بنسب متفاوتة وأنه ال توجد فروق ذات داللة احصائية بين المعلمين الذكور واإلناث في استخدامهم لهذه
االستراتيجيات.
وأوصت الدراسة بزيادة وعي المعلمين حول أكثر االاستراتيجيات فعالية في تدريس قواعد اللغة االتجليزية
عن طريق تبادل الزيارات وعقد ورش عمل من قبل المشرفين الفنيين للغة االنجليزية.
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1.1. Introduction:
This chapter presents the background and the study statement of this research
work, lists the objectives of the study, stresses the importance of the study, and finally
provides the reader with the definition of operational terms.
1.2. Historical Background
Language is one of the main features that a human being is characterized with,
so it is a social as well as an individual phenomenon that enables Man to express his
feelings, thoughts and culture. In the twenty-first century and the age of globalization
where the world has become a small village, people tend to learn each others'
languages. The most learned language of these is English language. It is credited as
an international language that is used in formal events such as conferences, sports and
politics. The twentieth century witnessed an amazing jump in technology, and English
became vital to deal with using such technology (Almazloum,2007,p.3). If someone
does not know English , s/he cannot deal with it; as every piece of equipment is
labeled in English. Also, the one who wants to log on the internet, s/he should know a
good deal of English language to find what he is searching for, or when he is to
communicate with others using the e-mail.
The demand for learning English language increased; however, the history of
teaching and learning foreign languages often appears to have been a history of failure
(Kara,1992,p.9-21). However, since English is most spread, it becomes an issue of
interest that increases rapidly. Therefore; governments in the Middle East including
the Palestinian National Authority provide programs for English language learning in
almost every educational place. (Keshta, 2000, p.4). Realizing the importance of
3

English, the Palestinian National Authority began the project of teaching English from
the first elementary class, but in fact one can notice the low level of our students'
achievement in English Language (Hamad, 2005, p. 3).
To master any language in general, and English language in particular, one,
among other things, should learn its grammar effectively and know how to use it
correctly and sufficiently. However, teaching grammar has long been a controversial
issue in the research of foreign language teaching. Grammar has been viewed by
many writers as a set of rules summarized by linguists after long-time study of a
particular language, which generally include phoneme, morpheme, word, phrase,
clause, sentence, and discourse (YanXiao-Yun, 2007).
However, in language teaching and learning, grammar is used as a synonym of
syntax which usually refers to the sentence-level rules. In this case, grammar is a
system of rules governing the conventional arrangement and relationship of words in
a sentence (Brown, 1994, p. 348). But one should keep in mind that mere grammar
never accounts for all production and reception of language; without meaning and
function, grammar cannot take place in real communication.
Teachers of English look to grammar and the strategies and methods used to
teaching it differently, each looks at it in the light of his/her awareness, knowledge,
cognition, and beliefs about those strategies and methods. This is reminiscent of
Thornbury’s (1998) observation that, despite the emergence of numerous
second/foreign language second language acquisition theories and teaching methods
over the years, teachers have not deviated from the more traditional grammar oriented
approaches.

He claims that while teachers have never abandoned instructional

approaches based on grammar, alternative approaches have not made any lasting
4

impression on the current practice of English language teaching. Studies such as
Burns (1990), Kumaravadivelu (1993) and Nunan (1987) have also suggested that
although teachers may profess commitment to a particular method or approach such
as Communicative Language Teaching, the principles that underlie these approaches
are rarely enacted in the classroom.
Although described as the most valuable psychological construct to teacher
education (Pintrich 1990), awareness has been acknowledged as being notoriously
difficult to define, but (Pajares,1992, p.2) labels it a "messy construct that travels in
disguise and often under alias."
Mason (1998) states that awareness is a concept comprising both conscious
and unconscious powers and sensitivities that enable people to act freshly and
creatively in the moment. He considers that the key notions underlying real teaching
are "the structure of attention and the nature of awareness" (p.123).
names this knowledge as knowing in action.

Schon (1987)

However, he highlights that this

knowledge is not adequate on its own for teaching, but teachers need to evolve
through a progression from knowing-in-action to reflecting-on-action to reflecting-inaction. Reflecting-on- action occurs when the teacher starts looking critically at
events after they have occurred, while reflecting-in-action appears while teaching or
planning for teaching. These stages involve a metacognitive awareness in which
knowledge and action are linked.
1.3. Statement of the Problem:
What teachers believe and know about grammar and the strategies and methods of
teaching may affect their practices in the class. That is what the current researcher of
5

this thesis has experienced as a teacher of English language in the secondary stage, as
she and her colleagues have entertained a great deal of ideas about the best strategies
or methods to teach grammar for adult students. That includes class visits and class
observation to follow up the ideas raised and verify the implementation of new ideas
and techniques by all the members of the group of EFL teachers working in her
school. Hence, the researcher intends to conduct this research to study teachers'
awareness of grammar teaching strategies in the secondary stage in Gaza schools and
whether this affects their classroom practices or not?
The Study Question is as follows:
To what extent are English language teachers aware of grammar teaching strategies in
the secondary stage in Gaza schools and of their practice in the classroom?
1.4. Research Questions:
1- What are the famous grammar teaching strategies that can be used in the
secondary stage?
2- What is the level of teachers' awareness of grammar teaching strategies?
3- To what extent do teachers adopt grammar teaching strategies in the secondary
stage?
4- What are the factors responsible for shaping teachers' awareness?
1.5. Purpose of the Study:
The purpose of this research can be shown in the following points:

6

1- Identifying the most famous strategies of teaching grammar in the secondary
stage and which ones are most adopted.
2- Measuring the level of teachers' awareness of grammar teaching strategies.
1.6. Significance of the Study:
This research is important to:
-

Teachers of English language in that it makes them more aware of the
strategies of teaching grammar for the secondary stage.

-

Supervisors of English language in that it enriches their training courses for
teachers in the secondary stage.

-

Curricula designers in that it assists them in considering those strategies when
designing curricula for the secondary stage.

1.7. Terms of the Study:
Awareness is defined as:
It is the state or ability to perceive, to feel, or to be conscious of events,
objects or sensory patterns. (Wikipedia English - The Free Encyclopedia).

It is the state or level of consciousness where sense data can be confirmed by
an observer. (Allwords.com English dictionary)
In this study it is procedurally defined as:
Teachers' knowledge of grammar teaching strategies for the secondary stage
and the steps of adopting each strategy.
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Practice is defined as:

It is The ongoing pursuit of a craft or profession. (Allwords.com English
dictionary)
In this study it is procedurally defined as:
Practice is defined as the process of teaching grammar for the secondary stage
as shown in their lesson plans.
Grammar Teaching Strategy:
It is a group of plans, steps, operations adopted by teachers to enable students
understand and use grammar correctly and accurately in the secondary level.
1.8 Limitations of the study:
The study is limited to :
-

the teachers of English in North-Gaza Governorate who teach the 11th and 12th
graders. (the secondary stage)

-

the second term of the scholastic year 2010/2011.

1.9. Summary
This chapter has presented the main framework of this study and has made the
reader aware of the study background, the statement of the problem that will be
investigated, the questions of the study that will guide the researcher in tackling this
research mission, the purpose of the study and its significance, and finally the
definition of terms to enable the reader to stay on the track of the study.
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The Previous Studies:
2.1 Introduction
It is unreasonable to argue that grammar teaching still has a place at the heart of modern
language teaching. A considerable body of research in second language learning and teaching has
disclosed positive effects of grammar teaching on second language learning.
What is more, with the growing interest in English language learning (as a second language) research
and with the insights drawn from it, grammar teaching has received considerable attention from
researchers and become the focus of current research. This clearly indicates that grammar teaching
though bearing various labels, has not been completely abandoned and therefore does not seem to
have lost its credibility in contemporary language learning and teaching.
The previous studies, in this chapter, have been divided into two scopes; the first one is about
teachers’ awareness and beliefs about grammar teaching, while the other is about grammar teaching
methods and approaches.

2.2 The First Scope
Studies Related to Teachers’ Awareness and Beliefs:
This section is important in that it will draw upon the fact that awareness always shows its
impact – be it positive or negative- on people's performance. This can apply to any field of research
including language teaching. These studies that have been reviewed in this section are expected to
demonstrate to the reader the impact of awareness on performance and how much the researcher has
benefited from such studies.
beliefs and knowledge.

There is a quite number of research done on teachers’ awareness,

In this scope a

number of studies are presented. Chia-wei (2009)

investigated Taiwanese preschool teachers' awareness of cultural diversity of new immigrant children
and how this awareness influences their educational practices. This study used quantitative and
11

qualitative methods, the research results of the study revealed: (a) most Taiwanese preschool teachers
had an awareness of cultural diversity, but their perceptions of how to create a multicultural
environment need to be improved; (b) Taiwanese preschool teachers' personal experiences with
children from different cultures were more associated with their cultural awareness than their ages
and educational levels; (c) Geographic location was the factor affecting preschool teachers'
awareness of cultural diversity and educational practices.
How to present and discuss results, is what the researcher benefited from this study as it has the
same variable which is teacher’ awareness. That means how to show and present the results
concerning this variable (awareness) and how to elaborate the statistical results and what to say after
each table of results.
Likewise, Abed (2008) investigated class teacher students’ efficacy beliefs regarding science
teaching and its relation to their understanding level of scientific concepts. A total of 113 senior preservice class teachers at the Faculty of Educational Sciences, which is run by UNRWA in Jordan,
participated in the study. The results indicated that class teacher students had positive efficacy
beliefs on both subscales, whereas they showed low level of understanding scientific concepts.
Positive correlation had

been detected between class teacher students' understanding level of

scientific concepts and their STEB, whereas no correlation had

been detected between class-

teacher-students' level of understanding scientific concepts and their TOEB. likewise, Mohamed
(2006) conducted a study to explore the interconnections between teachers’ beliefs and their
instructional practices and professional development, examining the extent to which the introduction
of an innovative teaching approach impacts teachers’ beliefs and behavior. This research study
focuses particularly on grammar instruction in the context of English teaching in secondary schools
of the Maldives. His findings indicate that development activities which provided regular one-on-one
support for the teachers were more likely to lead to uptake than those involving mainly workshops.
11

The individual nature of the uptake process, its lack of uniformity and the challenges faced by
the teachers are discussed, and so are the implications for the provision of professional development.
As for this study, the researcher got great help from it in building the study tools especially the
awareness scale. That means how to divide it into dimensions, how to get personal information of the
sample members, and what statements she could put in each dimension.
El-ser (2005) also conducted a study to explore the beliefs of mathematics student teachers in
the Faculty of Education in Al-Aqsa university had about mathematics, and found out strong
correlation between mathematics student teachers' beliefs and their instructional performance. He
also found out that all of 87 student teachers (the sample) believe in constructive view of teaching
mathematics. On a similar track, Al-Karasneh & Qazaqizeh (2005) conducted a study which aimed
at exploring the awareness of the social-study-teachers' and student teachers' of the social and
cultural effects of globalization dimensions. The sample of the study included 46 student teachers
and 178 social-study-teachers. The results revealed that student teachers' showed a higher awareness
than teachers did. The study recommends increasing participants' awareness of the globalization
dimensions and its concepts to be able to deal with these issues methodologically and intellectually.
The researcher has benefited from the afore mentioned research works in the statistical treatment of
the data.
Farrell & Lim (2005) conducted a case study that investigated and compared the beliefs and
actual class room practices of two experienced English language teachers with regards to grammar
teaching in a primary school in Singapore. Their findings suggest that teachers do indeed have a set
of complex belief systems that are sometimes not reflected in their classroom practices for various
complicated reasons; however, it is found that some of their beliefs are directly related to context of
teaching. Likewise, Quillen (2004) studied the relationship among the constructs content knowledge,
beliefs, and previous experiences of prospective elementary teachers. The 36 participants in the
11

study, 35 females and one male who were recent graduates from a five-year Elementary Education
licensure program at a major university located in the Mid-Atlantic region. The findings of his study
support the notion that the prospective teachers in this group with stronger content knowledge tended
to report more positive feelings about mathematics. They also tended to favor a relational
teaching/learning environment in which they experienced using a wide variety of teaching tools.
However, no significant correlation was found between any of the other variables that were tested.
This study helped the researcher in designing the theoretical framework, that in how to present the
study variables and points she could put emphasis on.
El-Sewae (2004) aimed in this study at exploring Mathematics teachers' beliefs in the UAE
about sum solving, conclusion, communication, and their classroom practices to these operations. In
other words the study attempted to examine the relation between their beliefs and their actual
classroom practices. The sample of the study was formed from (338) teachers; (170 males and 168
females). He found out that teachers' beliefs about sum solving, conclusion and communication
corresponded with the modern orientations of teaching mathematics. It also showed that their
classroom practices did not reach their beliefs level. In his study Abed, (2002) aims at identifying
Math's student teachers' beliefs about problem solving and the degree to which these beliefs are
affected by their achievement and their teaching efficacy beliefs. He finds out that there are
statistically significant differences in the mean scores of student teachers' beliefs about problem
solving. There are also statistically significant differences between the means of their beliefs about
problem solving that can be attributed to the levels of their teaching efficacy beliefs and the
interaction between those beliefs and their achievement.
This study helped the researcher in building the study tools, that in how to build a scale to
measure awareness or beliefs, and what statements she could put in each dimension.

11

Buzzo (2002) investigated the relationship between the beliefs and practices of an EFL teacher
in Brazil in relation to her lesson planning. The study was carried out bearing in mind Wood’s
suggested characteristics: a) the structure of teaching; b) the planning processes and c) the beliefs,
assumptions and knowledge which give support to the actions. Based on interviews with a teacher
about a successful and an unsuccessful experience, interviews with her students and classroom
observation, it was possible to identify the interpretative and decision-making processes involved in
the creation, structuring, and development of classroom events.
On a similar track, Tirosh, Even & Robinson (2001) carried out a study to investigate four
seventh-grade teachers’ awareness of students’ tendency to conjoin or 'finish' open expressions. It
also investigated teachers’ ways of coping with this tendency. The results showed that the two
experienced teachers were aware of this tendency and some of its possible sources, while the novices
were unaware of either. Teaching approaches related to this tendency also differed considerably.
However, Andrews (1999) examined the ways in which a teacher's language awareness affects their
pedagogical practice. It begins by considering the relationship between teacher's language awareness
and pedagogical content knowledge (PCK), arguing that there is something unique about the PCK of
the L2 teacher,; for the content and medium of L2 instruction are so closely interrelated. The study
then considers the role in the instructed learning setting of the L2 teacher's TLA, with specific
reference to grammar. Likewise, Barry & Lechner (1993) examined seventy three pre-service
teachers' attitudes about and awareness of aspects of multicultural teaching and learning. Subjects
provided background information and responded to 43 statements about multicultural education.
Results indicated that most respondents were aware of many issues related to multicultural education
and anticipated more inclination to instrumental integration among culturally diverse students in
their classrooms. Nouh, (1992) also conducted a study which aimed at studying the beliefs of (50)
teachers from (8) primary schools in the scholastic year 1991-1992 and their practice of teaching
11

mathematics in classroom. He found out that there was a low association between the nature of
mathematics and the beliefs about teaching and learning mathematics due to the curriculum and ways
of evaluation which hindered the teachers from translating teachers' beliefs into suitable practices.
Through these studies, the researcher learned how to build an observation checklist is what the
researcher got benefit from this study, that is what points it should have and how to apply it.
3.2.1 Commentary on the Previous Studies Related to Teachers’ Awareness and Beliefs
Reviewing the above mentioned studies has enriched the researcher's background, to some
extent, on how teachers’ awareness, beliefs and knowledge can affect their practices inside the
classrooms. Despite the fact that these studies are related to teachers’ awareness and beliefs in
different fields, they had similar functions and instruments such as; showing the impact of awareness
on performance, tools such as questionnaires, interviews and analysis cards.
The studies handled different subjects for example, the studies of (Mohamed, 2006), (Farrell &
Lim, 2005), (Buzzo, 2002) and (Andrew, 1999)

were about English language , whereas (El-Ser,

2005), (Quillen, 2004), (El-Sewae, 2004), (Abed, 2002) and (Nouh, 1992) were about mathematics.
whereas the studies of (Abed. 2008), and (Berg& Brouwer,1989) were about science. Other studies
handled other subjects such as (Tin, Chai-wei, 2009) which was about cultural diversity, (AlKarasneh & Qazaqizeh, 2005) about social studies, (Ertmer, 2005) about using technology in the
classroom, (Tirosh, Even & Robinson, 2001) about students' tendency to finish open expressions, and
(Barry & Lechner, 1993) which was about multicultural teaching and learning.
All the studies in this scope used the qualitative and quantitative methods to reach their findings.
They were all applied in different countries, for example ( Tin, Chai-wei, 2009) (Nouh, 1992) took
place in Egypt, (Buzzo. Ana, 2002) took place in Brazil, (Abed, A., 2002) took place in Palestine Gaza-, (El-Sewae, 2004) took place in UAE and (Carlson,et al, 2005) took place in the USA.
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The present study is thought to take a new dimension in dealing with grammar teaching
strategies, methods and approaches with relation to teachers' awareness of those strategies. Finally,
the researcher asserts that this study is worth conducting and investigating to explore teachers'
awareness of grammar teaching strategies and their classroom practices.
It is essential to admit that the researcher has got a great benefit from reviewing the related
studies in: Choosing and designing the tools of the study and the suitable approach.


Choosing the suitable statistical treatment for the study.



Forming the outlines of the theoretical framework.



Justifying, explaining and discussing the study's results.

