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ABSTRACT 

The purpose of this study was to explore English language teachers' 
beliefs about grammar instruction and classroom practices in government 
secondary schools in Addis Ababa. To attain this objective, based on 
survey method, four secondary schools were selected for the study. With 
this respect, English teachers of these schools were involved as subjects 
for data collection. 
The data gathering instruments employed in the study were questionnaire, 
classroom observation and interview. The data obtained through the 
questionnaire were analyzed and discussed quantitatively whereas the 
data obtained through the classroom observation and the interview were 
analyzed and described qualitatively. 
The results of the study revealed that most English teachers believed 
about the importance of grammar to language teaching, and they believed 
in paying greater attention to the pedagogical grammar teaching strategies 
proposed by research scholars. However, the result also s howed that their 
perceived pedagogical beliefs were not practiced in the classrooms in most 
cases. The reason for this was time factors, problem of textbook 
syllabuses, bad classroom environment and lack of students' interest, lack 
of facilities and lacl<; of students' language competence. 

Finally, recommendations were made based on the results of the study. 
The points of the recommendation include: teacher education programmes 
should attempt to link teachers' p ersonal pedagogical knowledge with 
empirical knowledge by introducing a course on pedagogical grammar; 
schools need to ensure teaching related facilities by establishing 
col/abor'ative network with higher educations and non-governmental 
organizations (NGOS), and teachers and their colleagues should discuss 
each other to alleviate the cha.llenges and worsening problems of English 
teachers. 
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CHAPTER ONE 

1. Introduction 

1.1. Background 

Beliefs are centra l constructs 111 every discipline that deal with human 

behavior and learning (Fishebein and Ajzen, 1975; Ajzen, 1988). The 

formation of teachers' educational beliefs in language teaching and 

learning will exert an indiscernible effect on forming effective teaching 

methods and will bring about the improvement of teachers' language 

teaching (Horwitz, 1985). 

For a language teacher, one of the determining factors is his/ her beliefs­

the information, attitude, values, expectations, theories and assumptions 

about teaching and learning that teachers develop overtime, and bring 

with them to the classroom (Richards, 1998). In this regard, teachers' 

beliefs playa central role to their classroom practice. 

Within second or foreign language education, teaching is also now viewed 

as a complex cognitive ac tivity (Borg, 2003). In the a reas of language 

teaching, teachers' beliefs have been examined to see how personal beliefs 

and knowledge of the pedagogical system of teaching influence the 

instructional practices and decisions of teachers in English as a foreign 

language teaching (e.g. Borg, 2003; Go lombek, 1998). 

As part of language area, grammar plays a pivotal role. j-Iarmer (1991 :23), 

tried to explain that the teaching of grammar is very crucial since it helps 

learners discover ways in whicb language is used , and it initiates them to 

raise their awareness about the creative use or grammar amongst ot.her 

things. Theoretical assumptions give a comprehensive picture of grammar 

1 



teaching approaches, influential grammar paradigms in second and 

foreign language teaching and cognitive theories underlying the process of 

grammar acqui sition. This notion portrays how grammar is central to 

language teaching and learning. Although grammar is central to the 

development of communicative competence, its teaching and learning has 

to be balanced by the teaching and learning of other domains such as 

beliefs to achieve appropriate language use. The underlying assumption is 

that English teachers are guided by mental acts that have been shaped by 

the knowledge and beliefs about teaching and learning grammar that they 

have accumulated through the years . This pedagogical knowledge 

operates as part of the teachers' pedagogical grammar. 

Farrell (1999) examined the belief system of pre-service teachers of 

English grammar teaching in terms of its influence on teaching practice, 

and evidence to this suggests that these beliefs may be resilient to 

change. Similarly, Richards (2001:54) discovered that there is a belid for 

which grammar is centra l to language learning and indeed direct teaching 

of gramrnar is needed by their students. 

Grammar acquisition is, therefore, seen as a complex cogn itive skill, 

conceptualization and a number of processes about language teaching 

and learning which are situated within that person's wider belief system 

related to human nature, culture, society, and education and so on. It 

seems that the cumulative effect of this notion leads to a better 

understanding of how grammar learning takes place . 

The teaching of grammar, thus , possesses nol a single bu t of 

multidimensional perspectives accompanied by both personal factors as 

well as professiona l con texts. As personal factors, the be liefs of grammar 

teachers will have certain effect on the classroom grammar instruction. 

Grasping the knowledge or grammar instruction in terms of English 

teachers' point of view and J'inding the re lationsh ip between teachers' 
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beliefs and their practice would be worthwhile . 

This concep t reveals that the teaching of grammar should be viewed as a 

wider domain of perspectives. Researches proved that a focus on teachers' 

beliefs and their classroom practices is important, but such stud ies are 

very few in language areas (Clark and Peterson, 1986, cited in Pajares, 

1992). The conception of grammar teaching seems narrower among 

language teacher ed ucators; therefore, it would be sounct to conctuct a 

research in this con text. 

1.2. Statement of the Problem 

It has been said so far that teachers' beliefs about grammar instruction 

playa centra l role for better understancling of ho\'/ grammar learn ing 

takes place. This conception promotes a shift of emphasis towarcls the 

study of teachers' beliefs about grammar instruction. This s tucly focuses 

on grammar instruction because language teaching is essentia lly uncler 

the claims and counter claims for and against the teaching of grammar. 

On the other hand, for most people, the essence of language lies in 

grammar. Grammar teaching has played an important role in language 

teach ing and learning. Celce-Murcia (1985) claimed that no grammar will 

lead to the product of clumsy and inappropriate foreign language use, 

which means that grammar teaching is essential for la nguage teaching. It 

is also noted that nobody can doubt to say that a good knowledge of 

gramma tical system is essentia l to master a foreign la nguage and it is 

also one of the most important parts of communicative competence. 

() Therefore, one can conceptualize that grammar is a framework without. 

which language cannot be structured and a message cannot be conveyed 

smoothly and fl uently. However, grammar is one of the most controversial 

anct least understoocl aspects of foreign language teaching altho ugh it has 

been the central aspect of foreign language teach ing. 

3 
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The major emphasis is targe ted on the idea tha t gramma r can no longer 

be viewed as central, a utonomous, system to be taught and lea rned 

independently of meaning, social funct ion a nd discourse stru cture (Celce­

Murcia , 1991:476). This is being the reality, as some researchers 

indica ted, most English teachers still teach grammar in mOI:e trad itional 

way(focus on forms, the structura list approach to la nguage which focuses 

exclusively on linguistic forms neglecting the meaning they convey). Thi s 

may be due to different factors. Therefore, the focus on form approach in 

which grammar teaching focuses on meaning and contextualized 

language u se a nd social con texts with different pedagogical straLegics 

should be used, and such views have gained more emphasis in the theory 

but in the classroom as well. 

In the Ethiopian context, few researches have been conducted related to 

teachers' beliefs a bout the teaching of English as a foreign language . The 

one is done by Abiy Yigzaw (2000) on the relationship between teachers' 

expressed beliefs about oral error correction and classroom practices. The 

fin ding reveals that there IS incongruence 

between what teachers think they do and what they actually do, and it 

was concluded that this discrepancy has an adverse effect on the 

instruction 

The two recent similar researches in which the researcher of this study 

would like to base were conducted by Adugna Guade a nd Birha nu Beyene 

(2008) on teachers' beliefs about grammar instruction and classroom 

practices. The tlndings in these studies reveal that teachers' beliefs a nd 

their activities could affec t pedagogical outcomes and it was generally 

concluded that teachers have good theoretical beliefs but mostly they do 

not practice in actual classrooms, and such disparities con tribu ted to 

their shares to the deterioration of high school and college stud ents' 

English proficiency. These studies focus on ve ry important features of 

grammar teaching areas which are influen tial in language teaching 

4 



v 

( 

pedagogy . Most of the grammar points in these resea rches where Engli sh 

teachers required to reflect and or to respond include: grammar activities, 

grammar teaching materials, grammar teaching approaches, grammatical 

error correction, the role of grammar teaching, and the principles of 

traditional and communicative language teaching a pproaches . Both of the 

studies, however, do not seem to focus on teachers ' beliefs abou t 

pedagogical strategies in grammar instructions and the role of grammar 

in language skills. In this regard , scholars such as Celce- Murcia (1985) 

proposed strategies for grammar instruction so that teachers of English 

as a foreign language need to consider a nd include in their grammar 

lessons. For instance, she noted that identifying learner variables an d 

instructional varia bles is regarded as one of the pedagogical strategies in 

grammar teaching. As many scholars such as Slager (1973) and Ce lce ­

Murcia (1991) suggested, grammar teaching strategies a re the most 

important part of language teaching pedagogy since these strategies are 

the major means of assisting English as a foreign language learners to 

achieve the goal of effective language learning. Hence , paying specia l 

attention to grammar teach ing strategies becomes anothe r important 

scope that language teachers and learners should take into accoun t in 

the teaching and learning of English as a foreign language because these 

strategies provide complement31Ji services to raise-up student.s' 

communicative competence though the a bove two studies treated the 

major points of grammar teaching. This is an indica tion of the wider 

perspectives that surrou nd the teaching of grammar. Therefore, the 

researcher felt that gramma r teaching is wide in its scope since it should 

be viewed in different 311gles and need to be studied in frequent and 

genuine manner. Thus, a n exploration of English language teachers' 

beliefs about pedagogical strategies and classroom practices in grammar 

teaching seems import311t including the importance of gra mmar 

instruction in the teaching of English as a fore ign language. 
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Thus, the researcher of this study is initiated to make an extension of the 

above two studies leaving what has been done and focusing on the 

different themes in order to fill the gap in the literature. Therefore, it 

seems imperative to conduct a research on teachers' beliefs abou t 

grammar instruction and pedagogical practices including assessing their 

beliefs on the role of grammar in language teaching. 

1.3 .Objectives of the Study 

The main objective of this study was to explore teaches' beliefs and their 

classroom practices in grammar instruction. The specific objectives or this 

study, therefore, include: 

a} to assess the kind of beliefs secondary school English 

teachers actu.ally possess and utilize when teaching 

grarnrnar. 

b) to obserlie whet.her there is association between English 

teachers ' know/edge of pedagogical strategies about 

gralnlno r teaching and their perceilied pedagogical practice. 

'file following research questions have been formulated based on the 

above objectives (0 gu ide the research: 

a, What !\'il1d of beliefs dn secol1dary schoo/ English 

tenehers pos.';ess in grammar instn.lction? 

lJ) Is thel'(' discr'JponcLj bdw.oen teachers' beliefs and 

(lCLlOItS ? t/i/fly? 



1.4. Significance of the Study 

Researches in teachers' beliefs and their findings indicate that the study 

of teachers' beliefs is critical to ed ucation and "it lies at the very heart of 

teaching" (Kagan, 1992, cited in Pajares, 1992:329) . From this point of 

Q. view, this study is hoped to have the following contribu tions: 

(' 

o 

(> 

a) It may help for language teacher educators to explore their 

beliefs and to create awareness of the nature of teaching. 

b) Teacher education programmers might be benefited from the 

insights of the research into English teachers' beliefs in 

grammar teaching and may gain more insight in their current 

grammar teaching practices. 

c) It might be used as a knowledge base for language teachers 

to discover things that work best for their classroom 

practices. 

d) Ii might serve as Cl starting point for those who would like to 

pursue further study in the area. 

1.5. Scope of the Study 

In order to attain the objectives of the study (sce 1.4), a study was 

condu cted in four Addis Ababa government secondary schools 

namely: Miraf Primary and Secondary School, Medhanealem 

Comprehensive SecondalY School, Yekatit 12 Preparatory School an d 

Entoto Amba Secondary School. 
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1.6. Limitations of the Study 

To secure qualified study, effor ts were made by the researcher. But, 

various form s of limitations encountered while conducting the research. 

One of the major factors was time constra in t. It was challenging for the 

researcher to conduct thi s study in not more than four(4) schools , and 

even to conduct pilot study, though there are 3 1 such similar schools in 

the city, Addis Ababa. The second problem was getting the target lesson 

(Le., grammar lessons) in face-to-face teaching since in most of the 

sample schools, the lessons were delivered through plasma television; 

however, the researcher used non-plasma sessions designed by the 

schools. The other challenging factor to the researcher was the 

inconveniency created during data gathering process. That is some 

English teachers in the sample schools were not willing to participate in 

the study, especia lly, in rilling out of the research questionnaire wh ile 

others did not return thc questionnaires. As a result, from 67 English 

teachers, only 42 of them participated in the study. In fact, these research 

pitfalls might affect the generlizabilty of the research. Howeve r, as Cohn 

and Manion (1994) have mentioned, there is a possibility of using 30 

subjects as minimum sample size in statistical data a na lysis, and the 

sample size of this study exceeds this number. Thus, it is possible to gain 

relatively appropriate generality of the study. 
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CHAPTER TWO 

2. Review of Related Literature 

2.1 Definition of Beliefs 

Researchers in d iffere nt fields come up with d ifferen t meanings for beliefs. 

Educationa l research community has u nable to ado pt a working 

definition for beliefs. Thus, scholars defined the concept of beliefs in 

different but s lightly rela ted ways . Abelson (1 979) cited in Pajares (1992) 

defined beliefs in terms of people manipula ting knowledge for a particular 

purpose or u nder a necessary circumstance. This notion potentia lly 

pinpointed th at beliefs are dispositions to actions and major determinan ts 

of behavior a lthough the dispositions are time and con LexL specifi c. Bo rg 

(2001 : 186) a lso defined be lief as "proposition which may be consciously 

held, Clnd elJaluatilJe in that it is accepted as true by the indilJidual, and 

this , therefore, imbued with emotllJe commitment; further, it serlJes as a 

guide to thought and behalJior". 

This mean s that beliefs a re a kind of con scious or u nconscious human 

character which possess emotive commitment, and serve as a gu ide Lo 

thought and behavior. 

Beliefs play an important role in many aspects of teaching though 

scholars defined differently. Pajares (1992) fu rther a rgues that "When 

beliefs are clearly conceptualized, and when their key assumptions are 

examined, they can be the single most important construct in educational 

research". 

9 
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2.2 Teachers Beliefs about Language Teaching 

Language teachers are closely linked to their values, to their views of the 

world and to their conceptions of their place with it (Williams and 

Burdon, 1997) . In addition to this, they explain that language teachers' 

beliefs may be divided rough ly in to three major groups: 

Beliefs about learners, 

Beliefs about learning, and 

Belief about themselves. 

Foreign language teacher educators cannot afford to ignore these beliefs, 

that is, the knowledge of their learners, about language lea rning and 

about themselves to a better understand ing of their future teaching would 

be. And perh aps more importantly, they can include components to 

increase awareness of their learners' beliefs a bout la ngu age learn ing 

inline with the actual practice in the field. 

Freeman (1996:359) sta tes that la nguage teaching has not been unique in 

paying little atten tion to the cognitive aspect of teaching a nd to the 

teacher as wel l. There has been a need to study, understand, in a sense 

to defin e teaching independent of its outcomes: this includes coming to 

and understand the role a nd person of the teacher, the place of language 

as a subject matter, and the role of diverse con texts and learners 

2 .3 . Teachers' Beliefs about Grammar Instruction and 

Classroom Practices 

Woods (1996 :71) points Oll t that teachers must be in guard against 

"claims a llegiance to beliefs consislent with what they perceive as the 

10 
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current teaching paradigm rather than consistent with unmotivated 

beliefs and their behavior in class" . Teachers' actual practice may tend to 

be more on traditional grammar approach to grammar teaching, wh ich is 

incompatible with the current (communicative) a pproach, though they 

have alternative method of grammar instruction. One of the reasons for 

such divergence of teachers' beliefs and their classroom practice is time 

factors that teachers reverence for traditional grammar instruction. For 

example, time is possibly one of the major external factors over which 

teachers have little or no contro l and that appears to affect the 

implementation of beliefs . Many of classroom instructions, therefore, not 

only influenced by their beliefs but also by the time they perceived they 

would have to complete an activity as outlined in the syllabus. 

Another significant reason why teachers, who may express enthusiasm 

for a lternative method of grammar instruction, bl,t continue to employ 

the traditional approach to grammar teaching is the powerfu l emotion 

and attitudes attached to trad itional grammar teaching and 

learning(Richards, Gallo and Rena ndya, 2001) . They discovered, for 

example, that many of the respondents to their survey, although 

suggesting that they prepared materials and activities to teach English 

language in communicative way (deemphasize grammar instruction), 

they, nevertheless, reported that they still believe grammar is central to 

language learning in a way that "direct grammar teaching wou ld resu lt in 

more accurate language use" (Ibid). 

Since language teachers' beliefs a bout successfu l teaching form the core 

of their teaching behavior as Richard, Gallo and Renandya (2001) noted, 

it is imperative to suggest providing opportunities for teachers to reflect 

on their work (e.g., Richards a nd Farrell, 2005) so that they can be 

encouraged to articulate a nd reflect on their beliefs wh ile also 

investigating any discrepancies between their beliefs and classroom 
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practices . 

A study by Borg (1999:25) reveals that grammar teaching is a tru ly 

"multi-faceted decision-making processes". In discussing their prac tices 

in teaching grammar, the teachers, he worked with that they made 

decision abou t: 

• Whether to conduct formal instru ction at a ll , 
• What language points to focus on, 
• How to structure grammar lessons, 
• How to present/ analyze grammar, 
• What kind of linguistic practice activities to u tilize ; 

and 
• How to deal with stud ents' grammatical errors. 

Teachers' decisions in teaching grammar in classes, according \.0 Ilorg 

(1 999), are influenced by their often co n fl icting beliefs abou t foreign 

language learn ing in general and grammar teaching in particular. Thu s, 

grammar teaching remains the result of teac hers' instructiona l decisions 

existed in classroom realities and practices where the resolution of 

conflicts among competing cognitions, for the case, beliefs he ld by the 

o teachers. 

2.4. Why Grammar Teaching? 

Though there a re controversies throughout the history of la nguage 

teaching, the teaching of grammar is a n importan t part of la ngu age in 

everyday communica tion (Haregewoin, 2008:41) . By citing Weaver( 1996) 

and Cook(1994:3), she emphasizes the importance of grammar teaching 

as the most exciting a reas of la nguage teaching; it a lso plays a central 

role in the classroom activities and it can be considered as the core 

menta l system of language. And most importantly , grammar can be 

taken as the hea rt of language teaching ac tivities . This concept IS 

described as " Grammar. .. is the heart of all human activity declaring 
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war, writing a love poem or a prescription , sentence a prisoner to life 

imprisonmen t , adverti s ing SO~I p powder, praying ... a ll wo u ld be effectively 

impossible withou t gramn1ar" (Cook, 1994: 1, cited in Haregewoin , 

2008:42). It is a lso noted that grammar is a sound, stru cture and 

meaning system of a language. People who speak the same language a re 

able to communicate since they intuitively sha re the grammar of the 

language (Brown, 2006). Harmer (1987:1) has asserted "Grammar is the 

way in which words change themselves and group together to make 

sentences". This is to mean that the grammar of a language informs what 

happens to words, when they become phrasal or negative, what order a re 

used when we make questions or join two clauses to ma ke one sentence 

(Tiglu ,2008: 11). 

Grammar gains its prom1l1ence 111 langu age teac hing, part icula rly in 

English as a foreign la nguage (EfL) and Engl ish as a second language 

(ESL), in as much as without a good knowledge of grammar learners' 

language develop men t will be severely constrained . Pract ically, in the 

teaching of grammar, learners are taught rules of la ngu age commonly 

known as sentence patterns. According to Ur (1999) , cited in Widodo 

(2006), in the case of learners, grammatical rules ena ble them to know 

and apply how such sentence patterns should be put together. Widodo 

(2006) also claims that the teach ing of grammar should ultimate ly centre 

on the way gra mmatical items or sentence patterns are correctly used. In 

other words, teach ing grammar should encompass language s tructure or 

sen tence patterns, meaning and use. 

Further, grammar is thought to furnish the basis for a set of language 

skills: Listen ing, speaking, reading and writing. In listening and 

speaking, grammar plays a cru cial role in grasping and expressing 

spoken language (e.g. expressions) since learn ing th e grammar of a 

language is considered as necessary in order to 
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producing grammatically acceptable utterances in the language (Corder, 

1988; Widodo, 2004, cited in Widodo, 2006). 

In reading, grammar enables learners to comprehend sentence 

interrelationship in a paragraph, a passage and a text. In the context of 

writing, grammar allows the learners to put their ideas into intelligible 

sentences so that they can successfully communicate in a wri tte n form. 

Lastly, in the case of vocabulary, grammar provides a path way to 

learners how lexical items should be combined into a good sentence so 

that meaningful a nd communicative sentences and expressions can be 

formed (Widodo, 2006). In other words, by learning grammar, students 

can express meanings and communicative statements in the form of 

phrases, clauses and sentences. To sum, the centrality of grammar 

teaching is pillar s ince the teaching of foreign language skills and other 

aspects without grammar is impossible. Therefore, it cannot be ignored 

that grammar plays a central role in the teaching of language skills, 

including vocabulary teaching and 111 the designing of communicative 

tasks. 

2.5 Grammar Pedagogy in Second and Foreign Language 

Teaching 

2.5.1 Historical Background 

Celce-l\1urcia (1991 :460) notes that the historical doctrines of language 

teaching in general and grammar teaching in particular possess four 

methodological approaches : 

i) Audio-lingual approach, 
ii) Cognitive code approach, 
iii) Comprehension approach, and 
iv) Communicative approach 

14 
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The audio-lingual approach represents the first attempt by U.S. 

Structural linguists to influence the teaching of modern foreign language. 

Grammatical structures were very carefully seq uenced from basic to 

more complex (based on linguistic description) and vocabulary was 

strictly limited in the early stage of learning (Ibid). Audio-lingual 

proponents assumed that language lea rning was h abit formation and 

over learning; then mimicry of forms and memorization of certain 

sentence patterns were used extensively to present rules inductively . A 

variety of drill types was practiced with the objective of minimizing (o r 

preventing a ltogether) learners' errors, which were viewed as bad habits 

that would be hard to break if they became established; teachers were 

told that they should correct a ll errors that they were not able to prevent. 

The focus of instruction rarely moved beyond the sen tence level (Ibid). 

One carl understand from the explanation that the audio-lingual method 

of language teaching influenced how grammatical structures have to be 

taughl. For that. maLLer, linguistic elements were sequenced from simple 

to complex so lhal learners could master the simpler one first then they 

o try to learn the more complex one. So, learning grammar was 

conceptualized as mimicf'j of forms and memorization of sentence 

patterns as hab it formation. 

<> 

I. 

The other methodological approach in reaction to the behaviorist features 

of audiolingu alism was the cognitive code approach. The method was 

influenced by the worl( of linguists like Chomsky (1959, cited in Ce lce­

Murcia, 1991) where language learning was viewed as hypothesis 

forma tion and cl.lle ncqu is ition, ra ther than habit formation. In this 

approach, grammar was considered important, and rules we re presented 

either deductively or inductively depending on the preferences of the 

learners. Errors were viewed as inevitable by-products of la nguage 

learning and as som.elhing that the learner and teacher could use 

constructively in the lear,ling precess. error analysis and correction were 
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seen as appropriate classroom activities , with the teache r faci li ta ting peer 

and self-correction as much as possible. The source of errors was seen 

not only as transfer from the first language but a lso as normal language 

development (Celce-Murcia, 1991 :46 1). 