2.3 The Second Scope
Studies about Grammar Teaching
A number of studies have been conducted to investigate the efficacy of some approaches or
strategies of grammar teaching. Obaid (2010) compared the effects of three approaches of teaching
grammar; the inductive, the deductive and the contextualized approaches on achieving English
grammar among the eleventh graders in Khanyunis Governorate. He found out that there were
statistically significant differences in the eleventh graders' achievement of English grammar due to
the method of teaching in favor of the contextualized approach. On the other hand, Abu Nada
(2008) studied the effect of using concept maps strategy on achieving English grammar among the
ninth graders in Gaza Governorate. He found that there were statistically significant differences in
the ninth grades’ achievement of English grammar due to the method in favor of concept maps
strategy . Andrews (2007) compared implicit and explicit grammar instruction at a college-prep,
private school on 70 participants in grades seven through twelve. They found that teaching did make
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a significant difference in learning, that explicit instruction was significantly better than implicit for
the complex rule, that both methods were equally effective for the simple rule, and that structures did
not have to match proficiency levels or be sequenced by complexity for significant learning to take
place. On the same track, El-Banna (1994 ) investigated the effectiveness of teaching formal
grammar and grammatical structures on the development of writing skills of learners of English as a
second language. The study also attempted to study possible differences between males and females
when they were taught grammar rules. The subjects were 97 university ESL students, 48 males and
49 females enrolled in the Faculty of Education at Kafr El-Sheikh. He found that there would be no
consensus of opinion on the utility of formal grammar teaching and its effect on improving EFL \
ESL learners writing skill. This study helped the researcher in writing the theoretical framework
especially when the researcher talked about grammar teaching.
Cheng (1994) investigated the effects of two differing grammar teaching approaches – formsfocused instruction vs. the integration of forms-focused instruction and communicative language
teaching on the learning of English verbals for sixty tests (a grammaticality completion test, and a
sentence combining test) were employed in the study. He found out that students receiving formsfocused instruction combined with communicative language teaching significantly outperformed
those who received forms-focused instruction alone in both the grammaticality completion and
written production of English verbals. This study helped the researcher in writing the theoretical
framework especially when the researcher talked about grammar teaching strategies and the part
about focus on form strategy in particular.
Fotos and Ellis (1991) compared the effects of direct consciousness-raising by means of
grammar explanation and of indirect consciousness-raising by means of a C-R task on Japanese
learner’s ability to judge the grammaticality of sentences involving dative alteration. They found that
both methods of consciousness-raising resulted in significant gains in understanding the target
11

structure. Sheen (1992), on the other hand, compared direct and indirect consciousness-raising in a
six-week beginner’s French course for Japanese, finding that students in the two groups did equally
well in a written post-test of the structure taught. Along with the same cause, Mohamed (2001), in
Ellis (2003), found that indirect consciousness-raising was more effective than direct consciousnessraising when applied to high intermediate ESL learners from mixed L1 background, but not to low
intermediate learners, suggesting that the proficiency of learners can determine the effectiveness of
consciousness-raising. Likewise, Fotos (1993) conducted an experimental research to investigate the
amount of learner noticing produced by two types of grammar consciousness-raising treatments:
teacher-fronted grammar lessons and interactive, grammar problem-solving tasks involving 160
Japanese college students of English. Fotos designed her research by dividing the subjects into three
different treatment groups which were taught indirect object Sugiharto, Setiono Grammar
Consciousness-Raising: Research, Theory, and Application placement, adverb placement, and
relative clause usage in communicative input. The findings revealed that the two types of grammar
consciousness-raising are effective in promoting significant level of noticing the target language
structures in subsequent communicative input. This study helped the researcher in writing the
theoretical framework especially when the researcher exposed the strategy of consciousness-raising.
Another study investigating the effectiveness of consciousness- raising was conducted by
Mohamed (2004) to examine learners’ perspectives of the effectiveness of consciousness-raising
tasks. The findings indicated that learners had no strong preference for a particular type of task over
the other. They viewed the tasks as being useful in assisting them to learn new knowledge about
language. The finding suggested that consciousness-raising tasks (both deductive and inductive)
were effective learning tool and could therefore be used to raise learners’ awareness of linguistic
forms. This study helped the researcher in writing the theoretical framework especially when the
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researcher talked about grammar teaching strategies and the part about consciousness-raising.
strategy in particular.

Finally, Sugiharto (2006) investigated Indonesian students’ ability in understanding the simple
present tense rules, which often pose a problem for the students. Using a grammatical judgment test,
Sugiharto compared the results from students’ pre-and post-test, and found out that students'
performance was significantly better on the post-test. This study indicated that consciousness-raising
was effective in helping students develop their explicit knowledge of the simple present tense.
2.3.1 Commentary on the previous studies related to this scope:
Having reviewed the studies in this scope, the researcher could extract the importance of
teaching grammar in teaching and learning any foreign language in general, and English language in
particular. In addition to that, the different strategies, methods, and approaches of teaching grammar
have great impact on teaching it in class and on the achievement of students themselves. The current
study differs from those in this scope as it deals with teachers' awareness of the different strategies of
teaching grammar and to what extent could that affect teachers' practices.
The previous studies in this scope helped in:


Choosing the suitable statistical treatment for the study.



Forming the outlines of the theoretical framework.

2.4 Summary:
This chapter reviewed the previous studies and their relation to this study. The previous studies
included two scopes; the first was related to teachers' awareness and beliefs about grammar teaching
strategies, and the second one was related to grammar teaching.
Most of the reviewed studies have confirmed how grammar teaching is very important in learning
and teaching English language, and this is shown by the different strategies and methods of teaching
12

it. Other studies have discussed how teachers' awareness of grammar teaching strategies and their
beliefs affect their classroom practices in some ways.
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Chapter 3
Theoretical Framework

Chapter 3
3.1 Introduction
3.2 What is grammar?
3.3 The Importance of Grammar
3.4 Types of grammar:
3.5 Grammar Teaching:
3.6 What is a strategy?
3.7 Strategies of teaching English grammar.
3.8 Teachers’ Knowledge
3.9 Summary

3.1 Introduction

Most of the students in the secondary stage are average or below average in their
ability of speaking and reading English. Thus, they face difficulty learning English
vocabulary, reading comprehension, writing compositions and grammar. In addition, they
hardly read books in English. The lack of oral and reading skills could have contributed
to their weakness in written English. Another main area of concern in their basic grasp of
grammar; for most teachers express concern about sustaining the students’ attention and
interest when they teach grammar.
It is crucial that foreign language teachers know well what kinds of grammar
teaching strategies best aid learning in the classroom in order to adjust their teaching
toward a practical and successful approach. Much of the debate about how to help
learners of English language achieve grammatical proficiency centers on the implicit
versus explicit, or deductive versus inductive grammar instruction dichotomy. This is an
extremely important issue in various disciplines in applied linguistics, particularly
teaching methodology and second language acquisition. The main focus of this chapter is
to show the strategies and methods of grammar teaching.

3.2 What is grammar?
Grammar can be defied as the rules by which words change form and are combined
into sentences. Grammar is the set of rules which tells us how to change words into
plurals, how to form questions and how to answer in the negative. In short grammar is a
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syntagmatic system of relations through which we communicate. (Mclaughlin, 2003, p.
34).
Grammar is partly the study of what forms or structures are possible in a language.
Traditionally, grammar has been concerned almost exclusively with analysis at the level
of the sentence. Thus, grammar is a description of the rules that govern how sentences are
formed.

Grammar attempts to explain why the following sentences are acceptable:

(Thornbury, 2001 p.1).
- We are not at school now.
- Now we are not at school.
But why this one is not:
* Not we at now school are.
Nor is this one:
* We is not at school now.
Grammar is conventionally seen as the study of the syntax and morphology of
sentences; morphology is described as the system of rules that covers the formation of
words, thus disallowing structures like:
* Not we at now school are.
Whereas syntax is the system of rules that cover the order of words in a sentence and that
disallows structures like:
* Not we at now school are.
3.3 The Importance of Grammar
If we ask English language teachers in the secondary stage if it is essential to
teach grammar, most of them will reply in the affirmative. This is grounded through my
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experience as an English language teacher for the secondary stage, and through numerous
discussions with colleagues.
While teachers claim that teaching grammar is essential for students to make
sense of the language that they are learning, it is also important to use grammar to clarify
meaning and help students to avoid ambiguities in communication. Thus, teaching
grammar is essential at all stages of learning. It is a necessary way of making sure that
students understand the language and articulate themselves clearly and coherently
without ambiguity or uncertainty.
Teachers also believe that grammar instruction helps students to produce more
accurate language.

It is a way of ensuring that students are aware of the rules of

language. Teachers suggest that regular attention to grammar brings students closer and
closer to attaining an ultimate level of competence that will allow students to produce
error-free language. (Mohamed, 2006, P. 185)
If teachers do not teach grammar, it will be hard for students to know what is right
and what is wrong.

Grammar teaching is necessary if we want students to write

accurately and clearly. Grammar teaching will enable them to identify their own errors
as well.
Grammar instruction was seen to be necessary if students are to succeed in
examinations that usually play a large part in school life. In English we penalize students
heavily for not writing sentences that are grammatically correct. Grammar also plays a
large part in the marking scheme; for teachers make clear in their teaching that if
grammaticality is absent in the students' performance, specially on examination papers,

32

students will fail. On the other hand, there are other teachers who feel that it is not
necessary to teach grammar. They have their justifications in that:
1. Teaching grammar hinders fluency and that it is an utter waste of time and does
nothing except hindering fluency of spoken language.
2. Distinguishing between grammatical and ungrammatical language is unnecessary, for
they consider teaching the difference between grammatical and ungrammatical
language is a waste of time. They presume that there are too many exceptions to these
so called rules to make their study worthwhile.
3. Grammar can be acquired though adequate exposure; students can easily pick up
grammar if they read many story books.
4. Grammar is unnecessary for students at this level; students are not advanced enough at
this level to deal with grammar. (Mohamed, 2001, P. 125)
Other teachers argue against the aforementioned views in that grammar plays a
very important role because it lays the foundation of the language for the student. It is the
key which opens the door of language to accurate communication. To speak fluently and
accurately students need to learn grammar right from beginning for the following
reasons:
1. Grammar makes meaning:
Grammar helps the writer convey the idea to the reader. Grammar is what guides
a person to speak or write a language effectively and sensibly, allowing one to explain
oneself to others clearly. (Mohamed, 2004, P. 230).
2. Grammar leads to perfection:
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The role of grammar is to help speakers to use words correctly and properly.
Grammar plays the role of a corrector, a device that helps one to monitor one's language
use and create language that is correct, accurate and devoid of errors.

3.4 Types of grammar:
1.

Comparative Grammar
Comparative Grammar refers to the analysis and comparison of the grammatical

structures of related languages. Contemporary work in comparative grammar is
concerned with "a faculty of language that provides an explanatory basis for how a
human being can acquire a first language . . .. In this way, the theory of grammar is a
theory of human language and hence establishes the relationship among all languages."
(Freidin, 1991. P.1)
This type of grammar is not taught in our schools as the new Palestinian curricula
are concerned with how to use grammar in an accurate way. Therefore, to compare for
example Arabic grammar with English grammar, is considered a waste of time and effort
of teachers.
2.

Generative Grammar
Generative Grammar refers to the rules that determine the structure and

interpretation of sentences that speakers accept as belonging to the language. "Simply
put, a generative grammar is a theory of competence: a model of the psychological
system of unconscious knowledge that underlies a speaker's ability to produce and
interpret utterances in a language." (Parker & Riley, 2005, p.303)
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That is generative grammar refers to the study of syntax; which attempts to give a
set of rules that will let us predict which combinations of words will form grammatical
sentences.
3.

Mental Grammar
This refers to the generative grammar that is stored in the brain and which allows a

speaker to produce language that other speakers to understand. "All humans are born with
the capacity for constructing a Mental Grammar, given linguistic experience; this
capacity for language is called the Language Faculty (Chomsky, 1965. p 65). A grammar
formulated by a linguist is an idealized description of this Mental Grammar.
Mental grammar is a type of grammar that can not be observed as it is acquired
during childhood, that is the principles which govern a language are existed in our brains.
What can be observed is the output of this mental process.
4. Pedagogical Grammar
This type of grammar refers to the grammatical analysis and instruction designed
for second-language students. "Pedaogical grammar is a slippery concept. The term is
commonly used to denote (1) pedagogical process--the explicit treatment of elements of
the target language systems as (part of) language teaching methodology; (2) pedagogical
content--reference sources of one kind or another that present information about the
target language system; and (3) combinations of process and content." (Odlin., 1994, p.
99)

The pedagogical grammar refers to the grammar that second-language students
study in their attempt to master English language. That is, it is designed to teach someone
how to use a language. It also aims to do research by regarding language as a system of
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rules, thus revealing the general rules. Then, it will form the generalization and
explanation about the grammatical system and regular patterns.

5.

Performance Grammar
Performance Grammar is a description of the syntax of English as it is actually

used by speakers in dialogues. "Performance Grammar . . . centers attention on language
production; it is my belief that the problem of production must be dealt with before
problems of reception and comprehension can properly be investigated." (Carroll, 1985,
p. 277)
It aims to describe and explain intuitive judgments and other data concerning the
forming of sentences of a language, but at the same time it hopes to contribute to
accounts of syntactic processing phenomena observable during language comprehension
and language production.
6.

Reference Grammar
Reference Grammar is a description of the grammar of a language with

explanations of the principles governing the construction of words, phrases, clauses, and
sentences.

Examples of contemporary reference grammars in English include A

Comprehensive Grammar of the English Language, by Randolph Quirk et al. (1985), the
Longman Grammar of Spoken and Written English (1999), and The Cambridge Grammar
of the English Language (2002).
Reference grammar is designed to teach someone about the language and to give
readers a reference tool for looking up specific details of the language. It is also,
organized according to universal structural categories. That is written for students
"individuals" who have understanding of a language.

32

7.

Theoretical Grammar
This type of grammar refers to the study of the essential components of any

human language. According to Renouf & Kehoe, (2003), "theoretical grammar or syntax
is concerned with making the formalisms of grammar completely explicit, and providing
scientific arguments or explanations in favor of one account of grammar rather than
another in terms of a general theory of human language" (p57).
Theoretical grammar is concerned with language in general rather than with an
individual language. It gives generalizations and explanations of the pedagogical
grammar and the pedagogical grammar depends on the theoretical grammar and learns
from it. At the same time, the pedagogical grammar can provide research subject and
driving power to the theoretical grammar.
8.

Traditional Grammar
This refers to the collection of prescriptive rules and concepts about the structure of

the language. Williams, (2005) states in this regard that
"We say that traditional grammar is prescriptive because it
focuses on the distinction between what some people do
with language and what they ought to do with it, according
to a pre-established standard. . . . The chief goal of
traditional grammar, therefore, is perpetuating a historical
model of what supposedly constitutes proper language."
(P.50)
That means traditional grammar is a framework for the description of the structure
of language. Traditional grammar is commonly used in language education; that is to
teach students the appropriate use of certain concepts such as "verb, clause, sentence,
etc.."
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9.

Transformational Grammar
Transformational Grammar is a theory of grammar that accounts for the

constructions of a language by linguistic transformations and phrase structures.
Bornstein, (1984) states that in transformational grammar,
"the term 'rule' is used not for a precept set down by an
external authority but for a principle that is unconsciously
yet regularly followed in the production and
interpretation of sentences. A rule is a direction for
forming a sentence or a part of a sentence, which has
been internalized by the native speaker" (p.19)

Transformational grammar is a generative grammar, especially of a natural
language, that has been developed by linguists about phrase structure grammars. In
addition to that, transformational grammar is an approach to the use of grammar in
communications that involves a logical and analytical process to fully understanding the
meaning behind the words selected.
10.

Universal Grammar
This type of grammar is a system of categories, operations, and principles shared by

all human languages and considered to be innate. "Taken together, the linguistic
principles of Universal Grammar constitute a theory of the organization of the initial state
of the mind/brain of the language learner--that is, a theory of the human faculty for
language." (Crain & Thornton, 2000. P.3)
Universal grammar is a theory in linguistics that suggests that there are properties
that all possible natural human languages have. Usually it suggests that some rules of
grammar are deeply found into the brain, and show themselves clearly without being
taught.
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Studying these types of grammar is important for the present study, as the
researcher could enrich her study by getting to know the difference among these types,
whatever could theses types be taught in our schools, what each type concerned about. In
addition to that the reader could know what type of grammar our students study and why
our curricula designers have chosen that type. Another reason for handling the types of
grammar is that teacher of English language could understand them and widen their
horizons to benefit themselves first and their students.

3.5 Grammar Teaching:

Grammar is central to the teaching and learning of languages. It is also one of the
more difficult aspects of language to teach well. There are quite a lot of differences
among English language teachers regarding how best to teach grammar. Some teachers
would probably follow the traditional idea of a prescriptive grammar, presenting rules
and structures of language that define so-called good and bad usage.

In this respect,

many people, including language teachers, hear the word grammar and think of a fixed
set of word forms and rules of usage. They associate good grammar with the prestige
forms of the language, such as those used in writing and in formal oral presentations, and
bad or no grammar with the language used in everyday conversation or used by speakers
of non-prestigious forms.

Thus, language teachers who adopt this definition focus on grammar as a set of
forms and rules. They teach grammar by explaining the forms and rules and then drilling
students on them. This results in bored, disaffected students who can produce correct
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forms on exercises and tests, but consistently make errors when they try to use the
language in context. However, other language teachers who are influenced by recent
theoretical work on the difference between language learning and language acquisition,
tend not to teach grammar at all. Believing that children acquire their first language
without overt grammar instruction, they expect students to learn their second language
the same way. They assume that students will absorb grammar rules as they hear, read,
and use the language in communication activities. This approach does not allow students
to use one of the major tools they have as learners: their active understanding of what
grammar is and how it works in the language they already know.

Fotos, (1994) stated that the communicative competence model balances these
extremes. The model recognizes that overt grammar instruction helps students acquire the
language more efficiently, but it incorporates grammar teaching and learning into the
larger context of teaching students to use the language. Instructors using this model teach
students the grammar they need to know to accomplish defined communication tasks.

If one thinks back of one's own language learning days, a general pattern will emerge:
quiet classrooms in which teachers gave long and complex explanations of grammatical
structures, oral drills, endless written exercises and countless quizzes and tests which still
left us unable to communicate in English as a second language.

Some language teachers focus on grammar as a set of forms and rules. They teach
grammar by explaining the forms and rules and then drilling students on them. This
results in bored, disaffected students who can produce correct forms on exercises and
tests, but consistently make errors when they try to use the language in context.
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With the evolution of language pedagogy, the role of explicit grammar instruction
in the development of learners’ interlanguage systems and target language competence
has been persistently debated in second language learning research. Several positions
have been developed on the question of whether or not – and most importantly, how –
grammar should be incorporated into the second language curriculum. After decades of
minimal attention to grammar under the Communicative Language Teaching movement
(Richards and Rodgers, 2001), when grammar instruction was seen to be ineffective –
and sometimes even detrimental – for acquisition (Nassaji and Fotos, 2004), recently
there has been a resurgence of attention to grammar, with grammar once again being
recognized as an “essential, inescapable component” of language learning (Burgess and
Etherington 2002, p. 433) .

Current theories of second language learning, however, suggest that an explicit
knowledge of grammar is important in a number of respects. Such a knowledge of
grammar allows learners to monitor their output, as well as trigger the essential process
of noticing new structures in their language input. Second language learning theorists
(e.g. Schmidt 1990) claim that two types of noticing are required for successful second
language learning: firstly, learners need to attend to the linguistic features of the language
that they are exposed to if that input is to become uptake; and secondly, learners need to
notice the gap between their own output and the target language system. It is through this
process of noticing that implicit knowledge – the intuitive knowledge of grammar which
enables the quick application of rules in communication – is acquired (Ellis 1994).
Several theoretical proposals have emerged and attempted to incorporate such
instruction into the second language curriculum. From these, a broad – albeit simplified –
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distinction is often made between deductive and inductive approaches (Thornbury, 1999).
Deductive approaches begin with the teacher explicitly stating the grammar rule or
pattern which the learners then apply. Inductive approaches do not start with the explicit
presentation of the rule. Instead, learners are prompted in some way to discover the
underlying patterns of the targeted structure and may possibly be required to formulate
the rules that govern it. Deductive instruction therefore relates to rule driven instruction
while inductive instruction relates to rule discovery through consciousness raising,
(Rutherford,1987).

The present study is not directly concerned with investigating the best and
effective strategies or methods of grammar teaching. The study will shed the light on
some of the strategies and methods of grammar teaching to investigate to what extent
teachers of English are aware of them, whether they use them in their classes and finally
what the factors that could affect teachers' awareness of them.

3.6 What is a strategy?
The word strategy, as Oxford (1990) points out, was initially derived from the
ancient Greek term strategia which meant “generalship or the art of war. More
specifically, strategy involves the optimal management of troops, ships, or aircraft in a
planned campaign” (pp. 7-8).

In the contemporary world, the battle and war

characteristics of the term have eventually faded away. Strategy has been applied to nonmilitary settings and non-adversarial, non-aggressive, and non-competitive situations
including language learning, and thus led to the emergence of the term learning strategy,
or more specific, language learning strategy. However, in spite of the large amount of
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research on language learning strategies in the second language learning since the mid
1970s, a consensus of the definition of teaching or learning strategy or language teaching
or learning strategy has not been available. But it refers to all ways, methods, techniques
that are used in the teaching-learning process.

3.7 Strategies of teaching English grammar.

Here are some of the strategies of teaching a second language such as English in
general and teaching grammar in particular.
3.7.1 The Grammar Translation Method
The Grammar translation Method is not new. It has had different names, but it
has been used by language teachers for many years. (Freeman, 1986, p. 4) stated that at
one time it was called the Classical Method since it was first used in the teaching of the
classical languages, Latin and Greek. Earlier in the last century, this method was used for
the purpose of helping students read and appreciate foreign language literature. It was
also hoped that through the study of the grammar of the target language, students would
become more familiar with the grammar of their native language and that this familiarity
would help them speak and write their language better. Finally it was thought that
foreign language learning would help students grow intellectually; it was recognized that
students would probably never use the target language, but the mental exercise of
learning it would be beneficial anyway.
According to the teachers who use this method, a fundamental purpose of learning
a foreign language is to be able to read literature written in the target language. To do
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this, students need to learn about the grammar rules and vocabulary of the target
language. In addition, it is believed that studying a foreign language provides students
with good mental exercise which help develop their minds.
In this method the role of the teacher is very traditional in that the teacher is the
authority in the classroom. The students are taught to translate from one language to
another. Often what they translate are readings in the target language about some aspect
of the culture of the foreign language community. Students study grammar deductively;
that is, they are given the grammar rules and examples, are told to memorize them, and
then are asked to apply the rules to other examples. They also learn grammatical
paradigms such as verb conjunction. They memorize native language equivalents for
foreign language vocabulary words.
"Grammar rules are presented with examples. Exceptions to each
rule are also noted. Once students understand a rule they are
asked to apply it to some different examples."(Larsen-Freeman,
P.14)

Most of the interaction in the classroom is from the teacher to the students. There
is a little student talk-time and little student-student interaction. Whereas, there is more
concentration on literary language rather than spoken language. Culture in this context is
viewed as consisting of literature and fine arts and the meaning of the target language is
made clear by translating it into the students' native language. The language that is used
in class is mostly the students' native language. As for students' encouragement, having
the students get the correct answer is considered very important, and if students make
errors or don't know an answer, the teacher supplies them with the correct answer.
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3.7.2 The Audio-Lingual method
The Audio-lingual Method represents a major step in language teaching
methodology that was still aimed squarely at communicative competence. A teacher who
can use the method well, will generally be able to create what appear to be very
productive students. The extensive and elaborate drills designed to facilitate over
learning and good language habit forming were an innovative addition to the techniques
used to practice language, and many of them are featured as essential parts of
"communicative" methods that followed the Audio-lingual Method.
The method was originally called "The Army Method", and from it one ought not
to be surprised that the method is all about highly controlled practice involving extensive
repetition aimed at habit forming (Richards & Rodgers, 2001, p. 57). If you can imagine
a squad of new military recruits doing marching drills in the exercise yard, listening to
the short commands and repeating the movements in various combinations until they
become second nature and do not need to be "thought about", then you have yourself an
effective picture of how the Audio-lingual Method essentially works and creates the
desired result. The experts representing descriptive linguistics at that time can be seen as
disseminating the patterns required to perform the various marching drills piece by piece,
and the behavioral psychologists dictated the various ways for the drills to be repeated in
order to create an effective habit-forming process.
“the next ‘revolution’ in terms of language teaching methodology
coincided with World War II, when America became aware that it
needed people to learn foreign languages very quickly as part of its
overall military operations. The Army Method” was suddenly
developed to build communicative competence in translation through
very intensive language courses focusing on aural/oral skills) .Brown,
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1994 cited in www.englishraven.com/method-audioling.html)

The picture that was presented ought to also indicate to the modern, enlightened
and eclectic language teacher the obvious ways in which the Audio-lingual Method falls
far short of the overall goal of creating sustainable long-term communicative competence
in language learners.

The linguistic principles upon which the theory was based

emphasized surface forms of language and not the deep structure. Cognitive principles
aimed at explaining how learners learn and develop independent concepts were to change
considerably in the period following the Audio-lingual Method.

However, there are reasons why the method is still popular, and perhaps even
appropriate in certain educational contexts. In countries where one of the prime
objectives of learning English is to take and achieve successful results in a variety of
tests, and where many learners are not intrinsically motivated to learn English but do so
because they feel they have to, the method is not without merits. The term practice
makes perfect was coined at a time when the concept of practice was synonymous with
repetition, and if English is seen as just "another subject to be learned", then the
philosophy of repeating the required patterns until you get them right without needing to
think about them does have a lot of supporters.
In the researcher's personal opinion, however, one of the key responsibilities of
the modern day teacher of any discipline is to actively create and build intrinsic
motivation in their students, to empower them with the ability and confidence to learning,
to develop a sense of responsibility for their own development, and to regard peers as
possible sources of learning as well. They should also be encouraged to experiment with
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and formulate their own ongoing set of language rules, and to deduct through active
independent application where and how the rules need to be adapted. The idea that errors
are a natural and even necessary part of the learning process needs to be encouraged and
supported. The Audio-lingual Method does nothing to address those issues, and as a
whole is little more than a very effective way of running highly teacher-orientated
classrooms designed to produce language users whose proficiency comes from some kind
of "auto pilot" mentality. (Richards & Rodgers, 2001, p. 63).
There are ways in which the practice involved in the Audio-lingual Method can
be applied to approaches that have a bigger picture in mind. Audio-lingual-based drills
can be adapted and used in combination with effective error correction techniques to
create an approach that is sensitive to affective factors, and can be followed up with
techniques designed to create more independent experimentation and application. I do
not in any way recommend it as a holistic approach to language teaching, but there are
certainly aspects and techniques from the method that are effective if used properly and
in combination with an appropriate range of other activities.
3.7.3 The Direct Method
The Direct Method was developed as a response to the Grammar-Translation
method. It sought to immerse the learner in the same way as when a first language is
learnt. (Freeman, 1986, p. 18) stated that the meaning is to be directly connected without
going through translation. All teaching is done in the target language, grammar is taught
inductively, there is a focus on speaking and listening, and only useful ‘everyday'
language is taught (Brown, 1994, p. 57). The weakness in the Direct Method is its
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assumption that a second language can be learnt in exactly the same way as a first, when
in fact the conditions under which a second language is learnt are very different.
The Direct Method teaches the second language in the same way as students learn
their mother tongue. In fact, it can be said that it is a natural method where the language
is taught through demonstration and context.

Students are encouraged to think in

English; therefore, they are more likely to acquire fluency in speech since they
concentrate on expressing themselves through English rather than understanding English.
Students speak or write the foreign language without the need of translating their
thoughts or ideas from the mother tongue into the second language. One more advantage
is that the Direct Method advocates believe that one way to learn a language is to use it.
Aspects of the Direct Method are still evident in many English language teaching
classrooms, such as the emphasis on listening and speaking, the use of the target language
for all class instructions, and the use of visuals aids to illustrate meaning.
One of the most famous advocates of the Direct Method was the German Charles Berlitz,
whose schools and Berlitz Method are now world-renowned. Still, the Direct Method was
not without its problems. As Brown (1994) points out,

"It did not take well in public education where the constraints
of budget, classroom size, time, and teacher background made
such a method difficult to use."(p:56)

The basic premise of the Direct Method is that students will learn to
communicate in the target language, partly by learning how to think in that language and
by

not

involving

the

mother

tongue

in

the

language

learning

process

whatsoever. Objectives include teaching the students how to use the language
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spontaneously and orally, linking meaning with the target language through the use of
realia, pictures or pantomime (Larsen-Freeman 1986, P. 24). There is to be a direct
connection between concepts and the language to be learned.
The researcher admits that she herself has used the "Direct Method for 11th and
12th graders in science section classrooms, basically because she didn't know better and
felt that with she was achieving some measure of tangible success as a teacher of English
for excellent students . Having reached a somewhat more enlightened outlook through
both experience and research, she has got to realize that there is a fundamental flaw to the
Direct Approach that has nothing to do with ensuring that the students achieve a
sufficient level of proficiency in English structure and reading. Like many other foreign
or second language teaching methods that preceded the communicative language teaching
approach, the Direct Method contains nothing in its essential theory and principles that
deals with the learners themselves - cognitive and affective principles orientated around
stepping into the boots of the students and looking out at the strange and confusing
landscape of the foreign language they are asking (or being asked) to learn.
The Direct Method was an important turning point in the history of foreign
language teaching, and represented a step away from the Grammar Translation Method
that was progressive and heading in the right direction. The researcher would encourage
teachers to view the method in exactly the same way - not a bad way to teach, but a long
way short of the big picture modern language teaching methodology is attempting to
achieve.
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3.7.4 Total Physical Response
It was originally developed by James Asher, an American professor of
psychology, in the 1960s, Total Physical Response is based on the theory that the
memory is enhanced through association with physical movement. Asher‘s premise is
based on Chomsky‘s theory of LAD, which insists humans are born with a special
biological brain mechanism, called a Language Acquisition Device (LAD). This theory
supposes that the ability to learn language is inborn, that nature is more important than
nurture. (Theories about how young children acquire and develop language, 2004, p. 2)
It is also closely associated with theories of mother tongue language acquisition in
very young children, where they respond physically to parental commands, such as "Pick
it up" and "Put it down". Total Physical Response as an approach to teaching a second
language is based, first and foremost, on listening which is linked to physical actions that
are designed to reinforce comprehension of particular basic items.
A typical Total Physical Response activity might contain instructions such as
"Walk to the door", "Open the door" ,"Sit down" and "Give Maha your book". The
students are required to carry out the instructions by physically performing the activities.
Given a supportive classroom environment, there is little doubt that such activities can be
both motivating and fun, and it is also likely that with even a fairly limited amount of
repetition and basic instructions, such as these, could be assimilated by the learners, even
if they were unable to reproduce them accurately themselves.
The above examples ,however, also illustrate some of the potential weaknesses
inherent in the approach. Firstly, from a purely practical point of view, it is highly
unlikely that even the most skilled and inventive teacher could sustain a lesson stage
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involving commands and physical responses for more than a few minutes before the
activity became repetitious for the learners, although the use of situational role-play could
provide a range of contexts for practicing a wider range of lexis. Secondly, it is fairly
difficult to give instructions without using imperatives, so the language input is basically
restricted to this single form . Thirdly, it is quite difficult to see how this approach could
extend beyond beginner level. Fourthly, the relevance of some of the language used in
Total Physical Response activities to real-world learner needs is questionable. Finally,
moving from the listening and responding stage to oral production might be workable in a
small group of learners but it would appear to be problematic when applied to a class of
30 students, for example (Silver & et al, 2003, p. 7).
In defense of the approach, however, it should be emphasized that it was never
intended by its early proponents that it should extend beyond beginner level. (In theory it
might be possible to develop it by making the instructions lexically more complex for
example, "Pick up the paper and throw it in the pin", but this does seem to be stretching
the point somewhat). In addition, a course designed around Total Physical Response
principles would not be expected to follow a Total Physical Response syllabus
exclusively, and Asher himself suggested that Total Physical Response should be used in
association with other methods and techniques. In terms of the theoretical basis of the
approach, the idea of listening preceding production and learners only being required to
speak when they are ready to do so closely resembles elements of Stephen Krashen’s
Natural Approach. Asher (2003) summarizes his research: (Acquiring) any language
from one‘s native language to other languages does not begin with production. It begins
with a long period of silence, which for an infant, lasts for months. During this period, the
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child transfers the language they heard from noise to meaning signal, which they can
make sense and give response.
Short Total Physical Response activities, used judiciously and integrated with
other activities can be both highly motivating and linguistically purposeful. Careful
choice of useful and communicative language at beginner level can make Total physical
response activities entirely valid. Many learners respond well to kinesthetic activities and
they can genuinely serve as a memory aid. A lot of classroom warmers and games are
based, consciously or unconsciously, on Total Physical Response principles. As with
other "fringe" methods ,however, wholesale adoption of this approach, to the total
exclusion of any other, would probably not be sustainable for very long.(Asher, 2003)
3.7.5 Dessugestopedia
It was originally known as Suggestopedia. The name was changed from
Suggestopedia to Desuggestopedia to reflect the importance the method places on
"desuggesting" limitations on learning, however, many organizations that use the
Desuggestopedia teaching method continue to use the Suggestopedia name. As far as this
study goes, the two terms Desuggestopedia and Suggestopedia will be used
interchangeably.
The Desuggestopedia method is described as "a controversial language teaching
methodology based on 'suggestology'. The method is concerned with subconscious and
nonrational influences on the mind. The method has been accepted in some Western
circles and it has been entirely discounted by others.
The method was first developed in the 1960s and 1970s by a Bulgarian
psychiatrist-educator by the name of Georgi Lozanov, whose intention was to develop a
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new approach to accelerate learning and use the "superpowers" of the mind. He believed
that language learning can occur at a much faster rate with his method than it can in a
traditional classroom setting. Lozanov applied elements of suggestion techniques and
relaxation to classroom learning and termed the methods "Suggestopedia".
Some studies have shown Lozanov's techniques to be,
"successful in increasing the amount of material learned in a given
time or reducing the amount of time necessary to learn new material in
a wide variety of subject matter areas at almost all educational levels"
(Caskey, 1980, p.118)
Desuggestopedia is accelerated learning which incorporates hands-on experiences
with positive reinforcement of the natural learning abilities of every individual.

It is a

system derived from detailed studies of the human mind and how it acquires knowledge.
It is as much a product of psychology as it is educational theory. The premise of the
theory is that learning is enhanced when tension, stress, and preconceptions are removed.
Lozanov believes that powerful learning must engage both the analytical brain and the
emotional brain (left brain/right brain), along with both states of mind—the conscious
and the unconscious.
The atmosphere in a suggestopedic classroom is one of club-like congeniality that
contrasts sharply from the traditional classroom with rows of desks, hard floors,
blackboards and chalk dust. Pictures on the walls, flowers on the table and soft lighting
suggest relaxation, comfort and success.