The innovative features of the cognitive code approach were a new insight 

in the teaching of grammar. In other words, it is possible to say that the 

emergence of this approach can be viewed as another turn ing point in 

the areas of foreign language teaching because la nguage teac hing 

encompasses not only behavioral habit formation bu t a lso a cognitive 

process that involves hypothesis formation and ru le acquisition of a 

learner. In addition, the view that error is the sign of learning a language 

and error correction as appropriate classroom act ivities is the sign of 

addressing the nature of language teaching. Hence, the cognitive code 

approach could contribute its insight to grammar instruction so that 

foreign language teachers and lea rners may gain knowledge from this 

approach and practice in their classroom situations. 

Another methodological approach for langu age teaching was the 

comprehension ap proach . As Wini tz (1981, cited in Cclce-Murcia , 1991) 

explains, the comprehension approach represents the attempts of many 

methodologists working in the U.S during the 1970s and 19805 \.0 

recreate the first language acquisition experience for the second / forei gn 

language learner. Regarding this approach, Celce-Murcia (1991:461) puts 

the idea that comprehension is primary that it should precede any 

production epitomizes this approach; the pedagogical offshoot is the view 

that comprehension ca n be best taught initially by delaying· production 

in the target language while encouraging the learner to use non-ve rbal 

responses to demonstrate comprehension. Propon ents of this approach 

believe that error correction is unnecessary, perhaps even counter 

productive, since they feel that errors will gradua lly self-correct as 

learners are exposed to ever more complex, rich a nd meaningful inpu t in 
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the target language (Ibid ). To th is end, the comprehension approach 

focuses on unders tanding language input as a ma in method of foreign 

language teaching, and sowed the concept of gradu a l self-correction of 

errors by exposing the learners to more complex, meaningful input in th e 

target language than providing formal error analysis and error correction. 

The other major approach is the communicative approach, which came 

to the . fore in the mid-1970s and originates in the work of anthropological 

linguists in the U.S (Hymes,1972) and fu nctional linguists in Britain 

(Halliday, 1973), a ll of whom view language as an instrument of 

communication. Those who have applied this philosophy to language 

teaching (e.g., Widdowson, 1978; Wilkins , 1976, ci ted in Celce-Murcia, 

1991) claim that communication is the goal of second or foreign language 

instruction and that the syllabus of a language course should not be 

organized around grammar bu t a round subject matter, tasks / projects, 

or semantic notions and/or pragmatic function. As Celce-Murcia 

(1991 :462) points ou t that language instruction should be con ten t­

based, meaningful, contextua lized, and discourse based (rather than 

sentence based), the teacher's role is primarily to faci lita te language use 

and communication; and it is only secondarily to provide feedback and 

correct learner errors. 

2.5. 2 The Current Challenge 

Existing research, wh ile not conclusive, suggests tha t some focus on 

form may well be necessary for many learners to achieve accuracy as well 

as fluency in their acquisition of a second or fo reign language 

(Rutherford and Sharwood Smith, 1988) . Indeed as Richards (1985) 

points out, there is no actual empirical evidence that proves 

"communicative" language cla ssrooms·· especia lly those that preclude 
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any learner focus on form -produce better language learners that do 

more traditional classrooms. In spite of the intuitive appeal a nd the 

anecdotal evidence supporting proposals exclusive ly communicative 

language teaching, there is equally a ppealing and conv incing a necdota l 

evidence (Higgs and Clifford, 1982) that a grammarless approach 

whether comprehen sion-based or communicative-ca n lead to the 

development of broken, ungrammatical pidginized fo rm of the target 

langu age beyond which studen ts rarely progress. 

Thus, while we wait a more satisfactory conclusion to this debate 

regarding when and how to teach grammar, it is clear that no one shou ld 

dismiss grammar instruction altogether, for there is at present no 

convincing evidence that to do so would ultimately be beneficia l to 

second or foreign language learners, especially those who need to achieve 

a high level of proficiency and accuracy (Celce-Murcia, 199 1 :462-3) . 

In here, the idea emphasizes how it is controversial whether to exclude 

focus on form and to make cornplete "communicative" classrooms 

() without proved, empirical evidence in producing proficient language 

learner. If this is the case, one can not rely on communicative and/or 

comprehension a pproach since second or foreign la nguage teaching 

holds grammatical structures, rules and form s which are crucial for 

second or foreign language acqu isition of a learner a nd to use the 

language accurately and effectively. In sum, there is no way to ignore the 

inclusion of grammar instruction since it is important, especially, for 

those who need to use SL/FL proficient and accurate enough. 
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2.5.3 Grammar Instruction 

2.5.3.1 Inductive Versus Deductive Approaches 

A deductive approach is derived from the notion that deductive reasoning 

works from general to specific. /\s Widodo (2006) states, in this a pproach , 

rules, principles concepts or t.heories are presented first a nd then their 

applications are treated. When we use deduction, we reason from general 

to specific. Dealing with th c teaching of grammar, the deductive 

approach, can also be called rule-driven learning in which a grammar 

rule is explicitly presented to students and followed by practice applying 

the rule. This approach has been the bread and butter of language 

teaching around the world and s till enjoys a monopoly in many course 

books and self-study grammar books (Fortune, 1992). The deductive 

approach maintains that a tcacher teaches grammar by presenting 

grammar rules, a nd then exa mples of sentences are presented. Once 

learners understand rules, they a re told to apply to rules given to various 

examples of sentences . 

In the case of the application of the deductive ap proach, thererore, 

Thornbury (1999:32 , cited in Widodo, 2006) outlines some guidelines ror 

when the rules are presented. Among them are: 

i) The rules should be true; 
ii) The rules should s how clearly what limits are on the 

use of a givenfonn; 
iii) The ru les need to be clear; 
iv) The rules ought to be simple; 
v) The rules need to make use of concepts already 

familiar to the learners; and 
vi) The rules ought to be relevant. 

Nonetheless, the deductive approach has its own advantages and 

disadvantages. Widodo (2006) lists the following advantages a nd 

disadvantages of the dedu ctive approach: 
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Advantages 

i. The deductive approach goes straight forwardly to the 
point and can, therefore, be time saving; 

ii. A number of rule aspects (for example, form) can be more 
simply and clearly explained than elicited from examples; 

iii. A number of direct practice /application exa mples arc 
immediately given; 

iv. The deductive a pproach respects the intelligence and 
maturity of many adult learners in particular and 
acknowledges the role of cognitive processes in language 
acquisition; and 

v. It confirms many learners' expectations abou t classroom 
learning particularly for those who have an a nalytica l 
style. 

Disadvantages 

i. Beginning the lesson with a grammar presentation may 
be off-putting for some learners, especially younger ones; 

ii. Younger learners may not be able to understand the 
concept or encounter grammar terminology given; 

iii. Grammar explanation encourages a teacher fronted, 
transmission style classroom, so it will hinder learner 
involvement and interaction immediately; 

iv. The explanation is seldom as memorable as other fcmlls 
of presentation (for example, demonstration ); and 

v. The deductive approach encourages (he belief 1hal 
learning is simply a case of knowing the rule. 

Teachers of a foreign language could make a judgment a bout what kind 

of grammar rules they ought to teach based on the s uggested guidelines 

[11 presenting the rules . It is a lso worth noting here that the dedu ctive 

appl"08ch foste rs pedagogica l implication in gramm<ll" tcaching I.he facl 

that gaining a vivid description of its advantages and disadvantages 

promotes awareness of the nature and problems of grammar instruction, 

and helps t.o trigger an alternative mechanism for effective grammar 

instructiotl . . To thi s end, though the approach is su rroll ndcd wi I h 

drawbacks, it il:> not without. important subsl<·lJl\:cs for gnlnllll<\I· 

p'c(\ ogo[,.,y . 
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The other influ en tia l m ethod of grammar instruction is the inductive 

a pproach. An inductive approach comes from inductive reasoning 

starting that a reasoning progression proceeds from particular (that is 

observations, rules, laws , concepts or theories) (Felder a nd Henrique, 

1995). In short, when we u se induction, we observe a number of specific 

instances a nd from them infer a general principle or con ce pt. 

In the case of pedagogica l grammar, most experts argue that the 

inductive approach can a lso be called ru le discovery lea rning. It suggests 

that a teacher teaches grammar starting with presenting some examples 

of sentences. In this sense, learners understand grammatical rules from 

the examples. The presentation of grammatical rules can be spoken or 

written. Long and Richard s (1987, cited in Widodo, 2006) explain th at 

the inductive approach tries to utilize the very strong reward value of' 

bringing order, clarity a n d mean ing to experiences. This approach 

involves students' active participation in their learning. In addition , the 

a pproach encourages a learner to deve lop his/her own menta l set of 

strategies for dealing with tasks. In other words, this apprO::lch attem pts 

to highlight grammatical rules implicitly in wh ich the learners arc 

en couraged to conclude the ru les given by the teacher. Simi lar to th(' 

deductive approach, the inductive approach offers advantages and 

disadvantages. Widodo (2006) puts the a dvantage and disadvan tage of 

this approach as follows: 

Advantages 

i) Learners a re trained to be fa miliar with the rule discovery; 
this could enhance learning a utonomy and se lf-reliance; 

ii) Lea rners ' greater degree of cognitive depth is "exp loited"; 
iii) The learners are more active in the learning process rather 

than being simply passive recipients. In this ac tivity, they 
will be motivated; 

iv) The approach involves learners' pattern recognition a nd 
problem solving abilities in which particula r lea rners a re 
interested in this challenge; and 

v) If the problem solving-activity is done collaboratively, 
learners get an opportunity for extra lingu istic practice. 
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Disadvantages 

i) The approach is time and energy- consuming as it leads 

learners to have the appropriate concept of the rule; 

ii) The concepts given implicitly may lead to the lea rners 1.0 

have the wrong concepts of the ru le taught, 

iii) The a pproach can place emphasis on teachers in planning a 

lesson; 
iv) It burdens the teacher to design da ta or material taught 

carefully and systematically; and 

v) The approach may frustra te the learners with their personal 

learning style, or their past learning experience (or both) 

would prefer simply to be to ld the rule. 

To this end, being exposed to the deductive and inductive approaches 

will help for EFLj ESL teachers and learners to identify the strengths 

and weaknesses of the approaches. In addition, gramma r teachers cou ld 

gain the awareness not to stick on a particular approach as the only 

means for grammar instruction. Therefore, teachers are needed to be 

eclectic in their approach in grammar teaching. 

2.5.3.2. Integrative Grammar Teaching (the EEE method) 

The integra tive grammar teachi ng, which is a lso known as exploration, 

explanation and expression, is proposed by Sysoyve (1999) . The major 

concern of the integrative grammar teaching is combing a form- focused 

grammar teaching with a meaning-based focus . 

In the research of Sysoyve (1999), the concept of in tegrative grammar 

teaching (EEE method) was noted: 

Exploration is the first stage of integrative 

grammar teaching. This stage is characte rized by 

"inductive learning" . Students are given sentences 

illustrating a ce rtain grammar rule and are asked 

as a group to find the pattern a nd, and with the 

help of the teacher to formulate the ru le ... 

Explanation is the second stage of learning. As 

s tudents find sequences or patterns in Iht~ 

examples th ey used during the explora tion stage, 



the teacher or the s tudents can summam~e what 
was previously discovered, now focus ing on the 
form .. . 
Expression is the third and the last stage of the 
process . After d iscovering certain grammatical 
patterns in the exploration stage and gett ing to 
know the rules in the explanation stage, the 
students start practicing the production of 
meaningful utterances with each other in 
communication and interactive tasks .. . 