It avoids associations with any negative

memories of school.
Lozanov emphasizes the importance of experiencing language material in “whole
meaningful texts” (Lozanov 1978,p. 268) and notes that the suggestopedia course directs
"the student not to vocabulary memorization and acquiring habits of speech, but to acts of
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communication" (Lozanov 1978,p. 109). Lozanov refers most often to the language to be
learned as "the material."
3.7.6 The Natural Approach
Stephen Krashen and Tracy Terrell developed the Natural Approach in the early
eighties (Krashen and Terrell, 1983), based on Krashen's theories about second language
acquisition and learning. The approach shared a lot in common with Asher's Total
Physical Response method in terms of advocating the need for a silent phase, waiting for
spoken production to "emerge" of its own accord, and emphasizing the need to make
learners as relaxed as possible during the learning process. Some important underlying
principles are that there should be a lot of language "acquisition" as opposed to language
"processing", and there needs to be a considerable amount of comprehensible input from
the teacher. Meaning is considered as the essence of language and vocabulary (not
grammar) is the heart of language.
As part of the Natural Approach, students listen to the teacher using the target
language communicatively from the very beginning. It has certain similarities with the
much earlier Direct Method, with the important exception that students are allowed to use
their native language alongside the target language as part of the language learning
process. In early stages, students are not corrected during oral production, as the teacher
is focusing on meaning rather than form (unless the error is so drastic that it actually
hinders meaning).
Communicative activities prevail throughout a language course employing the
Natural Approach, focusing on a wide range of activities including games, role-plays,
dialogues, group work and discussions. There are three generic stages identified in the
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approach: (1) Preproduction - developing listening skills; (2) Early Production - students
struggle with the language and make many errors which are corrected based on content
and not structure; (3) Extending Production - promoting fluency through a variety of
more challenging activities.
Krashen's theories and the Natural approach have received plenty of criticism,
particularly orientated around the recommendation of a silent period that is terminated
when students feel ready to emerge into oral production, and the idea of comprehensible
input. Critics point out that students will "emerge" at different times (or perhaps not at
all!) and it is hard to determine which forms of language input will be "comprehensible"
to the students. These factors can create a classroom that is essentially very difficult to
manage unless the teacher is highly skilled. Still, this was the first attempt at creating an
expansive and overall "approach" rather than a specific "method", and the Natural
Approach led naturally into the generally accepted norm for effective language teaching Communicative Language Teaching.
3.7.7 Communicative Language Teaching
By the mid-eighties or so, the industry was maturing in methodology of foreign
language growth and moving towards the concept of a broad "approach" to language
teaching that encompassed various methods, motivations for learning English, types of
teachers and the needs of individual classrooms and students themselves. It would be fair
to say that if there is any one umbrella approach to language teaching that has become the
accepted "norm" in this field, it would have to be the Communicative Language Teaching
Approach.

22

The Communicative approach does a lot to expand on the goal of creating
communicative competence compared with earlier methods that professed the same
objective. Teaching students how to use the language is considered to be at least as
important as learning the language itself. Brown (1994) aptly describes the "march"
towards Communicative Language Teaching:
"Beyond grammatical discourse elements in communication, we
are probing the nature of social, cultural, and pragmatic features of
language. We are exploring pedagogical means for 'real-life'
communication in the classroom. We are trying to get our learners
to develop linguistic fluency, not just the accuracy that has so
consumed our historical journey. We are equipping our students
with tools for generating unrehearsed language performance 'out
there' when they leave the womb of our classrooms. We are
concerned with how to facilitate lifelong language learning among
our students, not just with the immediate classroom task. We are
looking at learners as partners in a cooperative venture. And our
classroom practices seek to draw on whatever intrinsically sparks
learners to reach their fullest potential." (p.77)

(Richards, 2006) stated that the goal of Communicative language teaching is the
teaching of communicative competence. Perhaps this term can be clarified by comparing
it with the concept of grammatical competence. Grammatical competence refers to the
knowledge we have of a language that accounts for our ability to produce sentences in a
language. It refers to knowledge of the building blocks of sentences (e.g., parts of speech,
tenses, phrases, clauses, sentence patterns) and how sentences are formed. Where as
communicative competence refers to the knowledge of how to use language for different
purposes and functions and how to maintain communication despite limitations in one’s
language.
Communicative Language Teaching is a generic approach, and can seem nonspecific at times in terms of how to actually go about using practices in the classroom in
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any sort of systematic way. Furthermore, since communication is a process, it is
insufficient for students to simply have knowledge of the second language forms,
meanings, and functions. Students must be able to apply this knowledge in discussing
meaning. It is through the interaction between speaker and listener that meaning becomes
clear. The listener gives the speaker feedback as to whether or not s/he understands what
the speaker has said. In this way, the speaker can revise what s/he said and try to
communicate his exact meaning. (Larsen-Freeman, 1986, p. 123)
Communicative language teaching can be understood as a set of principles about
the goals of language teaching, how learners learn a language, the kinds of classroom
activities that best facilitate learning, and the roles of teachers and learners in the
classroom.
The type of classroom activities proposed in Communicative Language Teaching
also implied new roles in the classroom for teachers and learners. Learners now had to
participate in classroom activities that were based on a cooperative rather than
individualistic approach to learning. Students had to become comfortable with listening
to their peers in group work or pair work tasks, rather than relying on the teacher for a
model. They were expected to take on a greater degree of responsibility for their own
learning. (Larsen-Freeman, 1986) stated that teachers now had to assume the role of a
facilitator , a monitor and a manager of classroom activities rather than being a model for
correct speech and writing and one with the primary responsibility of making students
produce plenty of error-free sentences. The teacher had to develop a different view of
learners’ errors and of her/his own role in facilitating language learning.
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In a typical lesson according to the situational approach, a three-phase sequence,
known as the P-P-P cycle, was often employed: Presentation, Practice ,Production
. Presentation: The new grammar structure is presented, often by means of a
conversation or short text. The teacher explains the new structure and
checks students’ comprehension of it.
Practice: Students practice using the new structure in a controlled context ,through drills
or substitution exercises.
Production: Students practice using the new structure in different contexts ,often using
their own content or information, in order to develop fluency with the new
pattern.
Under the influence of Communicative Language Teaching theory, grammarbased methodologies such as the P-P-P have given way to functional and skill-based
teaching, and accuracy activities such as drill and grammar practice have been replaced
by fluency activities based on interactive small-group work. This led to the emergence of
a “fluency-first” pedagogy (Brumfit, 1984) in which students’ grammar needs are
determined on the basis of performance on fluency tasks rather than predetermined by a
grammatical syllabus.
3.7.8 The Contextual Approach
Contextual Teaching and Learning has been widely accepted as an effective
approach to adopt in class since the teaching and learning material will be much more
understandable while the material is put in context. Therefore, implementing Contextual
Teaching and Learning Approach in the classroom is regarded as the solution for the
current instructional problems.

23

Although Content and Language Integrated Learning is a popular teaching
method, research has nearly exclusively focused on aspects of language learning.
Besides, teachers are still lacking any cognitively well-grounded theory about the special
features of contexts in which the focus is on content learning, but in which a foreign
language is used as the medium of communicating information. The basis for contextual
approach is how using a foreign language as a working language influences the
processing of content.
Thornbury (1999, p. 90) mentions some of the main principles of the contextual
approach such as, language is context-sensitive; which is to say that an utterance becomes
fully intelligible only when it is placed in its context. In addition to this, there are at
least three levels or layers of context in the contextual approach: the co-text (that is, the
surrounding text); the context of situation (that is, the situation in which the text is used);
and the context of culture (that is, the culturally significant features of the situation).
Each of these types of context can contribute to the meaning of the text. Furthermore,
grammar is best taught and practiced in context, using whole texts as contexts for
grammar teaching.
3.7.9 Focus on Form
Focus on form instruction is a type of instruction that, on the one hand, holds up
the importance of communicative language teaching principles such as authentic
communication and student-centeredness, and, on the other hand, maintains the value of
the occasional and overt study of second language grammatical forms, which is more
reminiscent of non-communicative teaching.

Furthermore, it is argued that the

responsibility of helping learners attend to and understand second language grammatical
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forms falls not only on teachers, but also on their peers. In other words, it is claimed that
formal second language instruction should give most of its attention to exposing students
to oral and written discourse that mirrors real-life, such as doing job interviews, writing
letter to friends, and engaging in classroom debates; nonetheless, when it is observed that
learners are experiencing difficulties in the comprehension and/or production of certain
second language grammatical forms, teachers and their peers are obligated to assist them
notice their erroneous use and/or comprehension of these forms and supply them with the
proper explanations and models of them. Moreover, teachers can help their students and
learners can help their peers notice the forms that they currently lack, yet should know in
order to further their overall second language grammatical development. (Long and
Robinson , 1998)
Thus, (Long and Robinson , 1998) asserted that teachers and curricula designers
are not to focus instruction on the teaching/learning of specific second language
grammatical items. Instead, they should aim to help students learn how to use language in
a way that emulates realistic communicative scenarios. More to the point, teacherstudent/student-student classroom interaction, via both oral and written modes, should
consume the majority of class time. Likewise, evaluation should center on students’
abilities to actively engage in authentic communication, using the forms they have
learned during interaction.
3.7.10 Consciousness-Raising (C-R)
The C-R approach to teaching grammar aims at raising the awareness of students
to a particular grammatical item so that they take note of the target structure. Usually in
this approach, the target grammatical structure is highlighted in some way so that the
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students’ attention is drawn to it. However, this is only the first step. Following this,
students will also be made to compare the input given with their own speech or writing so
that they notice their errors. This is known as ‘noticing the gap’. In addition to this,
students are made to speak or write without preplanning so that they realize that at times
though they may be aware of the rule they are unable to produce the structure
spontaneously in authentic communicative situations. This is known as ‘noticing the
hole’. (Doughty, and Williams, 1998)
As Ellis (2002) asserted the importance of consciousness-raising by saying

“The aim of this kind of grammar teaching (C-R) is not to enable the learner
to perform a structure correctly but simply to help him/her to ‘know about it”
(p.169).
(Rutherford, 1987) concentrates on the following items concerning the consciousness
raising:


focuses on aspects of grammar without necessarily using a rule on technical
jargon.



In stead of trying to input rules and principles directly as in traditional grammar
lesson, it seeks to help learners discover for themselves a grammatical rule by
focusing on aspects of the target structures.



It differs from pure communicative approaches by telling learners which
structures are ungrammatical proving the grammatical counter park.



It asks the learner not only to notice but also to perform an operation of some
kind.
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3.7.11 Processing Grammar Instruction
VanPatten (1993, 1996, 2002) suggests that one way to teach grammar
communicatively is through processing input or what he called processing instruction. In
this approach an initial exposure to explicit instruction is combined with a series of input
processing activities, consisting mainly of tasks that encourage the comprehension of the
target structure rather than its production. These activities have been suggested to help
learners to create form-meaning connections in input and hence process grammar for
meaning (Lee & VanPatten, 1995). Due to the explicit focus on form component of this
approach, some researchers have equated it with Long’s focus on forms (e.g., Sheen,
2002).
VanPatten (2002), however, argues that since the aim of this approach is “to assist
the learner in making form–meaning connections during IP [input processing]; it is
more appropriate to view it as a type of focus on form” (p. 764).
3.7.12 Corrective Feedback Approach
This approach can take two forms - Explicit negative feedback or implicit
negative feedback. In Explicit negative feedback, the teacher will tell the students,
directly, that they have used the grammar item in the wrong way, or they have incorrectly
used the grammar item. Implicit negative feedback on the other hand involves the
teacher correcting the students’ errors by rephrasing without offering any explanation.
But in the two cases the teacher should reinforce positive before pointing out
negatives and give alternatives after analyzing to students to show them how they went
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wrong or what mistakes they committed. S/he also should make rephrasing to the whole
task and if there are numerous errors, instead of correcting them all, s/he should focus on
one area (i.e. if you have recently discussed the verb “to do”, focus on that.) (Shegar,
2000)
3.7.13 Concept Maps
Concept maps first suggested by Joseph Novak who has studied the education
field as an aid for learners to increase understanding (Richardson et. al, 2005). The
strategy was born out of the constructivist theory of learning which holds that the learner
constructs or builds his own knowledge as opposed to the previous one (Basso and
Margarita, 2004).
Concept map is visualized through a graphical representation.

Concepts are

usually depicted by circles or boxes , forming the nods of the new work by labelled links
(Buzzetto-More, 2007, p .61 ).
Juall and Moyet (2005) maintain that concept maps are an educational technique
that uses diagrams to demonstrate the relation of one concept or situation by linking a
central concept to another one to help the learners to understand the central concept
better. So concept maps are and arranged hierarchically with the super ordinate concepts
at the top of the map and subordinate at the bottom which are less inclusive than the
higher ones (Ahlberg and Vukko, 2004, p. 25).
Novak and Can (2006) see that concept maps are graphical tools for organizing
and representing knowledge. They include concepts usually closed in circles or boxes of
some type and relationships between concepts indicated by connecting or linking two
concepts or words on line, referred to as linking words or linking phrase. The link
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between the concepts can be one-way or non-directional. The concepts and the links may
be categorized and the concept may show temporal or casual relationships between
concepts.
Novak (2001) believes that concept map is a tool for organizing and presenting
knowledge. This knowledge is mostly semantic (Asan, 2007, p.11), and it needs to be
organized and presented hierarchically from the most general concept to the most specific
one.
According to Asan (2007) the main principles of concept maps are:
1) Key ideas are presented in a hierarchy, which moves from the most general ideas to
the most specific.
2) Key ideas are additionally arranged in domains or clusters, which visually define their
association and related boundaries.
3) The nature of the interrelationships between the key ideas are identified through the
use of relationship lines. These lines are annotated to clearly indicate the nature of
these relationships within discrete sections of the map and between the different
domains.
4) The lowest point of hierarchical representation of ideas is illustrated by the use of
relevant examples.
Concept maps were used in different ways. They could reach all the fields of
education. Affana and AL Khozendar (2007) suggested some certain steps that the
teacher can follow inside the classroom to have an effective teaching and learning
program.
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Teachers tell their learners about the item or the subject that he is going to teach
with identification for the main concepts in the lesson.



Teachers identify the sub concepts which are in relation to the main one.
Teachers can write them on the board to give the students the chance to know
them.



Teachers find key words or link-words between the sub-concepts in order to make
a meaningful relation between these concepts.



Teacher organizes the concepts in a pyramid form and puts the link-words on the
arrows.



Teacher explains the sub-concepts by giving examples so that the teacher can
transfer his students from the main concepts at the top of the map to subordinate
at the bottom.



The teacher asks students to make concept maps in the subject matter either
individually or groups .

3.7.14 Gallery Walk
Gallery Walk gets students out of their chairs and actively involves them in
synthesizing important concepts, in consensus building, in writing, and in public
speaking. In Gallery Walk teams rotate around the classroom, composing answers to
questions as well as reflecting upon the answers given by other groups. Questions are
posted on charts or just pieces of paper located in different parts of the classroom. Each
chart or "station" has its own question that relates to an important class concept. The
technique closes with an oral presentation or "report out" in which each group
synthesizes comments to a particular question.
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Gallery Walk is flexible and has many benefits. Gallery Walk can be organized
for a simple-fifteen-minute-ice breaker or for a week-long project involving graded oral
and written reports. The technique encourages students to speak and write the language
of earth science rather than just hearing it from the instructor. In addition to addressing a
variety of cognitive skills involving analysis, evaluation, and synthesis, Gallery Walk has
the additional advantage of promoting cooperation, listening skills, and team building.
In Gallery Walk student teams rotate to provide bulleted answers to questions
posted on charts arranged around the classroom. After three to five minutes at a chart or
"station", the team rotates to the next question. Gallery Walk works best with openended questions, that is, when a problem, concept, issue, or debate can be analyzed from
several different perspectives. It provides a variety of instructional resources such as
preparing students for this technique, a step by step guide for using Gallery Walk,
evaluation rubrics, and challenges in implementing the technique.
Teachers can use the Gallery Walk to promote class discussion, higher order of
thinking, cooperative learning, and team building. As the Gallery Walk:


dedicates time for students to practice discussing, debating, organizing, and
writing the language of earth science rather than just hearing ideas presented
by the instructor;



promotes the use of higher order thinking skills like analysis, evaluation, and
synthesis when the teacher chooses the proper level of abstraction when
designing questions emphasizing the collaborative, constructed nature of
knowledge because students work in teams to synthesize information written
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from

a

variety

of

perspectives

(Taylor,

2001);

(http://www.cct.umb.edu/gallerywalk.html )


encourages alternative approaches to problems, because students are exposed
to a variety of perspectives posted at different discussion "stations" (Taylor,
2001);



reassures students that their voices, ideas, and experiences are valued because
students are more likely to share ideas among a non threatening group of
peers (Taylor, 2001);



provides

an

opportunity

to

gauge

prior

knowledge,

skills,

and

misconceptions. The existing conceptual framework of students can be
challenged and, if faulty, corrected during the "report out" phase of the
Gallery Walk;


promotes team building, fosters debate, and encourages consensus as
students work together to accurately represent group member's ideas at
different Gallery Walk "stations;"



acts as an ice breaker because students need to interact with classmates and
the instructor when debating responses at each Gallery Walk "station"; and



encourages movement around classroom as groups move from "station" to
"station", interrupting the lethargy that sometimes results from being seated
for long periods. (http://www.cct.umb.edu/gallerywalk.html )

3.7.15 Role-play

The problem with teaching pure, undiluted information is that afterwards, the
students, if they paid attention, will be left asking "What is it for? What does it mean?"
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Role-play enables them to start answering these questions and to start expanding them.
Role-play, like any good inquiry approach, transforms the content of education from
information into experience.

Role play has a creative aspect of the exercise that make it seem more like play
than like work. It also pressures students to solve a problem or to resolve a conflict for
their character that can motivate a student far more than the sort of pressure that they
usually face while preparing for an exam, and it is far more typical of the pressure that
will be on them in real life. Furthermore, Role-play exercises are particularly useful in
courses for non-majors to emphasize the intersection between science and daily life.
The primary purpose of role-play exercises is to get students to look at the
material they are learning in a new light. The teacher is persuading them to alter their
mental maps of the world instead of just filling them in (Blatner, 2002 ). Thus, role-play
exercises show the task a complex one that can only be solved by a simple answer that
the student has previously memorized (Cage, 1997 ). Additionally, the students learn that
skills they learn separately are often used together in order to accomplish many realworld tasks (Bair, 2000 ).
Exercises emphasizing the importance of people and their viewpoints are
important preparation for students who will go on in many professions, including
business, academia, and politics. Students also, need to understand the needs and
perspectives of the people around them to get through life, and to understand themselves.
On the other hand, the teacher needs to decide the context for the exercise and the role(s)
that the students will play. Lessons need to be carefully explained and supervised in
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order to involve the students and to enable them to learn as much as possible from the
experience.

The teacher needs to decide the context for the exercise and the role(s) that the
students will play. Lessons need to be carefully explained and supervised in order to
involve the students and to enable them to learn as much as possible from the experience.

3.7.16 The Jigsaw Method
In this method students are assigned to cooperative groups.

All groups are

assigned the same topic. Each group member is given a particular part out of a text or a
topic or any other piece of an academic unit. After each member reads his assigned part,
these members join with other members who have the same assignment to form expert
groups. Within these expert groups, students discuss various strategies that will help
them in teaching the material to other members within the original home groups
(Aronson & Patneo, 1997). Students are highly motivated to listen to the explanations
given by the group members because the only way they have access to the information is
through them.
There are four types of jigsaw strategies available for teachers to use in their
classes: 1) Jigsaw I developed by Aronson and others in 1978, 2) Jigsaw II developed by
Slavin in 1977, 3) Jigsaw III developed by Stahl in 1994 and 4) Jigsaw IV developed by
Holliday in 2002.
Jigsaw I and jigsaw II differ only in the fact that team competition is allowed in
jigsaw II. The basic parts of the strategies are the same. Both have students divided into
home groups and then into expert teams. The teacher gives questions for students to
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answer. The students then leave their groups and go to their teams to answer the expert
sheets or questions. They then return to their groups with their expert sheets answered
and teach other their respective expert sheets. Then they are tested on the material. In
jigsaw II the grades are averaged and the team with the best average is rewarded (Slavin,
1994).
Competition is a basic element in Jigsaw II and jigsaw III adding a whole group
review process before the test but then follows jigsaw II for the competition element. The
major difference between jigsaw III and jigsaw IV is found in an introduction to the class
and two quizzes that check the accuracy of information gathered by the students. A third
slight difference is the re-teaching of material which the students have not mastered.
(Holliday, 2002)
3.8 Teachers’ Knowledge
Like any other professional domain, teaching is based on a wide base of
specialized knowledge. An expert understanding of the subject alone is insufficient to be
able to teach successfully. In fact, the link between subject knowledge and effective
teaching may be less direct where second language learning is concerned (Borg 2006). To
foster understanding in their students, teachers need to know, among other things, ways
of representing the knowledge so that the students are more likely to grasp it.
Subject matter knowledge is only one of the several components of knowledge
that Shulman (1986) and Wilson, Shulman, & Richert (1987) identify as being necessary
for effective teaching. These components include: Subject matter knowledge –
knowledge of the subject being taught. In the case of second language teachers, this
includes the teacher’s proficiency in the target language, the degree of knowledge the
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teacher has about the formal properties of the language such as grammar, the culture of
the second language community, as well as an understanding of applied linguistics and
curriculum development.
General pedagogical knowledge, knowledge of pedagogical principles and skills
in using techniques and strategies that are not subject-specific, include aspects of
classroom management and discipline.

Pedagogical content knowledge is specific

knowledge of how to teach a particular topic or content area in a particular subject
domain. In other words, the methodological options are available to the teacher. It is this
area of teachers’ knowledge that this study mainly aims to affect by broadening teachers’
awareness of teaching strategies that could be applied to the teaching of grammar by
considering current theories of how languages are learnt. Curriculum knowledge is
knowledge about the particular materials used by the teacher. Often changes in curricula,
such as new textbooks, call for the reorientation of teachers’ thinking and their
knowledge of educational aims, goals and purposes.

Knowledge of learners includes

awareness of and familiarity with one’s own students, their learning strategies, problems
and needs in learning in order to know how to cater for all learners’ individual
differences. If the goal of teaching is to promote learning, teachers need to be aware of
the centrality of learners and how teacher behavior will affect individual learners
(Randall and Thornton 2001).

Knowledge of learning covers theoretical knowledge of

learning, including an understanding of the physical, social, psychological and cognitive
development of students. Freeman (2001) identifies that this is an area that has been
often neglected in L2 teacher education where the knowledge of the subject matter
appears to have been central. This study attempts to increase teachers’ understanding of
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how students learn grammar, raising awareness about how learning occurs as students
progress through various stages of noticing, hypothesis testing and interlanguage
development.
Examining the knowledge base of second language teachers, Richardson (1996)
identifies two different domains of knowledge that influence teachers’ understanding and
practice of teaching. One domain of knowledge relates to subject matter and curricular
issues and how the content of the lesson can be presented in an effective and coherent
way; while the other relates to the teacher’s philosophy of teaching and the teacher’s
understanding of what constitutes good teaching. It is this personal perspective which
guides, monitors and changes teachers’ practical actions in the classroom.
Classrooms are busy places where teachers may face simultaneous, often
unpredictable, competing situations. In

such classroom settings, Calderhead (1987)

argues that there is little opportunity to reflect and analyze the situation in the light of the
teachers’ knowledge as responses are often required immediately and intuitively. He
points out that such intuitive skills are gained through repeated cycles of practice and
reflection upon practice, but that teachers may not always be able to verbalize this
knowledge.
Eraut (1994) too recognizes that due to the quick nature in which teachers make
professional judgments, they acquire tacit knowledge of how to teach; knowledge which
cannot be easily explained to either others or to oneself. Eraut (1994) refers to what
teachers ultimately learn through experience as “skilled behavior,” describing it as a
“complex series of actions which has become so routinized through practice and
experience that it is performed almost automatically” (p.111). likewise, Prabhu (1990)

22

refers to the dangers of routinization or mechanical teaching; teaching without being
aware of the implications of instructional behavior.
One explanation for why teachers become unaware of their teaching behavior is
the difference between teachers’ espoused theories and theories in use. Argyris and
Schon (1974) describe how teachers’ espoused theories and theories in use exist side by
side:
"When someone is asked how he would behave under certain
circumstances, the answer he usually gives is his espoused theory
of action for that situation. This is the theory of action to which
he gives allegiance, and which, upon request, he communicates
to others. However the theory that actually governs his actions is
his theory-in-use, which may or may not be compatible with his
espoused theory; furthermore, the individual may or may not be
aware of the incompatibility of the two theories" ( p. 6-7)
Teachers' knowledge "awareness" is very important in the teaching learning
process. Teachers can teach language and especially grammar by certain strategies
(methods, approaches and techniques) according to what they know and think it is
important. Therefore, they can teach language and grammar by committing educational
mistakes resulted from using some strategies which do not fit the natures of curriculum
and students in Gaza governorates, which consequently leads to students dislike and do
not have the desire to learn English language.
3.9 Summary
In brief, this chapter handled some points such as the definition of
grammar, the different types of grammar and the most common strategies of
teaching grammar of which the researcher benefited a lot in widening her
horizon of the ways to deal with or how to teach grammar to her students in
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the secondary stage. It also dealt with teachers' knowledge (awareness) and
how it affected teachers' practices in the classroom.
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4.2 Research Design
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4.6 Validity and Reliability
4.6.1 An Awareness Scale
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4.6.3 The Lesson Plan Analysis Card
4.6.4 The Classroom Observation Checklist
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4.8 Summary

4.1 Introduction
This chapter contains the procedures followed throughout the study. It
introduces a complete description of the methodology of the study, the approach of the
study, the population, the sample, the instrumentation, the pilot study, the limitation of
the study and the statistical procedures for the analysis of the study .
4.2 Research Design:
The study adopted the descriptive analytical method of research to carry out
the study. Determining the adoption of this method is due to its relevance and
suitability for carrying out the study as the descriptive research "is designed to obtain
pertinent and precise information concerning the current status of phenomena and,
whenever possible, to draw valid general conclusions from facts discovered" (Abou
Shaaban, 3002:48), and the analytical research "draws general conclusions from facts and
basic evidence. … must analyze information, record the facts, comment on them, and
come to conclusions about meaning, causes, consequences, and relationships" (Abou
Shaaban, 2003:84). This helps in dealing with the different aspects of collecting and
describing data on the teachers' awareness of grammar teaching strategies and their
classroom practices. It also serves the process of analyzing the data from teachers'
lesson plans in accordance with the numeric data collected through the classroom
observation checklist.
This method is concerned with giving qualitative judgments about the findings
that result through processing the data as well.
4.3 The Population of the Study:
The population of the study consisted of all teachers of English language in
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the secondary stage in Gaza Strip governorates for the scholastic year (2010- 2011 ) .
4.4 The Sample of the Study
The sample of the study consisted of ( 75 ) teachers, (45) female teachers and
(30) male teachers, distributed among seventeen secondary schools in North-Gaza
Governorate. The teachers are different in their qualifications and years of experience.
Table (1)
No

Name of School

1

Shadia Abu Ghazala (A)

2

Shadia Abu Ghazala (b)

3

Tel Ezaater

4

Faisal Ben Fahd

5

Othman Ben Affan

6

Awny El-Hertany

7

Beit Lahia

8

Ahmed Alshoqeiry

9

Abu Obaida

10

Beit Hanoun

11

Hayel Abdelhamid

12

Khalifa Bin Zayed

13

Osama Bin Zaid

14

El- Faloja

15

Tel Erabea

16

That Esawari

17

Om El- Fahem

As for the socio-demographic characteristics of the study sample is shown in table (2):
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Table (2)
Distribution of the Sample According to Gender
Variable
Males
Females
Total

N
30
45
75

%
40
60
100

The total numbers of teachers selected for the current study were a 75 English
teachers. The total numbers of males were 30 (40%); while the total numbers of females
were 45 (60 %).
The academic qualification of the sample is clarified from table (3)
Table (3)
Distribution of the sample according to qualification
N
1
69
5
75

Variable
Diploma
Bachelor
Master
Total

%
1.3
92
6.7
100.0

It is clear that (1.3%) of the teachers have a diploma degrees; (92%) have bachelor
degrees; while (6.7%) of teachers have master degrees.
The study sample vary in the years of experience as shown in table (4):
Table (4)
Description of the sample according to Years of Experience
N
23
23
29
75

Variable
Less than 6
6-10
More than 10
Total
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%
30.7
30.7
38.6
100.0

Table (4) shows that; (30.7%) of the sample teachers had less than 6 years of
experience, (30.7%) of them had 6-10 years, while (38.6%) of the teachers had more
than 10 years of experience.
As for the type of school the sample teachers are engaged in, table (5) shows the
distribution of the sample teachers among schools between girls and boys schools, or in
other words the gender of students:
Table (5)
Distribution of the sample according to the gender of students
Variable
Males
Females
Total

N
27
48
75

%
0.36
0.64
100.0

According to table (5), that the total numbers of the teachers who teach male
students were 27, constituting (36%) of the sample population; while the teachers who
teach female students were 48, thus constituting (64%) of the sample population.
4.5 Instrumentation:
In order to achieve the aims of the study, the researcher used the following
instruments:
-

An awareness scale is used to measure the teachers' awareness of grammar and
the strategies of teaching it. (for full details see Appendix 1)

-

A lesson plan analysis card is used to explore and show the strategies of
teaching grammar that teachers use in their lesson planning. (see Appendix 3)

-

A classroom observation checklist is used to find out what strategies teachers
really use in teaching grammar. (for more details, see Appendix 2)
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4.6 Validity and Reliability
4.6.1 An Awareness Scale:
Al Agha (2004: 104) asserts that the valid scale is the scale that measures what it
is designed to measure.

The study utilized the referee validity and the internal

consistency validity.
4.6.1.1 Validity:
The researcher used the following to maintain the validity of the tools:
A. The Referee Validity:
The scale was presented to a group of specialists in teaching methodology in
Palestinian universities in Gaza Strip. It was also introduced to a group of experienced
supervisors and teachers of English. The scale was modified taking into consideration
the specialists' remarks; some items were omitted and others were replaced by other
suitable ones. The items of the scale were modified in accordance with the specialists'
recommendations. (for details, see Appendix 4)
B. The Internal Consistency Validity:
Al Agha (2004: 110) confirms that the internal consistency validity indicates the
correlation of the degree of each item with the total scores of the practices subscale as
shown in table (6):

07

Table (6)
Internal consistency of items with its total practices subscale
Pearson's
Subscale Item No
Correlation
1
0.557
2
0.478
3
0.489
4
0.326
5
0.552
6
0.442
7
0.338
8
0.467
9
0.418
10
0.406
Practices
11
0.450
12
0.479
13
0.487
14
0.570
15
0.137
16
0.413
17
0.463
18
0.364
19
0.156
20
0.509
1
0.630
2
0.646
3
0.536
4
0.602
5
0.683
6
0.637
7
0.428
8
0.557
Awareness
9
0.720
10
0.857
11
0.541
12
0.387
13
0.677
14
0.750
15
0.436
16
0.434

Sig. Level

Item No

0.01
0.01
0.01
0.05
0.01
0.01
0.05
0.01
0.01
0.01
0.01
0.01
0.01
0.01
Not sig.
0.01
0.01
0.05
Not sig.
0.01
0.01
0.01
0.01
0.05
0.01
0.01
0.05
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01

21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32

Pearson's
Correlation
0.466
0.561
0.593
0.603
0.698
0.474
0.473
0.422
0.553
0.478
0.484
0.417
0.484
0.576
0.534
0.500
0.490
0.471
0.402
0.577
0.785
0.507
0.682
0.413
0.740
0.478
0.387
0.582
0.372
0.707
0.056
0.410
0.342
0.714
0.060

Sig. Level
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.01
0.05
0.01
Not sig.
0.01
0.05
0.01
Not sig.

Table (6) shows that most of the items are significantly correlated with the total
scores of the subscale at levels (0.01) and (0.05).
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However, items (15 and 19) of

practices subscale, and items ( 28 and 32) of awareness subscale are not significant, these
four items have been deleted, and thus the scale comprises 67 items of which 37 items are
for practices subscale and 30 item for awareness subscale in the final form. In addition to
that, the researcher indicates the correlation of the scores of each subscale with the total
scores of the scale.
Table (7)
Internal consistency of items with its total practices subscale
subscale

Pearson's Correlation

Sig. Level

Practices
Awareness

0.757
0.709

0.01
0.01

This validity was calculated by using Pearson Correlation Coefficient.

The

correlation coefficient of each subscale was significantly correlated with the total scores
of the scale at levels (0.01).
4.6.1.2 Reliability
To calculate the reliability of awareness scale; the researcher used the following
two methods:
A- Split Half Method
The researcher calculated the reliability of awareness scale by using split half
method (part1 = 34 items & part2 = 33 items); where the person’s correlation coefficient
was (R1 = 0.710) and by using the spearman-brawn equation to correct the length of the
scale (R2 = 0.831).
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B- Cronbach’s Alpha Equation
The researcher estimated the reliability of awareness scale by using the equation
of Cronbach’s alpha (No. of items = 67); where the value of alpha = (0.864). An
awareness scale device is valid and reliable for data collection from the teachers in North
Gaza schools.
4.6.2 The pilot study:
In order to check the appropriateness of the scales' items as well as their validity
and reliability, the scale was distributed on a random sample of (38) teachers who teach
the 11th and 12th graders in East-Gaza governorate. They have the same characteristics of
the study community. The results were recorded and statistically analyzed in order to
measure their validity and reliability. The necessary revisions and recommendations
were made in the light of the statistical result.
4.6.3 The Lesson Plan Analysis Card
The study utilized the referee validity and the persons' validity.
A- The Referee Validity:
The analysis card was presented to a group of specialists in methodology in
Palestinian universities. It was also introduced to a group of experienced supervisors
and teachers of English. The analysis card was modified according to the specialists'
remarks; some items were omitted and others were replaced by other suitable ones. The
items of the scale were modified in accordance with the specialists' recommendations.
(see Appendix 4).
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B- Individuals' Reliability
To examine the reliability of the analysis card, the researcher asked for the
cooperation of another colleague researcher. At first the researcher applied the analysis
card by analyzing the lesson plans of 40 teachers. Then the other colleague researcher did
the same process separately. The correlation between the two results of the analysis was
(R= 0.726) which made the analysis card good to explore and show the strategies of
teaching grammar that teachers use in their lesson planning.
4.6.4 The Classroom Observation Checklist
The classroom observation checklist was the same as that of the lesson plan
analysis card: it needed the referee validity and the persons' validity.
A- The Referee Validity:
The classroom observation checklist was presented to a group of specialists in
teaching methodology in Palestinian universities in Gaza Strip. It was also introduced to
a group of experienced supervisors and teachers of English. The analysis card was
modified according to the specialists' remarks; some items were omitted and others were
replaced by other suitable ones. The items of the scale were modified in accordance with
the specialists' recommendations. (for details, see Appendix 4)
B- Individuals' Reliability
To examine the reliability of the classroom observation checklist, the
researcher asked for the cooperation of another colleague researcher. They both
visited the classes together and each one of them completed the checklist separately.
They visited and observed 40 classes. The aim was to find out the correlation
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between the two results of the observation for reliability. Pearson correlation was
calculated for each of the six domains of the observation checklist
The correlation between the researcher and the other colleague researcher was listed
in table (4) below:
Table (8)
The correlation between the researcher and the other colleague researcher
Main subscaleSubscale

No. of items

Room setup
Learning
Visual examples
environment
Printed Materials
Teacher engagement
Academic
Student engagement
performance
Teaching strategies

3
7
3
8
7
13

Pearson's
Correlation
0.886
0.949
0.759
0.776
0.667
0.863

Sig. Level
0.01
0.01
0.01
0.01
0.01
0.01

This validity was calculated by using Pearson correlation coefficient.