This method is a lso important for language teachers to update their 

teaching in the context of grammar because the integrative method or 

grammar teaching is a new paradigm in the a rea of English as a roreign 

(, la ngu age teaching. This in turn raises their awareness t.o pedagogic8\ 

strategies for grammar instruction and fosters a better understanding or 

the practical classroom orientation. 

2.5.3.3 The Notion of Communicative Competence 

o As a result of communicative revolution in language teach ing, it has 

become increasingly clear that grammar is a tool or resource to be used 

in the comprehension and creation of oral a nd written discou rse rat.he r 

than something to be learned as an end in itse lf. When learned not ve ry 

useful to learners as th ey listen, read, speak, a nd write in their second or 

fore ign la ngu age. Indeed, as Canale a nd Swain (1980) have posi ted , 

communicative competence consis ts of fou r componen ts, on ly one of 

c 
each involves grammar: 

i) Sociolinguistic competence (i.e., appropriacy) : The speaker or 
the writer shows how to express the message in term s of the 
person bei ng addressed, the overa ll circumstances a nd 
purpose of the communication. 

ii) Discourse competence: The selection, sequence, a nd 
arrangement of wo rds and structures a re clear and errective 
means of expressing the speaker / writers intended message. 
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iii) Linguistic competence (i.e., accuracy): Tr e forms , inOecLions, 
and sequ ences used to express the message are 
grammatically correct. 

iv) Strategic competence: The speaker /writer has effective an d 
unobtrusive strategies to compensate for any weaknesses he 
or she has in the above three areas. 

CeJce-Murcia (199 1 :466) emphasizes that m many person-to- person 

communications, socio-linguistic a ppropriacy a nd discourse competence 

a re more important than grammar accuracy, provided that the gram mar 

used is not inaccurate to the point of miscommunicating the intended 

message; communication is the overriding concern . However, there are 

situations where a reasonable degree of accuracy is a lso critical. 

In order for English as a second or fo reign language teachers 1.0 

consistently present grammar as serving some higher-order objective, 

CeJce-Murcia and Hilles (l988) suggest that grammar should never be 

ta ught as an end in itself but always with reference to meaning, social 

factors, or discou rse-or a combination of these factors. Larsen-Freeman's 

(1991, cited in CeJce - Murcia, 1991 :467) position is similar: She sees 

form , meaning and fun ction as three interacting dimensions of language; 

the classroom teacher must decide in which dimension the students are 

experiencing the greatest learning challenge at any given moment and 

respond with appropriate instruction. 

2.5.4. Pedagogical Strategies for Grammar Instruction 

2.5.4.1. Identifying Learner and Instructional Variables 

A strategy proposed by Celce-M urcia (1985) provides guid elines to assist 

teachers in decid ing to what degree they ought to deal with grammar in 

their own classes. 
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An observan t EFL teacher knows that individuals learn in different ways; 

some learners consciously or unconsciously, have an analytic style and 

learn best by formulating and testing hypothesis or "rules". Other 

learners have a holistic style and learn best by experiencing, gathering, 

and restructuring relevant data but doing little or no apparent analysis. 

Celce-Murcia (1991:463) points out that young children, for exam ple, are 

by necessity more holistic in their approach to learning than adults. 

This suggests that age is an important learner variable in helping 

ESL/ EFL teachers to decide the extent to which they should focus on 

forlt1s. 

She further contends that the proficiency level of the learners is a lso a 

factor. If the ESL students are beginners (regardless of age) , there is little 

justification on focusing on form, beyond prese nting and practicing the 

obvious form-meaning correspondence in context. This is because when 

one is beginning to learn something completely new a nd different, one 

tends to initially approach the new "object" holistically for a time before 

feeiing reacty to do any meaningful analysis. However, if the learners are 

at the intermediate or advanced level, it may well be necessary to provide 

form- related feedback and correction in order for the learners to 

progress (Jbid). 

The educationa l background of the students is another learner variable . 

If students are pre-literate with little formal education, then it is probably 

not very productive to focus excessively on form; on the other hand , if the 

studen t·s are literate and well educated, they may become frustrated and 

annoyed if the teacher does not provide adequat.e opportunity for them to 

focus on the form al aspects of the target language, which would, of 

r;ourse, include correction of their error and answers to their questions 

(Celcc-Murcia, 1991:463-4). 
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The needs to focu s on fo rm also changes according to the educational 

objectives that ESL teachc rs must address. In this regard, Celce-Murcia 

(1991 :464) indicates that when one is teaching a receptive skill such as 

listening or rea ding, it is distracting and irrelevant to em phasize 

grammar unduly s ince these receptive skills requIre competence 

primarily in the area of word recognition a nd semantic processing. 

However, if the teacher is focusing on productive skills (i.e., speaking 

and, in particular, writing), then the formal accuracy can become an 

important concern becausc rules of pedagogical grammar are essentially 

rules of production. 

Finally, if the learncrs immediate goal is survival communication, formal 

accuracy is of ma rginal value, on the other hand, if the lea rner wants to 

function as a n academic, a diploma t, or a business executive, then a 

high degree of forma l accuracy is essen tial (Ibid). 

2.5.4.2. Teaching Gram mar as Meaning 

Teaching grammar as mea ning holds the ideal of presenting grammar 

with many fully illustrated a nd well demonstrated examples and learners 

are asked to describc other similar s ituations. Celce-Murcia (1991 :467) 

tries to show thi s in the teaching and practicing the correct use of the 

prepositions 'in' and 'on' in the follow ing examples: 

la. Bob pu t the book in the box. / The book is in the box 
lb. Bob put the book on the table. / The book is on the 

table. 
2a. Ann threw the ball in the basket. / The ball is in the 

basket. 
2b. Ann threw the ball on the floor. / The ball is on the floor . 

A sufficient num ber of good, clear examples will be enough for some 

learners; others wi ll also find it useful to know quite explicitly that "in" 

favors the placement of objects in three dimensional containers and "on" 

favors the placement of objects on two dimensional fl a t surfaces (Ibid). 
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2.5.4.3 Teaching Grammar as Social Function 

An exam ple of gra mma r used in the service of socially a ppropriate 

messages is the use of ce rtain modal auxilia ries as to exp ress politeness 

when one is requesting a favor. When they ma ke req uests , ESL/ EFL 

learners need to know that "would" is more polite than "will" th a t "Cou ld" 

is more polite tha n "can": 

"(Will /would ) you open the floor? 

(Can /cou ld) I talk to you for a minute?" 

To this end , Celce- Murcia (1 99 1: 467-8) indicates that learners must 

become aware of the possible consequences of the wrong modal form in a 

request : The a ddressee may conclude tha t the non-native s peaker is 

being ina ppropriately a brupt , fam ilia r , or ru de even when this is not at 

a ll th e social message intended . Sufl'icient practice with intended social 

messages in d ialogues, role plays, and simu lations (as well as carci'ul 

observations of native-speaker behavior and / or elicitation of native· 

speaker preferences with reference to specific request situations) will 

help establish the link be tween grammar a n d socially appropriate 

behavior. 

2.5.4.4. 'reaching Grammar through Context 

o J epersen (1904) cited in Slager (1973: 1) insi sts "We ough t to learn a 

language through sensible communication". If communication is to he 

sensible, he goes on to say, it must involve, even from the !'irsl d:w of 

possible, a certain connection in the thoughts comm u nicated in the new 

language . 

27 



o 

o 

o 

o 

Slager (1973:2) says "The most obvious way to avoid a list of random and 

disconnected sentences, of course, is to create a realistic context, or 

situation, to which all of the model sentences are related." In many arcas 

of language teaching, there is a great gap between theory and practice. It 

is one thing to accept the idea that we must have mean ingful context for 

our language practice . Contextualization is not as easy as it may sound . 

Most of our curren t texts (at least those that a re the most sophisticated 

a nd the most widely used) are plan ned around a carefully selected, 

sequenced set of grammatical structures . This means in effect, that 

textbook writers are constantly searching for the right context in which 

to practice these structures. The result is the many s ituat ion s that at 

first promise to be very useful in terms of students' interest and need do 

not always match up with the grammatical structure to be learned. To be 

put another way there is often a con flict between grammar and situation 

(Ibid). 

2.5.4.4.1. Some General Assumptions of Contextual 

Grammar Teaching 

Slager (197 3 :2-4) lists ten assumptions of contextualization , most of 

which are widely accepted (if not a lways follows consistently) by textbook 

wri ters. The list is merely suggestive a nd tentative. He suggests the 

following conditions: 

i) The s ituation should be relevant and immediately useful. 

He says that pilots shou ld talk about a irpla nes; mechanics should talk 

a bout engines and m achines. 

ii) The content s hould reflect the level of sophistication of the 

students and his knowledge of the world. 

To put it in anoth er way, he mainta ins, the con tent can be quite 

advanced even though the grammatical structure is fair ly simple . Stcvik 
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(1971:65 cited in Slager, 1973:3) makes this point when he says "Any 

topic may be treated at any degree of linguistic difficulty" 

iii) The language sh.ould at all limes be natural 

Slager says "\ can think of no situation in which native speakers answer 

a set of yes-No questions with complete statements" to state this idea. 

iv) 
v) 

vi) 

vi i) 

The sentence should have truth value 
For beginning students especially, the sentences should 
be' "light". 
If characters appear, they should be readily identifiable, 
with characteristics and abilities easy to remember. 
There should a variety of "language samples". 

This holds the idea that while consistency in format is adm irable, LhC' 

fact remains that some structures occur naturally a nd frequ ently lfl 

con versation (Me, too, \ don't do you?) and others are more likely 10 

occu r in exposition, narration and description. Some textbook wrilers 

appear to assume that any language can be suitably presented in 

dialogue form (Ibid). 

viii) In setting up dialogues, the writer (or the teacher) s/wuld 

always keep "the social dimension" in mind. 

This idea portrays the social status of each speaker. Ot herwise , the 

students wi ll have no possibility of learning the important disti nction 

between formal and informal speech. 

ixj The language sample should be short enough for the 
students to remember it easily but lang enough to provide 
sufficient practice on the new structure. 

x) In devising contexts, the writer (or the teacher) should bp. 
(;areful to include sentences that can ue used for 
lJocabulary developme nt and communicatioll (Activities. 

In sum, it is obviously noted thar. the assumptions are vita! for grammar 

instruction which couhi serve as pedagogical strategy, and fore ign 

language teachers may use them as an input for effective grammar 

teaching. 



2.5.4.5. Integrating Grammal' Teaching into Task-based 

Approach 

o Task-based teaching approach, a lso called task-based learning which 

was pu t forward in the 1980s derives its idea from the process syllabu s. 

It can be regarded as one particular a pproach to implement the broader 

"communicative a pproach". Nunan (1999:24) defines task-ba sed teachin g 

as "an approach to the design of language course in which t.he points of 

departure is not a n ordered list of linguistic items, bu I' a collection of 

o tasks." If this is the case, a teaching method should put tasks al I.h (' 

cen tre of the methodo logical focus. 

Co 

o 

Edward and Wills (2005) summarize the various definitions of task -based 

learning as follows: 

• The lea rners principles on exchanging and 
understanding meanings, rather than or practice of 
pre-specified forms or patterns. 

• There is some kind of communicative purpose or 
goal set fo r the task, so learners know what they 
a re expec ted t.o achieve by the end. 

• Tasks can involve any or four skills, e.g. a texl­
based task to generate reading, note 1.aking and 
discu ssion. 