The

correlation coefficient of each subscale was significantly correlated with the same
subscales that were observed by colleague at levels (0.01).
4.7 Applying the Instruments
4.7.1 The Awareness Scale
The scale was distributed among the sample of (75 teachers) in the secondary
schools in North-Gaza Governorate, and after a week they were collected with the help of
other colleagues from other schools.
4.7.2 The Lesson Plan Analysis Card
The researcher asked each teacher to photocopy a lesson plan for a grammar
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lesson in order to analyze them to find if there was any correlation between teachers'
awareness and their planning for grammar lessons; that was to find the steps they were
following to explain a grammar lesson and which strategy they were going to use inside
their classes. Data were collected and treated statistically to find the means and the
coefficient correlation between the researcher's observation and the other colleague's
observation.
4.7.3 The Classroom Observation Checklist
Forty classes were observed by the researcher and the other colleague, and that
was to find out what strategies teachers were using in their classes. Also, it was meant to
find if there was any correlation between teachers' awareness and their actual practices
inside their classrooms. The data that were collected was treated statistically to find the
means and the coefficient correlation between the researcher's observation and the other
colleague's observation.
4.8 Summary
The chapter tackled the research design, the population of the study, the sample of
the study, the instrumentation of the study, the validity and the reliability of the
instruments of the study, the statistical analysis of the study, the limitations of the study,
and finally the data collection procedures. The next chapter will deal with the data
.

analysis
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Chapter 5
Reults, Discussion,
Recomendations

Chapter 5

Results: Data Analysis, Discussion and Recommendations

5.1 Introduction
In this chapter the researcher tries to view the results by using suitable statistical methods to answer
the questions of the study as follows:
5.2. The answer of the first question which is:
What are the famous grammar teaching strategies that could be used in teaching grammar at the secondary
stage?
This questions has been fully discussed in the theoretical framework; however, the researcher
intends to briefly talk about them here to refresh the readers memory. Teaching grammar plays a great part
in teaching English as a second or as a foreign language. It is also a difficult part of language; therefore,
many research works were conducted to investigate the best strategies, methods and approaches that could
be used to teach grammar.
5.2.1 The Grammar Translation Method
The important goal for students in this method is to be able to translate from language into another
to be considered successful language learners. The primary skills to be developed are reading and writing.
Little attention is given to speaking and listening, and almost none to pronunciation. The teacher is the
authority in the classroom and it is very important that students get the correct answer. Learning is
facilitated through attention to similarities between the target language and the native language. Grammar
is taught deductively, and students should be conscious of the grammatical rules of the target language and
verb conjugations and other grammatical paradigms that should be committed to memory.
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5.2.2 The Audio-Lingual Method
The Audio-lingual method is related to the behaviorist approach, it is an oral-based approach. The
idea of this method is that the language is divided into structures which learners practice through drilling.
Teachers drill the structure and learners learn from over- drilling rather than describing the rules of the
language. Where language learning is a process of habit formation, all the concentration is on speaking not
writing. In addition, the teaching process is for the language not the rules of it, and the main source of
language is from native speakers.
5.2.3 The Direct Method
The direct method is an old method that took its name from the fact that meanings can be conveyed
directly in the target language through the use of practice, demonstration, and visual aids. It is known as a
natural method which is based on the idea of teaching grammar through activities that the teacher uses in
the classroom, where there is no translation and no focusing on explanation and analyzing of the rules of
the language.
Among the basic principles of this method is that learners think directly in the foreign language. It
teaches language through conversation, discussion and reading in the language directly without translation,
drilling and studying the terminology.
5.2.4 Total Physical Response
The total physical response is considered one of the comprehension approaches. Total physical
response argues that the fastest, least stressful way to achieve understanding of any target language is to
follow directions uttered by the instructor without native language translation.
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The Total Physical

Response method has become well-known in the 1970s and derived its main principles from observing how
children acquires their first language. The Total Physical Response method asks students to respond
physically to the language they hear. Language learning is reinforced by body movement and associated
language to physical actions or movements (smiling, reaching, grabbing, looking, etc).
5.2.5 The Natural Approach
The term natural approach (or natural method) was first used in the nineteenth century to describe
teaching methods, such as the direct method that attempted to mirror the processes of learning a first
language. Translation and grammar explanations were rejected, learners were exposed to sequences of
actions, and the spoken form was taught before the written form. Learners were initially exposed to
meaningful language, not forced to speak until they felt ready to, and not corrected or given explicit
grammar instruction. The method was characterized by a lot of teacher-talk made intelligible through the
use of visual aids and actions. It also shared many principles in common with Total Physical Response.
These included the importance of comprehensible input, and of promoting positive effect on the learning
process.

The natural approach seems to have become absorbed into what are generally known as

humanistic teaching practices and whole language learning.
5.2.6 Communicative Language Teaching
Communicative Language Teaching aims broadly to apply the theoretical perspective of the
Communicative Approach by making communicative competence the goal of language teaching and by
acknowledging the interdependence of language and communication.
Communicative Language Teaching is a generic approach.

The goal of communicative language

approaches is to create a realistic context for language acquisition in the classroom. The focus is on
functional language usage and the learners' communicative competence to express their own ideas, feelings,
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attitudes, desires and needs. Open- ended questioning and problem-solving activities and exchanges of
personal information are utilized as the primary means of communication. Students usually work with
authentic materials in small groups on communication activities, during which they receive practice in
negotiating meaning. Whereas grammar is used to teaching how to use words correctly and appropriately.
5.2.7 The Contextual Approach
The Contextual Teaching and Learning has been widely accepted as an effective approach to adopt
in class since the teaching and learning material will be much more understandable while the material is put
in context. Therefore, implementing the Contextual Teaching and Learning Approach in the classroom is
regarded as the solution for the current instructional problems.
Some of the main principles of the contextual approach such as, language is context-sensitive;
which is to say that an utterance becomes fully intelligible only when it is placed in its context. In
addition, grammar is best taught and practiced in context, using whole texts as contexts for grammar
teaching.
5.2.8 Focus on Form
This approach advocates the teaching of grammar by getting students to focus on grammar when the
need arises during meaning-focused activity. Focus on form can be operationalized in the following way.
For example, while engaged in a task of writing newspaper reports or any meaning-focused task, a pupil
may encounter problems in understanding why and how the passive form is used in English language.
Hence, the teacher has to stop students from carrying on with the task and focus their attention on the
passive form.
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5.2.9 Consciousness-Raising
The principal that underlies C-R is that it is more effective to develop awareness of specific
grammatical structures at the level of understanding than to spontaneously require the learner to produce
them in communication. Where the aim of this kind of grammar teaching is not to enable the learner to
perform a structure correctly but simply to help him/her know about it. It is also considered as a potential
facilitator for the acquisition of linguistic competence and has nothing directly to do with the use of that
competence for the achievement of specific communicative objectives, or with the achievement of fluency.
The 'delayed production of language’ is in fact one of the striking features that distinguishes C-R from the
grammar translation.
5.2.10 Concept Mapping
The strategy was born out of the constructivist theory of learning which holds that the learner
constructs or builds his own knowledge as opposed to the previous one. The idea was based on the
Ausubels’ assimilation theory of cognitive learning which advocates that the meaningful learning takes
place when new knowledge is consciously incorporated into the concepts and ideas previously acquired by
the learner. This means the use of the advanced organizer is based on the idea that the teacher gives a short
description of the new material before the lesson begins to prepare the students to accept the new material.
Concept mapping is visualized through a graphical representation. Concepts are usually depicted by
circles or boxes, forming the nods of the new work by labeled links.
5.2.11 Gallery Walk
One of the most versatile learner-centered activities is the Gallery Walk, which has been called by
lots of names, and has many variations. One can use it as an information-rich, opening (connection),
closing (celebration), or review activity. The Gallery Walk connects learners to each other, and learners to
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the training topic in a number of interesting and interactive ways. One can assign a direction to move, or
learners can move randomly.

They can do the activity as individuals or in small groups of two to four.

After they’ve written on all the charts, learners take a “gallery walk” or tour of the room, reading the
charts and jotting down their observations on a work sheet.
5.2.12 Correction Feedback Approach
This approach can take two forms - Explicit negative feedback or implicit negative feedback.

In

Explicit negative feedback, the teacher will tell the students, directly, that they have used the grammar item
in a wrong way, or they have incorrectly used the grammar item. Implicit negative feedback, on the other
hand, involves the teacher correcting the students’ errors by rephrasing without offering any explanation.
However, in the two cases the teacher should reinforce positively before pointing out negatives and giving
alternatives after analyzing the matter to the students to show them how they went wrong or what mistakes
they committed. S/he also should rephrase the whole task, and if there are numerous errors, instead of
correcting them all, s/he should focus on one area.
5.2.13 Processing Grammar Instructions
In this strategy, students try to understand the meaning behind certain grammatical items. To bring about
grammar comprehension, usually minimal pairs are used. For example, to enable students to distinguish
between the simple past and past continuous tense, the teacher may ask students to compare two sentences.
In this way, students’ attention is drawn to the meaning of the grammar item.
5.3 The answer of the second question which is:
What is the level of teachers' awareness of grammar teaching strategies?
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The results in table (9) show that the strategies are rearranged according to their use by English teachers,
where the ratio scales are used to highlight this step. The highest strategies were used by teachers who
employ Consciousness Raising (90.9%), then Concept Maps which scored (90.4%), followed by Processing
Grammar Instruction with a ratio of (80.1%). In addition to this; The total ratio of the Practices of
Grammar was (69.7%), and the total scores of Teachers’ Awareness of Grammar Teaching Strategies was
(70.7%).
The items of subscale in table (9) are arranged to their importance -from teachers’ point of views as
approved by the statistical analysis of the data.
Table (9)
Means, standard deviation and ratio scale of awareness questionnaire (N=75)
# of Items
Subscales
Mean
S.D.
Consciousness raising
Concept maps
Processing grammar instruction
Focus on form
The audio lingual method
Natural approach
Correction feedback
Gallery walk
Total physical response
The direct method
Communicative approach
Grammar translation method
Contextual approach
Total scores of Practices of grammar
Total scores of Awareness of grammar
Total scores of questionnaire

2
3
2
3
3
3
3
3
2
4
5
4
2
39
32
71

9.09
13.56
8.01
11.16
11.05
10.73
10.51
10.47
6.80
13.57
16.45
11.83
5.83
135.92
113.07
248.99

1.13
1.41
1.27
1.97
1.82
2.20
2.00
2.23
1.94
3.18
3.85
2.96
1.58
17.11
15.85
24.18

Ratio
Scale %
90.9
90.4
80.1
74.4
73.7
71.6
70.0
69.8
68.0
67.9
65.8
59.1
58.3
69.7
70.7
70.1

The researcher discussed the strategies used in teaching grammar at the secondary stage and
examined them fully in chapter three. Based on that presentation of studies, the scale was built, and the
researcher attempted to elicit teachers’ awareness, preference to any of these strategies, their familiarity of
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these strategies, as well as the frequency of using them. The scale was divided into three dimensions to
measure teachers’ awareness of grammar and grammar teaching strategies. The results here showed that
teachers were aware of the strategies studied in this study to some extents and not at the same level; for
example the results showed that teachers were well aware of consciousness-raising and concepts maps
whose ratio scales were 90.9 and 90.4 consequently. These results agreed with Fotos and Ellis (1991),
Fotos (1993), Mohamed (2004), Sugiharto (2006) and Abu Nada (2008). The contextual approach came at
the end of the list which meant that the teachers were not fully aware of it as its ratio scale was 58.3 and this
came into disagreement with Obaid (2010).
Table (10) shows the level of teachers' awareness of grammar teaching strategies practices
rearranged as they were used by English teachers. The highest item of grammar teaching were used by
teachers are Explaining the Grammar Points (94.9%), followed by Write Examples on the Blackboard
(93.3%), and then Focusing Students' Attention to the Grammatical Form (89.1%).

This means that

teachers prefer Consciousness- Raising Strategy, as it makes students understand and learn grammar easier
than any other strategies, and this agrees with the results reached by Fotos (1993) and Mohamed (2004).
Whereas the items that got the least ratio scales were Use English all the time by (72.3)%, then Say
the structure and students imitate you by (71.7%) and finally Use newspapers headlines for presenting
grammar forms by (45.3%). That means teachers do not do these practices or activities in teaching grammar
frequently, which also means that teachers do not prefer the Audio-lingual Method for teaching grammar.
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Table (10)
Means, standard deviation and ratio
scale (items of practices subscale of awareness questionnaire)

Terms

Mean

S.D.

Rates
Scale
%
94.9
93.3
89.1
88.8
88.5
87.5

Explain the Grammar Points.
4.75
0.52
Write examples on the blackboard.
4.67
0.70
Focus students' attention to the grammatical form.
4.45
0.76
Give students grammar exercises.
4.44
0.78
Highlighting the grammar items.
4.43
0.66
Discuss errors with students.
4.37
0.78
Discuss answers with students to present new grammar
4.12
0.82
82.4
items.
Distinguish between two minimal pairs (e.g. two
4.03
0.84
80.5
tenses).
Draw students' attention to the meaning of the
3.99
0.85
79.7
grammar item.
Correct errors by explaining the grammar item.
3.95
1.09
78.9
Divide students into pairs.
3.95
1.01
78.9
Refer to grammar items through situations.
3.88
1.03
77.6
Correct by giving alternatives.
3.85
0.83
77.1
Emphasize teaching vocabulary with structure.
3.85
0.90
77.1
Concentrate on practice and drills.
3.75
0.99
74.9
Use writing tasks.
3.68
1.04
73.6
Use English language all the time.
3.61
0.93
72.3
Say the structure and students imitate you.
3.59
0.99
71.7
Use newspaper headlines for presenting grammar
2.27
0.98
45.3
forms (e.g. passive)
Table (11) shows the level of teachers' awareness of grammar teaching rearranged by teachers’
agreement on the items in this dimension of the scale where the ratio scale plays the role for judging items
at this step. The highest levels of teachers’ awareness of grammar teaching that were used by teachers are
Explicit knowledge of grammatical rules is essential for the mastery of language (77.6%), followed by
Attention to grammar ensures that students become aware of how the language works (77.3%), then by If
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students receive grammar teaching, they are more likely to be able to correct their errors (76.8%).
Whereas the following items got the least ratio scales; Students rarely become error-free because English
grammar is very complex(62.9), Grammar is best taught incidentally (no need to pre-plan grammar
lessons) (61.9) and Grammar teaching may not offer immediate results (61.3).
Table (11)
Means, standard deviation and ratio
scale (items of awareness subscale of awareness questionnaire)
Items
Explicit knowledge of grammatical rules is essential for
the mastery of language.
Attention to grammar ensures that students become
aware of how the language works
If students receive grammar teaching, they are more
likely to be able to correct their errors.
It is important for students to be given the right answers
after a written exercise or test.
Grammar should be taught to all learners.
Students will learn a grammar item only if they are
developmentally ready for it.
Regular practice exercises ensure that grammar is
quickly and successfully learned.
Students will learn grammar better if teacher use modern
instruments (power point slides, video tapes)
Grammar is best learned naturally through trying to
communicate.
Students should be given the opportunity to work out
grammar rules from examples.
It is important to identify all grammatical errors in
students’ written work.
It is essential that students are familiar with the correct
grammatical terminology.
Students will be able to learn from their errors if teachers
just say the correct sentence.
Students will learn grammar better if they understand
grammatical terminology.
The primary role of the teacher in a grammar lesson is to
explain the grammar item.
Grammar should be the main component of ay teaching
syllabus.
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Mean

S.D.

Rates
Scale %

3.88

0.97

77.6

3.87

0.99

77.3

3.84

0.93

76.8

3.84

1.16

76.8

3.83

1.17

76.5

3.77

0.83

75.5

3.71

1.12

74.1

3.71

0.91

74.1

3.69

1.05

73.9

3.69

1.15

73.9

3.67

0.98

73.3

3.65

1.03

73.1

3.65

1.03

73.1

3.65

1.11

73.1

3.60

0.99

72.0

3.56

0.93

71.2

The major part of a grammar lesson should involve
students in practicing the grammar item.
The teaching of grammar enables students to produce
more complex sentences.
It is better for students to figure out for themselves why
their previous answer was wrong.
Students learn grammar at different rates.
The major part of a language syllabus focus on teaching
and practicing grammar.
It is important to focus on grammar in all English lessons.
Grammar is best learned unconsciously through
meaningful communication.
It is important to correct all grammatical errors in
students’ oral work.
Students will learn grammar better if they use Arabic.
Students generally do not learn the grammatical
structures they are taught.
You do not need to speak grammatically in order to
communicate well.
Grammar can be successfully taught without extensive
use of grammatical terminology.
It is best to teach grammar intensively (concentrate
teaching grammar into a few weeks of a term) rather than
extensively (over the whole scholastic year)
Students rarely become error-free because English
grammar is very complex.
Grammar is best taught incidentally (no need to pre-plan
grammar lessons)
Grammar teaching may not offer immediate results.

3.56

1.13

71.2

3.55

1.06

70.9

3.52

1.14

70.4

3.52

1.03

70.4

3.49

0.99

69.9

3.40

0.99

68.0

3.39

1.16

67.7

3.39

1.06

67.7

3.35

1.10

66.9

3.33

1.04

66.7

3.28

1.19

65.6

3.21

0.98

64.3

3.16

1.10

63.2

3.15

1.12

62.9

3.09

1.22

61.9

3.07

1.07

61.3

The researcher in this subscale attempted to measure teachers’ awareness of grammar teaching;
therefore, she built the subscale making use of the previous studies in this field. Teachers agreed on the
importance of grammar to master English language and that could be assured by drawing students’ attention
to grammar in general and to the specific rule or items that the teachers were going to teach in certain
classes.
These results agree with the other dimensions or subscales which are formulated about grammar
teaching strategies, that consciousness-raising is very important and vital in teaching grammar to adult
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students or secondary stage students; for they know and understand what the teacher is explaining or
teaching and they can use language well and correct their mistakes by themselves. All of that leads to the
mastery of English language as a goal for all teachers of English.
The lowest level of teacher awareness of grammar teaching was in (Students rarely become error-free
because English grammar is very complex, Grammar is best taught incidentally and Grammar teaching
may not offer immediate results). Teachers’ response to these items was the least as they knew or believed
that students would never master English if they were taught grammar incidentally without planning and
drawing their attention to the grammar rules.
From teachers’ response to these items, the researcher can say that teachers do not look forward to
instant learning or mastering grammar, but they are aware that the process of teaching and learning a
language in general, and English in particular can reach its aim in a long-term period. However, teachers
do not think that the complexity of grammar makes students commit errors in using grammar either spoken
or written. In addition, they think it is important for the teacher to plan his lesson before teaching it; as this
step makes the teacher as a soldier armed properly, the teacher should set the objectives of the grammar
lesson and set the steps s/he is going to follow to achieve those objectives. Teachers also think that
teaching grammar could have immediate results after each lesson they can use the grammatical items
properly, as well as it could have long-term results that students may use what they learn -this year- in the
future.
These results of teachers’ awareness of grammar teaching agree with the results reached by Mohamed
(2006).
5.4 The answer of the third question which is:
To what extent do teachers adopt grammar teaching strategies in teaching the secondary stage?

94

Table (12) shows the level of adopting grammar teaching strategies in teaching at the secondary stage
rearranged by their using from English teachers, where the ratio scales play an important role in deciding
levels of importance at this step. Where the levels of adopting grammar teaching strategies in teaching the
secondary stage "Total of Learning Environment" (51.4%), "Total of Academic Performance" (60.8%), and
the Total scores of grammar teaching strategies observation is (57.8%). The details are shown in the table
(12) which is built according the classroom observation checklist, and divided into six dimensions as shown
in Appendix (2).
Table (12)
Means, S.D, Ratio scale of grammar teaching strategies
Observation (N=40)
No.
1
2
3
4
5
6

Items

Mean

St. D.

Room Setup
Visual Examples
Printed Materials
Total of Learning Environment
Teacher Engagement
Student Engagement
Teaching Strategies
Total of Academic Performance
Total scores of grammar teaching
strategies observation

10.93
14.30
8.18
33.40
28.60
21.35
35.23
85.18

2.80
5.54
1.06
7.90
5.03
5.59
3.69
12.36

Ratio
Scale %
72.8
40.9
54.5
51.4
71.5
61.0
54.2
60.8

118.58

19.09

57.8

Rank
1
3
2
1
2
3

Table (13) shows the items of Learning Environment rates scale in teaching the secondary stage
rearranged according to their usage by English teachers. The ratio scales show that the level of "Textbooks"
is (100%), followed by "Flexible, moveable" with an (82%) ratio, and then "Inviting, clean" which scores
(68.5%). These details are shown in the table (12).
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Table (13)
Means, S.D, Ratio scale of learning Environment
of classroom observation checklist (N=40)

Room Setup

Subscale

No.

Items

Mean

S.D.

Ratio
Scale %

Rank

1

Flexible, moveable

4.10

0.81

82.0

2

2

Inviting, clean

3.43

1.03

68.5

3

3

Safe and orderly

3.40

1.32

68.0

4

4

Graphic Organizers

1.55

0.75

31.0

11

5

Flow Charts

1.25

0.71

25.0

12

6

Scoring Guides

1.98

1.31

39.5

9

2.60

1.34

52.0

5

2.60

1.52

52.0

5

2.40

1.48

48.0

7

Printed
Materials

Visual Examples

7
8
9

Samples of
Proficient Work
Essential Questions
Posted
Procedures and
Guidelines

10

Agenda Posted

1.93

1.35

38.5

10

11

Textbooks

5.00

0.00

100.0

1

1.15

0.36

23.0

13

2.03

1.03

40.5

8

12
13

Magazines/Newspap
ers
Other Printed
Material

The researcher attempted to see how English teachers dealt with grammar in their classes; therefore,
the researcher built the observation checklist with the help of some previous studies. Not only did the
checklist measure what strategies teachers adopted in their classes or real practice, but it was also aimed to
notice all sides of the teaching process such as the physical environment, visual aids and resources of
teaching.
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The results showed that most of classes visited had reasonable room setup, as (82%) of them were
flexible and around (68%) were clean and safe. That means that the physical environment does not hinder
the teaching process. Also, most of teachers use different visual examples in their teaching, for example
(52%) of them use samples of proficient work and essential questions posted, and (48%) apply procedures
guidelines. This means that teachers know their job of teaching a foreign language; therefore, they do what
they can and use the available facilities to make their job easier and enjoyable. In addition to that, all
teachers -as the checklist shows-

use the textbook which is the main resource of teaching material, but

40% of them use other materials as, for example, work sheets.
Table (14) shows the items of Academic Performance rates scale in teaching the secondary stage
rearranged according to their use by English teachers.
determining the importance of the items tested.

The ratio scales play an important role in

Thus, the levels "Consciousness Raising" scores (89%),

followed by "Focus on Form" (88%), then by "Grammar Translation Method" (87%). For more details and
a closer look, see details in table (14).

No.
14
15
16
17
18
19
20
21
22
23
24
25
26
27

Tea
chin
g
Student
Stra Engagement
tegie
s

Teacher
Engagement

Subscale

28

Table (14)
Means, S.D, Ratio scale of Academic
Performance of classroom observation checklist (N=40)
Rates
Items
Mean
S.D.
Scale %
Lecturer
4.13
1.22 82.5
Discussion Leader
3.83
1.36 76.5
3.48
Modeling
1.48 69.5
Monitoring
3.55
0.90 71.0
Assessment
3.58
1.36 71.5
Learning Groups
3.50
1.30 70.0
3.93
Positive Reinforcement
1.54 78.5
Independent Work
2.63
1.03 52.5
Student Talk
3.23
1.07 64.5
Active Engagement
3.30
1.22 66.0
Writing/Sharing
4.20
0.79 84.0
Allows for Choice
3.10
1.01 62.0
Real Life Connections
2.78
1.33 55.5
Reflects Core Content
2.68
1.35 53.5
Processing grammar
2.08
1.38 41.5
instruction
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Rank
5
8
13
10
9
10
7
20
15
14
4
16
18
19
23

29
30
31
32
33
34
35
36
37
38
39
40
41

Focus on Form
Consciousness Raising
Concept Mapping
Grammar Translation
Method
Natural Approach
Audio-Lingual Method
Contextual approach
Jigsaw
Total Physical Response
Communicative Approach
Direct Method
The Gallery walk
Correction feedback
approach

4.40
4.45
3.98

0.63
0.75
1.40

88.0
89.0
79.5

2
1
6

4.35

1.12

87.0

3

2.60
1.55
1.13
1.18
2.55
3.05
1.30
1.20

1.34
1.24
0.33
0.55
1.18
1.18
0.76
0.69

52.0
31.0
22.5
23.5
51.0
61.0
26.0
24.0

21
24
28
27
22
17
25
26

3.50

1.30

70.0

10

In her attempt to see how English teachers deal with grammar in their classes, the researcher also
observed teachers’ and students’ roles in each class. The results showed that, in their classes, teachers did
not have the same role all the time, in fact they had different ones –as shown in table 13. For example when
the teachers wanted to start their classes they were lecturers using positive reinforcement during correcting
their students. The teachers were discussion leaders when they wanted to do eliciting or brain storming.
However, when the researcher looked closer to the students’ role or engagement during classes, the main
thing the students did was writing grammar exercises or sharing orally in answering some exercises. This
sharing, be it oral or written, was done by the encouragement of the teachers; thus to a situation in which
not many students make a real active engagement. This is illustrated in table (14).
The results in table (14) showed that teachers used and preferred the consciousness-raising strategy
to the other ones by a percent of (89%), then they focused on form strategy with a percent of (88%). That
agreed with the results of the awareness scale which showed that the teachers were well aware of it. Those
results agreed with Fotos and Ellis (1991), Fotos (1993), Mohamed (2004) and Sugiharto (2006).
This concluded the discussion of the results of the checklist observation. In the next part, the
researcher will present and discuss the results of the lesson plan analysis card.
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Table (15) showed the items of the lesson plan rated as they were seen by the teachers who prepared
the lessons of grammar that would be taught in the secondary stage. The ratio scales play a good role in
clarifying this. As it was clear from table (15), presentation got the highest ratio scale (86.6%), followed
in the second place by objectives with a ratio scale of (84.7%), and then by evaluation which occupied the
third place with a ratio scale of (79.4%). The least ratio scales were for the items closing with (49.4%) and
homework with a ratio scale of (42.3%).
Table (15)
Means, standard deviation and ratio scale of Lesson Plan Analysis Card dimensions
(N=40)
Items
#of items
Mean S.D.
Ratio Scale %
Presentation
10
34.65
1.17
86.6
Objectives
4
13.55
0.90
84.7
Evaluation
3
9.53
1.28
79.4
Content
4
12.40
0.84
77.5
Warming up
3
8.08
2.45
67.3
Closing
3
5.93
0.76
49.4
Homework
3
5.08
1.82
42.3
Teaching Aids 3
4.25
1.15
35.4
Total scores
33
93.45
4.96
70.8

By analyzing the teachers’ lesson plans, the researcher attempted to measure teachers’ awareness of
grammar teaching strategies by finding out what strategies teacher used in their classroom practices and
whether their awareness corresponded to their practices inside classrooms or not. The results showed that
teachers paid a great attention to their lesson plans, presentation, and to how to present new grammatical
items and structures. They mentioned in their lesson plans every step they were going to do to present and
teach the grammar lessons in class.
Example from a teacher’s lesson plan:
T writes examples for the conditional if: type 0 and type 1.

99

T explains the use of type 0 and type 1 of the conditional if.
T asks Ss to give examples of their own to check understanding.
Ss go through the SB question, they match points to sentences.
T writes answers on the board.
As shown in the example, this part took the largest space in teachers' notes, as they and the
supervisors thought that presentation was the most important part or item of the lesson plan. The following
item that occupied the second place on the ratio scale was objectives; for a lesson without objectives can not
be taught accurately, since objectives play the role of a guide to the teacher in his presentation. This part
also got its importance from teachers and supervisors.
Table (15) also shows that homework get the least percentage (42.3%), as teachers do not pay much
attention to them. They think it is not important to let students work at home. What is important to them is
that the students understand and practice the new grammatical items.
Table (16)
Means, standard deviation and ratio scale of Lesson Plan Analysis Card items (N=40)
St.D Ratio
No.
Items
Mean
Rank
.
Scale %
1
Related to learning outputs
3.98
0.16 99.4
1
2
Behaviorally stated
3.80
0.41 95.0
4
3
Logically ordered
3.10
0.38 77.5
16
4
Verified according each dimension
2.68
0.53 66.9
21
5
Drawing students' attention
3.10
0.98 77.5
16
6
Related to lesson content
2.85
1.10 71.3
20
warming up techniques should be
7
2.13
0.76 53.1
25
verified
8
Scientifically true
3.88
0.33 96.9
3
9
Logically ordered
3.00
0.23 75.0
19
10
Suitable for period time
3.03
0.36 75.6
18
11
Connected to students' environment
2.50
0.55 62.5
23
12
Different teaching aids
1.65
0.48 41.3
30
13
Modern (according to aids used)
1.43
0.55 35.6
31
100

14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33

Found in students’ environment
Using a suitable teaching method
Suits objectives and content
Keeping the order of objectives
Recycling and revision of language
Combining language (grammar) items
Identifying and rectifying areas of
particular difficulty for students
Presenting new grammar items
(methods used)
Identifying and rectifying areas in need
of remedial work
Realistic engaging of grammar items
Giving students opportunity to
participate
Summarized
Comprehensive
Done with the participation of students
Clear questions
Related to objectives
Develop students’ thinking
Multi purposed
Develop students’ thinking
Not only textbook (workbook) questions

1.18
3.98
3.13
3.23
3.65
3.58

0.38
0.16
0.33
0.48
0.48
0.50

29.4
99.4
78.1
80.6
91.3
89.4

32
1
15
14
6
7

3.33

0.53

83.1

12

3.70

0.46

92.5

5

3.30

0.46

82.5

13

3.40

0.55

85.0

10

3.38

0.49

84.4

11

2.00
2.05
1.88
3.55
3.45
2.53
2.15
1.83
1.10

0.23
0.32
0.46
0.55
0.50
0.60
1.05
0.71
0.38

50.0
51.3
46.9
88.8
86.3
63.1
53.8
45.6
27.5

27
26
28
8
9
22
24
29
33

Table (16) shows the items of the analysis card after the statistical treatment which showed
the items that got the highest percentage and those items that got the least percentage. Item (1)
related to learning outputs and item (16) using a suitable teaching method got the highest percentage
which asserted that objectives and presentation were the most important items of a lesson plan from
the point views of teachers. Homework as shown in item (33) not only textbook questions got the
least percentage.
The items of presentation (21,22,23,24) suggested that teachers used the consciousnessraising, and focus on form strategies more that any other ones. This agreed with the results from
analyzing the observation checklist.

101

All this suggests that teachers’ awareness is corresponding to their actual practice for
consciousness- raising strategy. But teachers’ awareness does not correspond either to their practice
of grammar translation method or of concept mapping, the awareness scale shows that teachers are
aware of concept mapping in the second place after consciousness-raising; however, the analysis of
the observation checklist shows that the strategy of concept mapping is in the sixth place. On the
observation checklist, the grammar translation method occupies the third place, while on the
awareness scale, it occupies the twelfth place.

As for processing grammar instruction on the

observation checklist, it occupies the eighth place of strategies used by teachers during teaching
grammar, whereas it occupies the third place on the awareness scale. This means that teachers’
awareness does not correspond to their practices.
The results of analyzing the answers to the third question showed that there was no
correspondence between teachers’ awareness of grammar teaching strategies and their practices.
These results agreed with El-ser (2005), Farrell & Lim (2005), El-Sewae (2004), Abed, (2002),
Tirosh, Even & Robinson (2001), Nouh, (1992). However, they did not agree with Buzzo (2002)
Berg & Brouwer (1989)
5.5. The answer of the fourth question:
What are the factors responsible for shaping teachers' awareness of grammar teaching strategies?
5.5.1 Teachers' awareness of grammar teaching strategies according to the gender of teachers.
To investigate the differences of teachers' awareness of grammar teaching strategies according to the
gender of teachers, the researcher performed t-independent samples test. As shown in table (17):
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Table (17)
Independent t-test comparing means of shaping teachers' awareness of grammar
teaching strategies according to gender of teachers
Subscales

Males
N = 30
Mean
10.27
8.93

Focus on form
consciousness raising
Processing grammar
7.70
instruction
correction feedback
10.37
contextual approach
5.43
grammar translation
12.03
method
the direct method
13.67
the audio lingual method
11.03
communication approach 16.03
gallery walk
10.13
natural approach
10.10
concept maps
13.43
total physical response
9.93
Practices of grammar
136.00
Awareness of grammar
111.70
Total scores of awareness
247.70
*p< 0.05
**p< 0.01

SD
1.78
0.87

Females
N = 45
Mean
SD
11.76
1.88
9.20
1.27

1.21

8.22

1.28

1.77

0.08

1.75
1.61

10.60
6.09

2.16
1.52

0.49
1.79

0.62
0.08

2.70

11.69

3.15

0.49

0.62

3.44
2.04
3.54
2.13
2.50
1.55
1.82
17.31
16.18
26.89

13.51
11.07
16.73
10.69
11.16
13.64
10.40
141.53
113.98
255.51

3.03
0.21
1.68
0.08
4.06
0.77
2.29
1.06
1.88
2.09
1.32
0.63
2.02
1.02
16.80 1.38
15.74 0.61
21.95 1.38
***p< 0.001

T- value
Df = 73

Significant
Level

3.43
1.00

0.01**
0.32

0.84
0.94
0.44
0.29
0.04**
0.53
0.31
0.17
0.55
0.17

There were no statistically significant differences in most of teachers' awareness of grammar
teaching strategies according to the gender of teachers. While there was a statistically significant
difference in focus on form strategy which teachers follow when teaching grammar according to the
gender of teachers, and in favor of female teachers. That means the gender of teachers does not
make any difference on shaping teachers’ awareness of grammar teaching strategies, as all teachers,
–males and females- to some extent, are aware of grammar teaching strategies and they apply them
in their classes.
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5.5.2 Teachers' awareness of grammar teaching strategies according to the
years of experience
To investigate the differences of Teachers' awareness of grammar teaching strategies according to the
experience (less than 6 years, 6-10, more than 10 years), the researcher conducted one-way ANOVA
analysis, as show in table (18).