In task based learning (TBL) the emphasis is very much on learning iJy 

doing. Edward a nd Willis (2005) suggest that instead of beginning wil h 

the grammar we wo uld begin by teaching words and phrases relevan t lO 

the topic of the task set and asking learners to carry ou t tasks which 

encourage learners to make their own best. They further maintain that 

with t.his approach, the job of the teacher is four foid. There is a need: 

• To create tasks which requ ire leamers to make 
spontaneous use of what langu age they a lready 
have. There is a lso a need to provirip. positive 
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encouragement as they do this, accepting their 
success in making meanings, and playing down 
their grammatical shortcomings. 

o To a!lO\v learners t ime to ref1ect on the language 
they have used, in completing a task, and to 
improve on it. 

o To make sure th a t learners have plenty of exposure 
to langu age in use, both written and spoken 

o To provide learners with samples of language which 
wi!l provide appropriate in sigh ts and with guidance 
which will enable them to extend their grammnr 
and vocabulary in useful ways. 

Task based teaching is not targeted to a focus on grammatical accuracy 

with meaning as a by product but a focus on meaning with a 

grammatical developmen t as a by-product. Instead of pmduci ng learners 

who can with a considerable hesitation, produce an accurate sentences 

but: who cannot communicate with any f1uency, we wou ld produc(' 

comrnunicators, and provide them with the means and motivation to 

d(~velo[l a more and more accurate grammatical system (Gdwcln l and 

Wills , 2005). 

Task-based langu age teaching provides learners with the opportunities to 

experiment with and explore both spoken and written language t hl"Ough 

tasks designed to engage learners in authentic, practical and funct ional 

use of language for meaningful purpose. Willis (1996) divides the 

procedure of task· based language teach ing into three stages : The prc­

La sk, task cycle and the language focus. in the pre-task, Willis 

mainta ins, the teacher introduces the topic and gives student::; with 

clear instruction on what they will have to do at: the task stage a nd might 

o help the students to recall some language a nd may be usei"ul for the 

task. The pre-task stage can also often includ~ playing a recording 01' 

people doing the task. 

The task cycle consists of three elements: task, planning and report. 

Students complete a task in pair or groups using the language resources 

th ai. lbey have a s the leaeh~r monitors and olTpc· s encouragcment, 

",.\ 
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students prepare a short oral or writt e ll report to lell th" cla ss what is 

happening during their gro ups . Meanwh ile, the teacher is availa ble for 

the s t udents to ask for advice to clear u p any language questions they 

may have. They, then fina liy report back to the class orally or read the 

written report. The teacher chooses the order of when studen ts will 

present their reports and may give the students some quick feecl -back on 

the content (Willis, 1996). 

In the language focus stage, students put the ir emphasis on the mea ning 

of their la nguage; while on the th ird stage, they focu s the ir a ttention on 

form. This stage includes two steps-Ianguag~ aIlaiysis a nd language 

practice . In the la ngu age analysis the teach er highlights re levant parts 

from the [ext of the recording for the students to analyze. He may as k 

s tud ents to notice interesting featu res with this text. The students 

identity a nd think about par ticular features of language form and 

lan guage use. In the la nguage practice, the teacher fi nally se lects 

language area to practice based u p on the needs of the students a lld 

what emerged from the task a nd report phases . Th e students do pract ic<~ 

o activities to increase their confidence and make a note of u scfu I 

o 

language . Through doing various exercises, the students learn to usc and 

memorize the u sefu l words, phrases, structures and grammar rules so as 

to consolidate their mastery of the language form (W ill s, 1996) . 

2.5.4.6. Conceptualizing Error Correction 

In the teach ing of ESL/ EFL, errors a re the most anticipakd phenomena. 

It ha s been said so far that for ESL/EFL, errors are regard ed as normal. 

and for learning to take place there should a probabili ty of errors. 1\1 a ll 

stages of seconcl or foreign language learn ing, s tuclents produce incorrect 

language both in writ ten and spoken forms, wh ich may not bc ll1<1cJ c IJ) 
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the native speakers . This may be attributed to different fac tors , but 

grammatical errors are the most influential ones. 

Burt and kiparsky (1974, cited in Celce-Murcia, 1991:470) note tha t 

there are local errors produced by second language learners such as an 

omitted article or a superfluous prepositions. They claim that such local 

errors do not usually cause problems with commun ication, and they 

contrast such relatively innocuous local errors with global errors such a s 

faulty word order or the use of wrong logical connect.ors. In t.heir 

conclusion, the global errors contribute to miscommunication and thus, 

require correction much more than local errors do. 

Error correction might be problematic for the reason th a t the question of 

how, what and when to correct students' errors need to be resolved first. 

According to Celce- Murcia a nd Hills (1988), it is impossible to correct 

every error a s tudent makes . They claimed that correcting errors in 

grammatical structures that are being taught at the moment might. be 

c corrected in someway; otherwise, immediate correc tion of students' 

errors cou ld be problematic. They maintained that comprehensibilit y 

should be the major concern to correct grammatical error; t.herel(Jr(:, 

such kinds of errors are global and should be corrected because it 

creates miscommunication through the language whereas local errors 

(Le., those errors are tolera ble) . Global errors are said to be in the higher 

hiera rchy than local errors. 

To conclude, though there is no a fully-fledged body of re sea rch evidence 

that specifically s hows overt grammatical co rrection by t he teacher in the 

classroom, there is evidence to suggest that various other forms of 

attention and treatment of grammatical errors has an impact on 

learners. Therefore, it is prudent for EFL / ESL teacher to engage in su ch 

treatments, as long as there is communication flow, of maxlmlzll1g 
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student self-correction , and of sensitivity considering the affective and 

linguistic place the learners are in (Brown, 1994:354). 

2.5.5. Other Pedagogical Strategies 

Some scholars such as Ellis (2002), cited in Widodo (2006) also 

recommended some other important grammar teaching strategies t.hnt 

English language teachers should make them part of t.heir beliefs. I\mong 

these strategies, most of them are stated as follows: 

i) 

ii) 

Relate Knowledge Needs to Learning Goals 

Apply Higher Order Thinking Skills 

iii) Provide Plentiful, Appropriate Language Input 

iv) Use Predicting Skills 

These strategies were designed to support English language teachers by 

enlightening the concept of procedural knowledge (i.e., knowledge that 

enables a student to app ly a rule of grammar in communication) and 

declarative knowledge (i.e ., enables a student to describe a rul(" of 

grammar and apply it in pattern practice drill s). In this regard, t.he 

concept "Relate Knowledge Needs to Learning Goals" has been explained 

as that students who plan to use the language exclusively i"or reH(\illg 

journal articles need to focus more on the declarative knowledge of 

grammar and discourse structures that will help them understand those 

texts . Students who plan live in country need to focus on more 

procedural knowledge that will help them manage day to day oral a nd 

written interaction . Similarly , in applying higher order thinking ski ll s, 

the emphasis is teach ing s tudents how the langu age works and giving 

them opportunities to compare it with other langu ages they know and 

this allows them to draw on critical thinking. As complementary stra tegy , 
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providing plentiful , a ppropriate language inp uts u sed to assist students 

to pay attention to the re lationships among form, meaning, a nd use for 

specific grammar rule, and roughly tuned input that a llows students to 

encounter the grammar rule in a variety of contexts. And , making 

students use their predictive skills allows students to ant icipate the 

forms and structures they will encounter in a given communicat ion task 

because different communication types can be characterized by the 

clusters of linguistic features that are common to those types verb tense 

and aspect, sentence length and structure, and longer discourse patterns 

all may contribute to the d istinctive profi le of a given com munication 

type. For example, a h istory book and a newspaper article will use shor! 

sentences and a discourse pa ttern that a lternates between su bjccts ,mel 

perspectives . 
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CHAPTER THREE 

3 . Methodology 

3. 1. The Research Design 

As obviously stated in chapter one , the main objective of this st udy was 

to explore English langu age teachers ' beliefs about the different aspects 

of grammar instruction and classroom practices. For this, the researcher 

followed both qu a n titative and qualitative research method s in order to 

get sound conclu sions from the study. This cha pter, therefor<~ , 

enunciates th e methodological considera tions taken by the resea rcher \0 

pu t the study into effect. For carefu l design of the study, the researcher 

consu lted necessary resources followed by incorporating val ua t)le 

comments suggested by his a dvisor. By and large, th e chapter focuses on 

the selec tion of the sample schools, the description of the subjects, 

justification of the selection uf the schools and the su bjects, the data 

o collection instruments employed for the study and the procedures 

followed to analyze the collected data a nd the ty pe of research methods 

he employed to analyze th e data (i. e., qu a n titative and qualitative). For 

clarity and simplicity , the researcher treated all these aspects bit by bit. 

c 

3.2. The Selection of Sample Schools 

The samples of this survey study were four schools: Miraf Primary and 

Secondary School, Medhanealem Comprehensive Second ary School, 

Yekatit 12 Preparatory School and Entoto Amba Secondary School. All of 

these schools a re owned by government and are located in Addis Ababa . 

Even though there are a tota l nu mber of 3 1 government secondary 

schools in Addis Ababa , the researcher included only four schools 

because of different fac tors (sed.6). And the reason 1'01' taking on ly 
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government schools as a focus of study was to avoid inconsistency over 

the result of the instruments employed for the study and to derive 

appropriate conclusion as much as possible. Therefore, only government 

schools were taken to be samples in which the necessary data were 

collected. The selection of the sample schools was based on t.he nearness 

of their position to the residential address for the researcher and to the 

Addis Ababa University he was attending. He realized this as a n 

opportunity to facilitate the study and to get model resea rches for the 

s uccessful accomplishment of the study. Besides, the researcher thought 

that this might help him to communicate with these schools frequently 

when need ariscs. 

3.3. Subjects of the Study 

The su bjects of this study were English language tcache rs from the 

selected sample schools. The researcher chose only English la ngu age 

teachers instead of incorporating students in the study because he 

imagined that this is beyond the scupe uf the study and timeline though 

o exploring students' beliefs towards to grammar teaching is important. 

o 

Therefore, English language teachers of these schools were selectcd. 

There are 67 English teachers who are teaching grade nine (9) to grade 

t'.'!elve (12) in these schools. Their number in each school is I I, 15, I C) 

aud 2::2, Nliraf Primary a nd Secondary School, Entoto Amba Secondary 

School, Yekati1l2 Preparatory School and Mecihanealcm Comprehensive 

Secondary School, respectively. Although there were primary English 

teachers in MiraJ Primary and Seconda ry School, they were not included 

ir! this sttidy since the researcher \X/anted to study only secondary school 

teachers. Therefore, among 67 English teachers of these schools, only 42 

of them were in volved in the study, especially, in filling out the 

question.naire . Th~ reason foi' this VJ::\S that :,om ~ of the teachers were not 

willing r.o parti cipate in the :; ll.:dy 81 all a nd the rest of them d iel not 



return the questionnaire . However, the response rate of 42 participan ts 

was 63 %. Th is sample size exceeds the number of 30 which Cohn a nd 

Manion (1994) describe as a minimum for u seful statistical a n a lysis. 

As the researcher found it difficult to include all of the target population 

to conduct the observation and th e interview, smaller samples of the 

) participa nt teach er s were invo lved. Th erefore, the researcher interviewed 

five teach ers (5) from three secondary schools (Miraf =2 , Medhanealem 

=2 and Yekatit12 =1) and observed five (5) teachers from three secondary 

schools (Miraf=3, Yekatit 12=1 and Emtoto Amba= l). With regard to 

selecting teachers for partic ipation in the observation and interview, the 

researcher's intention was to a pproach the participants on friendly terms 

so that it would not be embarrassing to ask them to contribute to the 

research. Thus, the researcher 0 th is study conducted the observation 

and the in terview based on the cu nsent of the voluntary teachers of the 

a forementioned schoo ls. 

c 

3.4. Data Collection Instruments 

3.4.1. Questionnaire for Teachers 

A questionnaire was designed to a ssist English teachers in revealing 

implicitly their persona l beliefs about grammar instru ction. The 

questionnaire h as two sections . Section one provides informa tion abou t 

teachers' beliefs about the importance of grammar teaching. Section two 

foc u ses on teachers' beliefs a bout pedagogica l stratcgic:s in gra mm a r 

in s truction . The first section of the questionnaire categorized in table 1 

which contains nin e belief s tatements. The second section o f the 

questionnaire was categorized in table 2 which con tains twenty-two (22) 

belief statements . In both o f the sections, a Likert- type scale was u sed 

which is the most wide ly uo;ed method of scale con st.ru ction becau se iL is 

simple, versatile, a n d re lia ble m eth od and no judges are requ ired 
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(Kumar, 1999). In fact, a Likert-scale was originally developed to 

measure the respondents' favourable or unfavourable attitude towards 

the subject of interest. However, as Bernat (2008) asserts, its scope has 

been extended to wider cognit ive and affective var iables including bclicr~. 

The researcher, therefore, used a Liker-scale by taking the above 

considerations into account. 

3.4.2. Classroom Observation 

The aim of classroom observation was to identify key instructional 

episodes in the teachers' approaches to grammar teaching based on t.he 

two major themes, i.e., the statements in table I and 2 of the 

questionnaire study. The researcher chose to employ classroom 

observation for the study because it provides a clear picture of what the 

actual teaching and learning process looks-like (Selinger and Shohmy, 

1989). It is a lso believed that observation is a very importan t data 

gathering tool because "it enables researchers to documcnt and reilcci 

systematically upon classroom interactions and events as they actuully 

o occur rather than we think over (Burns, 1990:80). Therefore, the 

observation results help for the researcher to compare the English 

language teachers' beliefs and their practices, and to come up with 

appropriate conclusion . 

Due to the nature of the study, as it was stated , conducting classroom 

observation was compul sory to attain the objectives in the study and to 

make workable and sound conclusions. Por that matter, only grade 9 

o and 11 grammar lessons were observed since grade 10 and 12 lessons 

had been already winded up in a ll sample schools before the process of 

collecting the data for the study s ta rted. To start the observation, a 

checklist was designed by the researcher based on the views recorded in 

the questionnaire . During the observation, the researcher ticked against 
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the s tatements in the observation checklist as "observed and not 

observed" behavior. 

3.4.3. Interview for Teachers 

For the purpose of this s tudy, it was decided to use semi-structured 

interview. The main objective of the in terview was to ma ke the 

respondents reflect the factors that inf1uenced their inst.ruct ional 

decisions in grammar teaching in the actual classroom practices. The 

questions in this interview focus mainly on the reasons for the 

divergence of teachers ' beliefs and classroom practices . The second 

purpose of the interview was to support the close end ed questionna ire 

resul ts in both sections (i.e., table 1 and 2,) and the observation fi ndings. 

The questions in this in terview were prepared in English la nguage hoping 

that the resea rcher might face little difficulty to commun icate with th e 

respondents while conducting the interview s ince all 0 1' t.he part.iciprwts 

o were secondary school English teachers . Besides, he realized t.hat. 

translating the respondents' ref1ections is time consuming as regards 

little time to do so. 

o 

To conduct an interview, as Nunan (1992) notes, there are two ways of 

collecting responses from interviews (i.e., recording and note-taking). The 

writer of this study, thus, refers to use note-ta king methods as option. 

3. 5. Data Collection Procedures 

In the data collection procedures, the researcher first administered the 

questionnaire to the participants. And then, after coUe li ng the 

que stionnaire from the respondents, he started conducting the classmolll 

observation. While gathering the questionnaire data, the researcher did 

not disclose any information about the classroom observation that he 
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wou ld do after the completion of the questionnaire data gathering 

process , This was done deliberately because the respondents might 

modify their classroom behavior, and the actual classroom practices 

might be turned to artificial. This c reates inconsi stency over the rcsu Its 

of the observation and puts the validity of the study into question, 

Having finished gathering the necessary information from the classroom 

observation, the researcher compared the results of the observation with 

the results of the questionna ire to identify item s indicating the 

divergence of teachers' classroom practices from their be liefs, On the 

basis of this result, the researcher reshaped the qu estions and prepared 

them for interview and began to ask the respondents to ref1ect on the 

questions, 

3.6. Methods of Data Analysis and Discussions 

As the data gathered were both quantitative and qual itative in nature, 

the data obtained from the close-ended Likert scale questionnaire was 

analyzed using quantitative method invo lving a s imple statistical data 

analysis (percentage and mean), This is becau se "Simple sta ti stical 

measures such as percentages and mea ns '" reduce the volume of data, 

making it easier to understand" (Kumar, 1999:223), The classroom 

observation findings and the interv iew responses were a nalyzed 

qualitatively , 

The qua ntitative data was tabulated and subsequent discussions we re 

made a fter each table , The discussions of the ta bulated data were based 

mainly on the related li terature, i,e" chapter two of this study, 

For clarity and suitability of the data analysis and discussion, the data in 

the questionna ire was grou ped in to two major section s, The first sect ion 

was the analysis of teachers' beliefs a bout the importance of grammar 

instruction , Th e second section was the analysis of teachers ' hclicfs 
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about the pedagogical strategies In grammar instruction . Under each 

section there are sub-tit le themes wh ich contain items which ha ve 

similar content. With a 5- point Likert scale, the mean score of eac h 

items and the percentage of the options were used in the a na lysis t.o 

realize the teachers' beliefs and their implications in each item. 

The 5- point Likert scales were changed in to three based on Peacocks' 

(1999) suggestions, by combining 'strongly agree and agree ' as one and 

'strongly disagree a nd disagree' as one scale . This was done for ease of 

reporting. And the numerical data presented by percentage and mean 

scores have been rounded to the nearest hundredth for interpretation. 

To analyze a n d interpre t the da ta gained from classroom observation and 

interview, a qualitative method was used. A careful attem pt wa s made to 

sort out the major points of the subjects' opinions and comments in the 

interview. After identifying the common core pain ts, most of the su bjcct s ' 

views were paraphrased and some of them were described as they were 

stated by the respondents. 

The data gained through each instrument was analyzed (i.c., either 

quantitatively or qua lita tively) and discussed separately to show the 

implications of the resul t in each instrument in clear and simplist ic 

manner. This helped the researcher to organize and sum up t.he results 

and / or the implications of both qu a ntita tive a nd qualitative data to 

come up with rela tively accurate conclusions. 
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CHAPTER FOUR 

4. Analysis of Data and Discussion of Results 

As already been indicated in chapter one, the major purpose of this study 

was to Explore English Teachers' Beliefs about grammar instruction and 

classroom practices. Under this main objective, the specific objectives 

were: 

• To assess the kind of beliefs secondary school English teache rs 

actually possess and utilize when teaching grammar. 

• To observe whether there is association bet.ween English I.cachns ' 

perceived knowledge of pedagogical strategies and pedagogica l 

practices in classrooms. 

To achieve these objectives, as it was stated in chapter three, data was 

collected from the subjects using questionnaire, classroom observation 

interview. And the responses of these instruments were analyzed and 

discussed . 

This chapter, therefore, contains the results and discussions of the data 

gathered through the questionnaire, the classroom observation and the 

interview. 

4.1. Results and Discussions of the Questionnaire 

As has been stated in chapter three of this study, in analyzing and 

interpreting the responses of the participants in the questionnaire, the 

researcher grouped the questionnaire items (statements) in to two broad 

categories. The first category contains teachers' beliefs about the 

importance of grammar teaching. Nine belief statements (items) are listed 
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m this section , which require English teachers' reaction to each 

statement with a scale of 5,4,3,2 and 1, s trongly agree, agree undeci ded, 

disagree a nd strongly disagree, respectively . All of t he items in t.his 

section were analyzed and discussed in Jable 1. The second cat.ego ry 

contains English teactle rs ' beliefs about pedagogical st rategies in 

grammar teaching. There a re twenty-two (22) be lief statements (items) 

comprising different theory based grammar teaching strategies and were 

analyzed and discussed in Table 2 in same way as the a nalysis a nd 

discussions of tab le 1 of the questionnaire. For simplicity of the study, 

the researcher calculated numerically the percentage ' of the respond ents 

in each item to obtain the a ppropriate figure. The mea n score of eac h 

item was also calculated to a ttain favorable conclusion . Moreover, the 

cumulative mean scores of the two sections (i.e. table I and2) were 

calculated to see the overa ll result of each section in the quest-ionnnire 

understudy. 
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Table 1: Teacher's Beliefs about the Importance of Grammar Teaching 

Strongly Agree =4 Undecided =3 Disagree =2 Strongly Total Frequency 

Item Agree = 5 disagree = 1 mean 

Score 

Fre % Fre % 

I Fre % Fre % Fre % Fre % 

1.1 18 i 42.86 17 40.48 3 7.14 3 7.14 1 2 .38 42 100 4 .00 

1.2 1 1 26 . 19 20 47.62 4 9.52 6 14.27 1 2 .38 42 100 3.81 

1.3 6 14.27 9 21.43 6 14.27 15 35.71 6 14.27 42 100 I 2.85 

1.4 15 35.7 18 42 .86 5 11.90 3 7. 14 1 2 .38 42 100 4.00 

1.5 2 4.76 8 19.0 1 4 9 .52 21 50.00 7 16.70 42 100 2.45 

1.6 14 33.33 23 54.16 3 7.14 2 4 .76 - - 42 100 4.17 
I 

1.7 15 35.71 18 42.86 5 11.90 3 / . 14 I - - 42 100 3 .93 I I 

1.8 10 I 23.81 ~ 40.48 9 21.43 6 14.27 I - - 42 100 3.74 
I 

1.9 
I 

12 I 28 .57 I 22 I ~2.35 4 9.52 4 9.52 I - - 42 I 100 4.00 , 
I -

Grand Mean=3.67 

Statements of the items in the table above are: 

1. 1 =1 believe that grammar teaching is important for language teaching and learning. 
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1.2=1 believe that grammar teaching is important for language teaching and 

learning. 

1.3=Teaching grammar rules is important because it enables students 1.0 api1ly 

and use the English la nguage. 

l.4=If students get enough chance of practicing using the language, they do 

not need to learn grammar. 

1.5=Teaching grammar is essential for teaching other language areas such as 

the ski ll s and vocabulary. 

1 .6~AS far as students are exposed to communicative act ivit ies in t.he language, 

there is no way to teach grammar. 

I , '7 ~' 111 rearling, grammar helps learners to comprehend (understand) ideas 

through sen tence relationships. 

1 ,R ~'i'o put ideas into intelligible sentences in writing, there is a need iO 1c<I(:h 

graIn rn ur. 

1.9~ ln speaking, grammar fosters an opportunity 1'01' learners to produce 

a cceptable utterances in the language. 
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The analysis and discussions of Table 1 is indicated as follows: 

4.1.1. Teachers Beliefs about the Importance of Grammar 

Teaching 

4.1.~.lTeachers' Beliefs about the Importance of Grammar to Language 

Teaching (Items1.l, 1.2, 1.3 and 1.51 

1.1. As can be seen in the table 1, (35) 83.37% of the respondents agreed, (3) 

7 .14% (percent) of them were not certain and (4)9 .52% of them disagreed with 

4.00 mean score to the statement "I believe that grammar teaching is important 

for language teaching" . Here, as the finding indicates, most of the respondents 

agreed but insignificant number of them failed to decide and very few of them 

disagreed. This implies that the great majority of high school and preparatory 

English teachers hold the belief that grammar is important for language 

teaching and learning. Regarding this finding, Haregewoin (2008:41-42) 

emphasizes the importance of grammar teaching as being the most exciting 

area of language teaching; it is playing as a central role in la nguage classroom 

activities which could be considered as the core mental system of language. 