Table (18)
One-way ANOVA comparing teachers' awareness of
grammar teaching strategies according to the years of experience
Subscales

Focus form

Consciousness
raising
Processing
Grammar
instruction
Correction
feedback

Contextual
approach
Grammar
Translation
method
the direct
method

Source of
variance
Between
Groups
Within Groups
Total
Between
Groups
Within Groups
Total
Between
Groups
Within Groups
Total
Between
Groups
Within Groups
Total
Between
Groups
Within Groups
Total
Between
Groups
Within Groups
Total
Between
Groups
Within Groups

Sum of
Squares

Df

Mean
Square

Fvalue

Significant
Level

13.61
274.47
288.08

2
72
74

6.81
3.81

1.785

0.175

1.56
92.79
94.35

2
72
74

0.78
1.29

0.603

0.550

2.49
116.49
118.99

2
72
74

1.25
1.62

0.771

0.466

3.67
291.07
294.75

2
72
74

1.84
4.04

0.454

0.637

3.13
181.62
184.75

2
72
74

1.57
2.52

0.621

0.541

8.91
639.83
648.75

2
72
74

4.46
8.89

0.502

0.608

39.92
708.43

2
72

19.96
9.84

2.028

0.139
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Total
748.35
Between
Groups
13.92
The audio
lingual method Within Groups
231.87
Total
245.79
Between
Groups
25.60
communication
approach
Within Groups
1070.99
Total
1096.59
Between
Groups
5.59
Gallery walk
Within Groups
363.07
Total
368.67
Between
Groups
3.02
Natural approach
Within Groups
353.65
Total
356.67
Between
Groups
0.96
Concept maps
Within Groups
145.52
Total
146.48
Between
Groups
2.25
total physical
response
Within Groups
276.34
Total
278.59
Between
Groups
397.83
Practices of
grammar
Within Groups 21260.49
Total
21658.32
Between
Groups
902.74
Awareness of
grammar
Within Groups 17679.92
Total
18582.67
Between
Groups
2497.12
Total scores of
awareness
Within Groups 40772.67
Total
43269.79
*p< 0.05
**p< 0.01

74
2
72
74

6.96
3.22

2.161

0.123

2
72
74

12.80
14.87

0.861

0.427

2
72
74

2.80
5.04

0.555

0.577

2
72
74

1.51
4.91

0.307

0.736

2
72
74

0.48
2.02

0.237

0.790

2
72
74

1.12
3.84

0.293

0.747

2
72
74

198.92
295.28

0.674

0.513

2
72
74

451.37
245.55

1.838

0.166

2
72
74

1248.56
566.29

2.205

0.118

***p< 0.001

As the researcher demonstrated one-way ANOVA analysis on each strategy independently as shown
in table (18), There were no statistically significant differences in teachers' awareness of grammar teaching
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strategies according to the years of experience. However, teachers judged a certain strategy that was useful
or effective largely based upon their previous experiences. Among those that were derived from their years
of experience, teachers often referred to written examples on the board to draw students’ attention to the
unfamiliar grammar items and established practice to concentrate on the form of new structures, which led
them to form particular awareness of grammar teaching.
Teachers dependence on their own experience was in harmony and agreed with Mohamed (2006), Nouh
(1992), Quillen (2004) who highlighted the impact of teachers’ educational histories on the formation of
their awareness of grammar teaching strategies. That meant that teachers’ experience, either from his or her
own learning language or from pre-service training or from their actual practices, seemed to give a rise to
the level of their awareness.
5.5.3 Teachers' awareness of grammar teaching strategies according to the gender of students
To investigate the differences of Teachers' awareness of grammar teaching strategies according to
the gender of students, the researcher performed t-independent samples test. As shown in table (19):
Table (19)
Independent t-test comparing means of teachers' awareness of grammar teaching
strategies according to gender of students
Males
Females
T- value Significa
N = 27
N = 48
Subscales
Df = 73
nt Level
Mean
SD
Mean
SD
Focus form
10.11
1.80
11.75
1.83
3.74
0.01**
Consciousness raising
8.93
0.87
48.00
9.19
1.24
0.34
Processing grammar
7.70
1.27
8.19
1.25
1.60
0.11
instruction
Correction feedback
10.41
1.85
10.56
2.09
0.32
0.75
Contextual approach
5.48
1.67
6.02
1.51
1.42
0.16
Grammar translation
12.15
2.66
11.65
3.13
0.70
0.48
method
The direct method
13.81
3.57
13.44
2.97
0.49
0.63
The audio lingual method
11.07
2.11
11.04
1.66
0.07
0.94
Communication approach 15.93
3.65
16.75
3.97
0.88
0.38
Gallery walk
10.37
2.06
10.52
2.34
0.27
0.78
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Natural approach
Concept maps
Total physical response

10.26
13.48
10.07

Practices of grammar

136.70

Awareness of grammar

111.04

Total scores of awareness

247.74

*p< 0.05

2.51
1.63
1.82
18.1
0
16.8
5
28.3
0

11.00
13.60
10.29

1.98
1.28
2.02

1.41
0.36
0.46

0.16
0.72
0.64

140.79

16.53

0.99

0.32

114.21

15.32

0.83

0.41

255.00

21.40

1.25

0.21

**p< 0.01

***p< 0.001

As shown in table (19); there were no statistically significant differences in most of teachers'
awareness of grammar teaching strategies according to the gender of students.

While there was a

statistically significant difference in focus on form strategy that teachers employ for teaching grammar
according to the gender of students, and in favor of teachers who teach female students.
It seems that the gender of students did not affect teachers’ awareness of grammar teaching
strategies, except in focus on form strategy which showed that teachers who taught female students
preferred this strategy to other ones, but not neglecting them.

5.6. Discussion:
The purpose of this study was to explore the awareness of the teachers of English of grammar
teaching strategies in Gaza governorates. The descriptive approach was attempted to answer the questions
of the study. The sample of the study consisted of (75) teachers: (30) male teachers and (45) female
teachers from North-Gaza governorate.
The researcher first prepared the tools of the study which were an awareness scale (divided into
three dimensions), an observation checklist (divided into six dimensions) and a lesson plan analysis card.
The validity of the tools test was confirmed by introducing it to a group of specialists to be refereed,
including professors of teaching methodology, supervisors of English language in addition to highly
qualified and long experienced secondary stage teachers. Moreover, the awareness scale was reliable
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according to Alpha Cronbach coefficient of (0.864) and the split-half technique coefficient is (0.831) as a
whole. The data were tested through the application of One Way Anova test and T-test. The test was
applied and the results were statistically analyzed using (SPSS).
The awareness scale was distributed on the sample and collected back from them, in addition to
that forty classes were observed and forty lesson plans were analyzed according to the analysis card
prepared by the researcher.
In the light of the statistical results, the researcher found out that most teachers are aware of the
most strategies of grammar teaching –studied in this study- to some extent and not at the same level. The
researcher found out that teachers are well aware of consciousness-raising and concept maps strategies.
This is related to their education and to their experience of teaching English language.
As for teachers' practice inside classes, the researcher found that teachers apply a variety of
strategies for teaching grammar in their classes, but the most of teachers apply and prefer consciousnessraising strategy in the first place, then focus on form strategy. The researcher thinks that teachers apply and
prefer those two strategies because they found that students' achievement in grammar is getting better due
to using and applying those strategies in teaching grammar. That is because consciousness-raising is very
important and vital in teaching grammar to adult students in the secondary stage; for they know and
understand what the teacher is explaining or teaching since the teachers write examples and highlighting the
grammatical items or structures. In addition to that, students can use language well and the can also correct
their mistakes by themselves. The other strategy that most used is focus on form, and that for teachers can
give writing tasks and to focus students' attention on the grammatical items, which make students aware of
is being taught which also leads to better achievement. All of that leads to make students master English
language.
As for the least used strategies were the grammar translation method and the contextual approach.
The researcher thinks that teachers no more apply or use the grammar translation method because it does
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not fit the new curricula and modern technology used in the teaching process. The also do not apply the
contextual approach for teaching grammar because it concentrates on the function of grammar but our
teachers concentrates on explaining rules more than on using those roles in the usual place.
During the researcher's observation of the grammar classes and the analysis of teachers' lessons
plans, in order to find out whether teachers' awareness corresponds to their practice, she found that teachers'
awareness corresponds to their practice just in one strategy which is consciousness-raising, but the two
(their awareness and their practice) do not correspond to each other in the rest of strategies studied in this
study. The teachers paid great attention to their lesson plans especially the presentation part because it is
important for showing how to present the grammatical items and structures, as they mentioned in their
lesson plans every step they do inside the class.
Supervisors and teachers think that lesson planning is very important, for the teachers are armed
with the steps and methods of teaching each lesson, so they do not hesitate inside the classes.
When the researcher investigated the factors of shaping teachers' awareness, she found out that
teachers' experiences affect their awareness of grammar teaching strategies, not their gender, nor their
students' gender, or their qualification. That means the experience of teachers is very important and vital in
shaping and affecting their awareness, since being in the real situation forces teachers on using the
appropriate teaching strategies and methods in order to achieve the educational goals and to make students'
achievement better. Therefore, their qualifications, their gender and their students' gender are not important
in making them using some strategies not other ones. Dealing directly with students and the curriculum is
vital for shaping and affecting teachers' awareness, as each lesson or each skill needs certain strategies to
teach them and grammar also needs special strategies to be taught.
Male and female students are about the same age with special characteristics and they all are from
the same environment. Therefore, the gender of student does not matter in shaping or affecting teachers'
awareness
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5.7. Recommendations:
In accordance with the given conclusions of the study, the researcher offered the following
recommendations:
5.7.1. Recommendations for curriculum designers and decision makers:
- Curriculum designers and decision makers should enhance the Palestinian curriculum with
different grammar teaching strategies that tackle different aspects in English grammar.
- They should take into account the activation of grammar teaching strategies while building the
curricula activities included in the Students' Book or in the Workbook.
- They should develop and enrich the Teacher's Guide with strategies (approaches, methods,
techniques) that enhance and increase grammar teaching.
- Head teachers` technical competences should be developed to help them give valid feedback to
their teachers.

5.7.2- Recommendations for supervisors :
- They should prepare and distribute instructional materials that increase teachers' awareness of
teaching English grammar especially consciousness- raising, concept mapping and focus on
form strategies.
- They should emphasize the fact that consciousness- raising strategy is very important in English
grammar teaching that should be used with different aspects of grammar.
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-

They should conduct training courses that help teachers enhance their competencies of
implementing the different strategies of grammar teaching, especially the consciousnessraising strategy in teaching English grammar in their classes.

- They should conduct workshops that aim at familiarizing teachers of how to teach grammar
using the consciousness- raising strategy.
5.7.3. Recommendations for English Language teachers :
- They are kindly demanded to use the different strategies especially the consciousness- raising
strategy in teaching English grammar to create an appropriate learning environment inside
their classes.
- Teachers are recommended to enrich Palestinian curriculum with varied activities especially the
consciousness- raising strategy.
- Teachers are advised to use English in real life situations, that is to say, grammar should be
taught in functional, practical, realistic and meaningful situations.
- Teachers should take into their consideration students' individual differences during teaching
English grammar.
- Teachers should work on minimizing their students' grammar difficulties by providing them with
familiar content that include relevant cultural information.
- Visiting the websites which were mentioned in this study is of great value and benefit as they
provide the useful information that every teacher needs.
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5.7.4. Recommendations for further studies:
Education in Palestine is still in need of a lot of research works to clarify and pinpoint all the
inputs of the educational system. These inputs are represented in the teaching and learning
strategies, methods, approaches and techniques, the teacher, the students, the curriculum and
the local community administration. Accordingly, for a more comprehensive understanding of
this topic, further research may be considered including the following :
1- Using the consciousness-raising tasks as an assessment tool for students' comprehension.
2- Conducting studies based on the different strategies that were dealt with in this study to develop
the other skills (listening, reading, speaking and writing).
3- Conducting studies based on other strategies, methods and approaches such as focus on form or
processing grammar instruction in teaching English grammar.
4- Conducting studies based on the consciousness-raising tasks to develop English grammar for
the lower and advanced grades.
5- Conducting an analytical study to the Palestinian English curriculum to identify the main
grammatical points that should be focused on during the learning-teaching process.

5.8. Summary
In this chapter, the researcher discussed the results of the study, explained some of the factors
that lead to such results, and suggested some practical recommendations to all those connected
with the teaching of English as a foreign language in Palestine.
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Appendix 1

Al-Azhar University-Gaza
Deanery of Graduate Studies and Scientific
Research
Faculty of Education
Department of Curricula and
Teaching Methods

An invitation to judge a research instruments.
Dear……………………………………………………….
The researcher is conducting a study to obtain a Master's Degree in curricula and English
teaching methods. The study is about:
" Teachers' Awareness and Practice of Grammar Teaching Strategies in the Secondary
Stage in Gaza Schools”
I would be grateful if you could judge these instruments of this study: awareness scale, a
classroom observation checklist and a lesson plan analysis card to study the awareness
and performance of secondary school teachers in teaching English grammar . The
gathered information will be used for research purposes. Because of the importance of
your opinion, valuable experience and creditable feedback you are kindly requested to
look carefully at the instruments’ format and items to determine if they are acceptable,
relevant or irrelevant.
You are kindly invited to add your comments , modify or change if necessary, or even
omit the inconvenient or irrelevant ones according to your fair judgment and respected
perspectives.
Thanks a lot for your co-operation.
The researcher,
Faten A. Hamad
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Section A: Please answer the following questions about yourself.

□ Male
□ Female
Qualification: □ Diploma □ Bachelor □ Master
□PhD
Years of Experience: _____________________
Gender:

Gender of students:

□ Male

□ Female

Section B: The following table shows activities that could be used to teach grammar,
please indicate how often you use each of the given activities in your teaching. Tick
the most appropriate response.
A. Regularly B. Often

C. Sometimes

D. Rarely

No.

Activity

1
2
3
4
5
6
7
8
9
10
11
12
13

Give students grammar exercises.
Explain the grammatical points.
Discuss errors with students.
Compare with Arabic grammar.
Use pattern-practice drills.
Use comprehension-based grammar tasks.
Divide students into groups.
Use writing tasks.
Focus students' attention to the grammatical form.
Write examples on the blackboard.
Highlighting the grammar items.
Distinguish between two minimal pairs (e.g. two tenses).
Draw students' attention to the meaning of the grammar
item.
Correct by giving alternatives.
Rephrase errors without explanation.
Correct errors by explaining the grammar item.
Use texts to let students induce the meaning of unfamiliar
grammar items.
Use newspaper headlines for presenting grammar forms
(e.g. passive)
Use Arabic to present the grammar items.
Drill the new grammar item and let students repeat.
Translate the comprehension text into Arabic.
Use visual aids to help students understand the meaning.
Use conversation as a tool of presenting grammar items.
Concentrate on practice and drills.
Use chain drills.

14
15
16
17
18
19
20
21
22
23
24
25

E. Never
A
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B

C

D

E

26
27
28
29
30
31
32
33
34
35
36
37
38
39

Use English language all the time.
Emphasize teaching vocabulary with structure.
Say the structure and students imitate you.
Refer to grammar items through situations.
Use animation with texts in power point slides.
Use games for using grammar items.
Use pictures to assist activities.
Use tables in controlled response exercises.
Write grammar items and exercises on charts and put
them on walls or desks.
Ask students to walk around and answer questions on
charts.
Discuss answers with students to present new grammar
items.
Divide students into pairs.
Use mini-dialogues to emphasize grammar items.
Use gestures to present grammar items.

Section C: Rate each of the following statements by ticking the most appropriate
answer.
A. Strongly Disagree
No.

1
2
3
4
5
6
7
8
9
10
11

12

B. Disagree C. Neutral

D. Agree

Statement

E. Strongly Agree
A

Attention to grammar ensures that students become
aware of how the language works
Explicit knowledge of grammatical rules is essential
for the mastery of language.
Grammar can be successfully taught without extensive
use of grammatical terminology.
Grammar teaching may not offer immediate results.
Grammar is best learned inductively through
meaningful communication.
Grammar is best learned naturally through trying to
communicate.
Grammar is best taught incidentally (no need to preplan grammar lessons)
Grammar should be taught to all learners.
Grammar should be the main component of any
teaching syllabus.
If students receive grammar teaching, they are more
likely to be able to correct their errors.
It is best to teach grammar intensively (concentrate
teaching grammar into a few weeks of a term) rather
than extensively (over the whole scholastic year)
It is better for students to figure out for themselves why
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B

C

D

E

13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32

their previous answer was wrong.
It is essential that students are familiar with the correct
grammatical terminology.
It is important for students to be given the right
answers after a written exercise or test.
It is important to correct all grammatical errors in
students’ oral work.
It is important to focus on grammar in all English
lessons.
It is important to identify all grammatical errors in
students’ written work.
Regular practice exercises ensure that grammar is
quickly and successfully learned.
Students generally do not learn the grammatical
structures they are taught.
Students learn grammar at different rates.
Students rarely become error-free because English
grammar is very complex.
Students should be given the opportunity to work out
grammar rules from examples.
Students will be able to learn from their errors if
teachers just say the correct sentence.
Students will learn a grammar item only if they are
developmentally ready for it.
Students will learn grammar better if they understand
grammatical terminology.
Students will learn grammar better if teacher uses
modern instruments (power point slides, video tapes)
The major part of a grammar lesson should involve
students in practicing the grammar item.
Students will learn grammar better if they use Arabic.
The major part of a language syllabus focuses on
teaching and practicing grammar.
The primary role of the teacher in a grammar lesson is
to explain the grammar item.
The teaching of grammar enables students to produce
more complex sentences.
You do not need to speak grammatically in order to
communicate well.
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Appendix 2

Classroom Observation Checklist

School _______________

1- Excellent

Class ____________

Date ________

2-Acceptable 3- Could Improve

4-Fair

5- Not Observed

Learning Environment
Room Setup
Flexible, moveable
Inviting, clean
Safe and orderly

1

2

3

4

5

Visual Examples
1
Graphic Organizers
Flow Charts
Scoring Guides
Samples of Proficient Work
Essential Questions Posted
Procedures and Guidelines
Agenda Posted

2

3

4

5

2

3

4

5

Comments

Comments

Printed Materials
Textbooks
Magazines/Newspapers
Other Printed Material

1

Comments
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Academic Performance

Teacher Engagement
Lecturer
Discussion Leader
Modeling
Monitoring
Assessment
Learning Groups
Positive Reinforcement
Independent Work

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

Comments

Student Engagement
Student Talk
Active Engagement
Writing/Sharing
Allows for Choice
Real Life Connections
Reflects Core Content
Problem Solving
Comments

Teaching Strategies
Focus on Form
Consciousness Raising
Concept Mapping
Grammar Translation Method
Natural Approach
Audio-Lingual Method
Role Play
Jigsaw
Total Physical Response
Communicative Approach
Direct Method
The Gallery walk
Correction feedback approach
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Appendix 3

Lesson Plan Analysis Card

The purpose of the analysis
This analysis aims at studying the awareness of teachers at the secondary stage about teaching grammar
strategies and their classroom practices.
.
The Sample of the analysis
The sample involves 40 lesson plans for 40 teachers selected from the population of the study.

Unit of the analysis
Each element of a lesson plan

Elements of analysis
Analysis of lesson plans depends on studying the strategies and methods used by teachers to teach
grammar.

Limitation of the analysis
The analysis deals with elements of lesson planning of English language teachers at the Ministry of
Education and Higher Education.

931

Lesson Plan Analysis Card

Dimension

No

Criteria

Degree of Criterion Existence
High

Objectives

Warming up

Content

Teaching
Aids
Presentation

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22

Closing

Evaluation

Homework

23
24
25
26
27
28
29
30
31
32
33

Related to learning outputs
Behaviorally stated
Logically ordered
Verified according each dimension
Drawing students' attention
Related to the new lesson content
warming up techniques should be verified
Scientifically true
Logically ordered
Suitable for period time
Connected to students' environment
Different teaching aids
convenient (according to aids used)
Found in students’ environment
Using a suitable teaching method
Suits objectives and content
Keeping the order of objectives
Recycling and revision of language
Combining language (grammar) items
Identifying and diagnosing areas of
particular difficulty for students
Presenting new grammar items (methods
used)
Identifying and diagnosing areas in need of
remedial work
Realistic engaging of grammar items
Giving students opportunity to participate
Summarized
Comprehensive
Done with the participation of students
Clear questions
Related to objectives
Develop students’ critical thinking
Multi purposed
Develop students’critical thinking
Not only textbook (workbook) questions
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Acceptable

Fair

None
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