Cook (1994:1, cited in Haregewoin, 2008:42) says, "Grammar ... is the heart of 

all human activity declaring war, writing a love poem or a prescription, 

sentence a prisoner to life imprisonment ... all would be effective ly impossible 

without grammar." 

1.2 . With a similar reference, the teachers were asked whether they believe 

about the statement "Teaching grammar rules is important because it enables 

students to apply and use the English language". To this statement, (31) 

73.81% responded agree, (4) 9.52% responded undecided and (7) 16.65% 

responded disagree . This result portrays that not all bu t many English teachers 

believe that it is very important to teach grammar because it enables language 

learners to apply and use English as a foreign language . The result supports 

47 



o 

o 

o 

c 

o 

the view of Ur (1999), cited in Widodo (2006) which says that in the case of 

learners, grammatical rules enable them to know and a pply how mu ch 

sentence patterns should be put together. Widodo (2006) also claims that th e 

teaching of grammar should ultimately centre on the way grammatical items or 

sentence patterns are correctly used. In other words, teaching grammar should 

encompass language structure or sentence pa tterns , meaning a nd use . In 

addition, Thompson (1996: 11) notes that grammar is not only the rules of how 

words can be combined in a sentence but different choices to be made in which 

combination to use for effective communication . In this regard , grammar is a 

means by which people organize messages in a communica tive activity as 

effectively as possible (Atkins, Hailom Bantyirga and Nu ru , 1995 a nd Tudor , 

1996:209) . 

1.3. To the contrary, the respondents were asked to react to the statemenl "II' 

students get enough chance of practicing using the English la nguage , they do 

not need to learn grammar". For this, (15) 35.70% responded agree, 14.27% 

responded undecided and (21) 50.00% responded disagree. The result seems to 

imply that considerable number of teachers might believe in the exclusion of 

grammar teaching to students and small numbers may be uncertain but many 

English teachers do not accept this view. But, as the re su lt indicates, there is a 

tendency of rejecting this view. Conversely, they fairy believe the importa nce of 

grammar in the language. 

1.5 To the statement "As far as students a re exposed to communicative 

activities, there is no way to teach grammar", (10) 23.77% of the responden I s 

agreed, (4) 9.52% of them failed to decide and (28) 66.70% of them disagreed. 

Here, from their reaction, few respondents agreed as compared with the 

number of respondents who disagreed though few of them d id not decide. Th is 

implies that many English teachers do not think that exposing s tudents on ly to 

communicative activities is enough unless gramma r is taught. 
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4.1.1.2 Teachers' Beliefs on the Role of Grammar Teaching in Language 

Skills 11.4, 1.6, 1.7, 1.8and1.9) 

The majority of teachers (78.56%) showed their agreement to item lA, whi ch 

reads us "Teaching grammar is essential for teaching other language are" s 

such as the four skills and vocabulary". This implies that most English 

teachers (high school and Preparatory) favour the importance of grammar 

teaching for other language areas such as the four skills and vocabulary . In 

this regard, it is noted that grammar is essential for a set of language skills: 

listening, speaking, reading and writing; in listening and speaking, gramma r 

plays a crucial role in gl'3sping and expressing spoken language (Corder, 1998 ; 

Widodo, 2004, cited in Widodo, 2006). Besides, students have to be given a 

chance to practice and produce language that is structurally accurate , bu t 

teachers should not forget the value of allowing students to discover the 

structure on their own in reading and listening since learning to use a 

language takes repeated exposure to structures and vocabulary as we ll a s 

opportunities to practice it (Larson-Freeman, 1997). Therefore, for effective use 

of the language skills, teachers should work on grammar with their students. 

Moreover , a number of respondents (88%) favoured item l. 6 i. e., many teachers 

thought that in reading, grammar helps learners to comprehend (understa nd ) 

ideas through sentence rela tionships. This figure shows that the highest 

majority of English teachers believe that grammar teaching is essential for 

students' reading ability for the reason that the knowledge of grammar enables 

the students to comprehend ideas through sentence rela tion ships. In fact, few 

of them might be resistant to accept this view. In relation to this, it is evidenced 

that teachers do not always present grammar items at sentence level alone . 

They can teach in a reading text, and this facilitates learner' understanding of 

the text in the context of grammar at discourse level (Noonan, 2004) . 

Similarly, as the teachers' responses in the item l. 7 of the above ta ble show , 

most teachers agreed the beli ef of pu tting ideas into in te lligible sentences 111 
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writing as important part of grammar teaching with 3.93 mean score. The 

result implies that though not all but many English teachers have the belief of 

teaching grammar as important for learners to put ideas into effective 

sentences during writing. Of course, considerable number of teachers migh t 

not think so. 

1.8 In the same token, respondent (teachers) were asked their reaction 1.0 the 

statement "In speaking, grammar fosters an opportunity for learners to 

produce acceptable utterances in the language". In their responses, (27) 

64.29% of them agreed, (9) 21.43% of them were neutral and (6) 14.27% of 

them disagreed with 3.74 mean score. Here, the finding ind icates that greater 

number of high school and preparatory teachers seem to believe in the 

importance of grammar fo r learners' speaking skills because it furnishes a 

chance of producing appropriate and acceptable utterances in English 

language. It is true to infer from the result tha t some teachers might have 

different opinion as opposed to the majority of them. 

1.9. To the statement "Grammar h elps learners to combine lexical items 

(words) to form meaningful communicative sentences," t.he res ponden 1 s 

reacted: (34) 80.92% agree, (4) 9.52% undecided and (4) 9.52 disagree with 

- 4.00 mean score . This result supports the idea "Grammar is the way a 

language manipulates and combines words (bits of words) so as to form longer 

units of meaning (Ur, 1988: 1). 

As can be noted from the result, it is possible to say tha t the vast majority of 

high school and preparatory English teachers have positive thinking towards 

the importance of grammar teaching for vocabulary items because it helps 

students to form meaningful, communicative sentences. All in all, the 

cumulative mean score of the items in table 1 is 3.67 . This seems to imply that 

most high school and preparatory English teachers have favourable beliefs 

towards the importance of grammar teaching. 
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Table 2: Teachers' Beliefs about Pedagogical strategies in Grammar 

Tea ching 

') 

Strongly agree Agree = 4 Undecided = Disagree = 2 Strongly Total 

=5 3 disagree 

Fre 0/0 Fre 0/0 Fre 0/0 Fre % I Fre 0/0 Fre 0/0 

20 47.62 10 23.81 7 16.70 5 11.90 - - 42 100 

8 19.01 26 6 1.90 7 16.70 1 2.38 - - 42 100 

3 7.1 4 9 2 1.43 8 19.05 18 42 .86 4 9.52 42 100 

18 42 .86 18 42.86 2 4.76 4 9.54 - - 42 100 

1 2 .38 2 4.76 5 11.90 23 54.76 11 26.19 42 100 

14 33.33 22 52.38 6 14.29 - - - - 42 100 

2 1 50.00 20 47.62 - - 1 2.38 - - 42 100 

1 1 26 . 19 15 35.71 7 16.70 9 2 1.43 1 2 .38 42 100 

25 59.52 16 38.10 1 2 .38 - - - - 42 100 

24 57 . 14 15 35.71 2 4 .76 1 2 .38 - - 42 100 

2 4.76 4 9.52 8 19.05 20 47 .62 8 19.05 42 100 

12 28 .57 21 50.00 4 9 .52 5 11.9 - - 42 I 100 

8 19.01 18 42.86 10 23.81 6 14 .27 - - 42 100 

19 45 .24 18 42.86 3 7 .14 1 2.38 1 2.38 42 100 
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3.98 
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i 2 .17 16 38.10 19 45.24 3 7.14 I 4 9.52 I - - 42 100 4.12 

2.18 15 35.71 18 42.86 4 I 9.52 ! 2 4.76 3 7.14 42 100 3.93 
I 

2.19 12 28.57 17 40.48 5 11.90 6 14.27 2 4.76 42 100 3.74 

~~ 
13 30.95 23 54.76 I c: 11.90 1 2.38 - - 42 100 4 .14 v 

13 30.95 18 42.86 7 16.70 4 9.52 - - 42 100 3.95 

2.22 I 17 I 40.48 18 42.86 I 5 11.90 1 2.38 1 2.38 42 100 4.17 

Grand Mean=3.80 

Statements of the items in the table above include: 

2.1=It is important to identify the type of students we teach in grammar class. 

2.2=It is necessary to focus on the instructional variables such as the educational objectives in grammar 

teaching. 

2 . .3=In grammar class identifying our students and focusing on instructional variables has little value. 
2.4=Grammar should be taught as meanings with many illustrated examples. 

2.5=It can be effective to teach grammar without meaningfu l examples. 

2 .6=Grammar should be taught with a socially appropriate manner as for example the teaching of poli te 

expressions like 'may', 'might', etc. 
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2.7=We must have meaningful context for grammar teach ing. 

2.8=ln grammar instruction the language teaching and learning needs to be 

natural as a child learns to use the language. 

2.9=Giving students with a variety of language samples is good in grammar 
teaching. 
2.10=lt is good to include grammatically correct sentences to deve lo p both 
vocabulary and communicative activities. 
2.11=Giving a variety of language samples in grammar instruction is boring 
and time consuming. 
2.12=Setting meaningful tasks in grammar instruction is better in language 

use than practicing in pre-specified forms and patterns. 

2 . 13=Focusing on meaning with grammatical developmen t as a by-product is 

more advantageous than focusing on grammatical accuracy with meaning as fl 

by-product. 

2 .14=1 believe that meaningful tasks in grammar instruction provide learners 

with the opportunities to explore both spoken and written language in 

authentic, practical and functional use of the language. 

2.15=1 believe that there is a probability of errors in grammar learning. 

2.16;1 believe tha t grammatica l errors are influentia l in English language 

o learning. 

o 

2.17~Correction of students' errors is important. 

2 .1 8=Though it is not possible to correct every error, there is correct ion of 

grammar errors being tau ght at the moment. 

2. 19=Errors that cause miscommunication in the language s hould be corrected 

in grammar instruc tion. 

2.20='1'0 teach grammar, it is important to relate the knowledge needs of the 

learning goals i.e., identify ing the purpose for which grammar is learned . 

2 .2 1=1 believe in the importance of giving opportunities for learners to compare 

how language works with other languages. 

2.22=1 believe that making students use their predictive skills for grammar 

learning facilitates their la ngu age development. 
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The findings and the discussions of the responses in table 2 are stated as 

follows : 

4.1.2. Teachers' Beliefs about Pedagogical Strategies in 

Grammar Teaching 

4.1.2.1. Teachers' Belief about Identifying Learner and Instructional 

Variables (Items 2.1, 2.2 and 2.3) 

Item 2.1 used to elicit the teachers' beliefs whether or not identifying the type 

of learners they teach is important in grammar class. Ma ny of them (71.43%) 

showed its significance whereas very few (11.90%) disagreed with 4.07 mean 

score. In light of the percentage and the mean score , it is possible to state that 

many English language teachers tend to believe that to teach grammar 

effectively it is important to identify the type of students they teach in class . 

The result also shows that significant number of English teachers might have 

different opinion a bout the view. Concerning this, Celee-Mu rcia (1985) notes 

that an observant EFL teacher knows that individuals learn in different ways; 

some learn best by formula ting and testing hypothesis or "rules". Others have a 

holistic style and learn best by experiencing, gathering and restructuring 

relevant data but doing no apparent analysis . Therefore , the result of this 

statement is supported by such evidence in the literature and, hence, EFL 

teachers need to consider the learner variables while teaching grammar in 

classroom contexts. 

2.2.To the statement "It is necessary to focus on the instructional variables 

such as the educational objectives in grammar teaching," (34) 80 .91% of the 

respondent teachers agreed, (7) 16.70% of them did not decid e and (1) 2 .8 % of 

them disagreed with the mean score of 3.98. The result from this statement 

seems to portray that most high school and preparatory English teachers 

believe that focusing on instructional variables such as the educational 

objectives as one of the most important pedagogical grammar teaching 
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strategies. This supports the view that in listening or reading, it is distrac ting 

and irrelevant to emphasize grammar unduly since these receptive skills 

require competence primarily in the area of word recognition and semantic 

processing. However, if the teacher is focusing on productive skills (i.e ., 

speaking and, in particular, writing), then the formal accuracy can become an 

important concern because ru les of pedagogical grammar are essentially rules 

of production (Celce-Murcia, 1991:464). Thus, a close examination of the 

educational objectives is important to secure effective grammar instruction. 

Conversely, item 2 .3 was meant to explore the beliefs of the respondents by 

asking that in grammar class, identifying their students a nd focusing on 

o instructional variables has little value. In their response, (12) 28.57% agreed, 

(8) 10.05% undecided and (22) 52.38% disagreed with 2 .73 mean score. As is 

shown in from the percentage figure, more than half of the respondents 

disagreed. This implies that there is a belief among English teachers in the 

importance of focusing on identifying student types and educational objectives 

as a strategy for grammar instruction. 

o 
4.1.2.2. Teachers' Beliefs ahout Teaching Grammar witlJ Many Illustrated 

Examples and as a Social Function (Item 2.4 and 2.5and l.6) 

Item 2.4 aimed at assessing the teachers' beliefs that grammar should be 

taught with many illustrative examples. The result reveals that almost all 

(85.72%) of them favoured the view and the mean score is 4.19. This indicates 

that English language teachers have good beliefs towal"ds the view . Analogous 

o to this result, Widodo (2006) has noted that plentiful , appropriate language 

input (i.e., incorporating many examples in grammar teaching) makes develop 

both declarative knowledge and procedural knowledge). This language inpu t 

requires students to pay attention to the relationships among form, meaning 

and use, and allows students to encounter the grammar rule in a variety of 

contexts (Ellis, 2002, cited in Widodo, 2006). It is also suggested thar in too 
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many controlled textbook activities, learners merely engage in mechanical 

transformations of the target language grammar structure, which they can 

manipulate without even understanding the grammatically correct sentences. 

And this enables them to perform well on tests / quizzes administered directly 

after a lesson "taught"; important illustrative examples with semi-controlled 

activities need to be given for learners (Nunan, 1999) . A sufficient number of 

good; clear examples will be enough for some learners. 

On the contrary, in item 2.7 of the above table, teachers were asked to reOect 

their agreement or disagreement on the effectiveness of teaching grammar 

without meaningful and illustrative examples. On this base (3) 7.14% reacted 

agree, (5) 11.90% reacted undecided and (34) 80.95% (percent) reacted disagree 

with 2.02 mean score. 

One can argue from the information that most high school and preparatory 

school English teachers do not believe the effectiveness of grammar teaching 

without meaningful, illustrative examples. 

4.1.2.3. Teachers' Beliefs about Teaching Grammar as Social Functions 

2.6 To the statement "Grammar should be taught with a socially appropriate 

manner as for example, the teaching of polite expressions like "may', "might" , 

etc," the respondents reacted: (36) 85 .72% agree, (6) 14 .29% undecided with 

the mean score of 4.19. This resu lt helps for one to deduce that most English 

teachers have positive view towards keeping the social concern in grammar 

teaching. This supports the idea of Slager (1973:2-8) who claims that any 

language can be suitably presented in dialogue form and "In setting up 

dialogues, the writer or the teacher should always keep the social dimension in 

his mind ." In support of this, Littlewood (1981:21) has commented that in the 

early stage of learning, acceptability may mean more than a reasonable degree 

of accurate pronunciation in grammar. Later, it increasingly comes to include 

producing language which is appropriate kinds of social s itua tion . In this 
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the majority of English teachers have a positive belief towa rds the view. 

Regarding on this, Littlewood ( 1981:17-18) has explained that many aspects of 

language learning, including grammar learning, can take place only through 

natural process which operate when a person is involved in using the language 

for communication. In the designing of grammar lesson s, it is important to 

create optimum conditions for natural language learning. Moreover, Willis 

(1998) describes the three essential conditions for natura l la nguage learning: 

exposure to the target language in both spontaneous and planned language, in 

spoken and written form; opportunities to use the target la nguage for 

expressing meaning both in private and public situations, and motivat ion to 

engage with and try to understand the exposure, and to u se what they know to 

communicate what they mean. 

4.1.2.6. Teachers Beliefs about Teaching Grammar with Variety of 

Language Samples (Items 2.9 and 2.11) 

With regard to giving students with a variety of language samples, the data wa s 

analyzed in item 2.9, and the result indicates a lmost a ll (97.62%) th e 

respondents agreed. This finding can be helpful to suggest that language 

teachers believe in the importa nce of language variety in grammar teaching a s 

a strategy. The result supports the view that to teach grammar there should a 

variety of language samples because some grammatical structu res occu r 

naturally and frequently in conversation (e.g. Me, too, I don't, do you?) and 

others are more likely to occur in exposition, narration and description (Slager, 

1973). This confirms the necessity of providing language samples to students of 

English as a foreign language in order to teach grammar effective ly. 

2 . 11. To the contrary of item 2.9, teachers were asked their response th a t 

giving a variety of language samples in grammar instruction is boring and time 

consuming. The result includes: (6)14.28% agreed, (8) 19.05% undecided and 

(28) 66.67% disagreed with 2 .33 average score of the item. Th is wou ld imp ly 

that only few high school as well as preparagll)' school teachers believe by 
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supporting the statement. But more teachers seem to believe to the opposit.e or 

this view which confirms the results of item 2.9 despite few teachers might 

refrain from responding in either of the case. 

4.1.2.7. Teachers' Beliefs about Setting Meaningful Tasks for Teaching 

Grammar (Items 2.12, 2.13 and 2.14) 

In the same scenario, item 2.12 of the above table asked the respondent.s' 

beliefs whether setting meaningful tasks is better in language use than 

practicing with pre-specified forms and patterns. Here, (33)78 .57% agreed , (4) 

9.52% did not decide and (5) 11.90% disagreed with 3.95 mean score. 

As can be stated in the finding, it is possible to suggest that many Engli sh 

teachers seem to believe that providing meaningful tasks to students in 

gramma r sessions is more importan t than focusing on practicing using a pre­

specified form for better la ngu age u sc. But this is not a lways to mean for all 

English teachers as the : 'e~;ult indicates; few might not believe in the same way 

a5 the majority of them do. 

o :2.13. In the same token, the teachers 'Nere asked their reaction t.o the 

o 

sta.tement "Focusing on meaning with grammatical development as a by ­

product is more advantageous than focusing on grammatical accuracy with 

meaning as a by-prod uct". The finding includes : (26) 61.87% agree, (10) 23.81 

% undecided and (6) 14.27% disagree with 3.67 average score of the item . This 

reveuls that many English teaci1ers h ave a good belief toward s the statement 

even though considerable number of teachers might be uncertain because of 

different reaflons aJld significa nt number of them might not acce pt the view. 

This findi llg confirms the suggestions of Edwards and Will is (2005). They 

asserted that instead of beginning with a grammar, we would begin by teaching 

worrls ami phrases relevant to the topic of the task set a nd asking learners to 

cv.nyou t: t:J.sks whic h encourage lea.;·ncrs to make their best. 
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2.14 Similar to item 2.12, the respondents reacted to the statement "I believe 

that meaningful tasks in grammar instruction provide learners with the 

opportunities to explore both spoken and written language." For this, (37) 

88.10% responded agree, (3) 7.14% responded undecided and (2) 4.76% 

disagree with 4.26 mean score of the item. This seems to indicate that most 

teachers hold positive view to the statement. 

4.1.2.8 Teachers' Beliefs about Incorporating Sentences that Can Be Used 

for Vocabulary Development and Communicative Activities (Item 2.10) 

Item 2.10 is concerned with assessing English language teachers' beliefs abou t 

inserting grammatically correct sentences in order to develop both vocabulary 

and communicative activities. As the result indicated most of them (92.85%) 

agreed with 4.54 mean score and this could imply that the highest number of 

high school and preparatory English teachers have a positive belief towards the 

importance of incorporating grammatically correct sentences as a strategy to 

develop vocabulary and communicative activities. 

4.1.2.9 Teachers' Beliefs about Conceptualizing the Grammar Error 

~ Correction (Items, 2.15, 2.16, 2.17, 2.18 and 2.19) 

Items 2 .1 5, 2 .16, 2.17, 2. 18 and 2.19 ask about how English teachers 

conceptualize error correction. In item 2.15, they responded to the statement "I 

believe that there is a probability of errors in gran1mar learning". Based on this, 

(26) 61.87% reacted agree, (7)16.70% reacted undecided and (9) 21.43 reflected 

disagree with 3.72 mean score. 

Similarly, in item 2.16, to the statement "I believe that grammatical errors are 

influential in English language learning", the teachers responded : (23 ) 54.75 

%agree, (10) 23.81% undecided and (9) 2 1.41 % disagree with 3.40 mean score. 
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In the same token, in item 2. 17, to the statement "Correction of students' 

errors is important", the responden ts (teachers) reacted: (35) 83 .34% agree, (3) 

7.14% undecided and (4) 9.52% disagree with 4 .1 2 mean score. 

In item 2 .18, the respondents were supposed to react whether there is a need 

to correct grammatical errors at the spot (immediately) . The result includes: 

(33) 78.57% agreed, (4) 9 .52% fa iled to decide a nd (5)11.90% disagreed. And 

the mean score is 3.93. 

Similarly, in item 2. 19, the teachers responded to the statement "Errors that 

can cause miscommunication in the language should be corrected in grammar 

instruction". The finding includes: (29) 69 .05% agree, (5)11.90% undecided and 

(8)19.03% disagree with 3.74 mean score. 
o The findings of the a bove items confirm the different writers' views about the 

concept of grammatical error correction . For this, writers such as Edge (1989: 1) 

believes that making error is "a part of learning ... and correction is a part oj" 

teaching; Celce-Murcia and Hills (1998) believe that it is difficult to correct 

every errors and they suggest that correcting errors in grammar structure 

being taught at the moment might be important. Otherwise. then~ should he 

stages for correcting grammatical errors. Moreover, most writers such as Edge 

(19989) agree on the need for grammar error correction , but they believe in 

correcting errors which hinder communication through the language in most 

cases. 

In sum, from the results, including the mea n scores of the items, it is possible 

to say that most high school and preparatory English teachers have a good 

concept of error co rrection and this, therefore, shows that they hold positive 

o beliefs towards error correction as a tool of pedagogical s trategy in grammar 

teaching. 
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4 .1. 2 . 10 Teachers' Beliefs about the Importance of Relating the 

Knowledge Needs of the Learning Goals 

With regard to item 2.20, most of the respondents (85 .7 1%) showed their 

favourable beliefs on the needs of relating the knowledge needs of the leaning 

goals in grammar teaching. This matches with the idea suggested by Ellis 

(2002, cited in Widodo, 2006) who said that students who pla n to use the 

language exclusively for reading journal articles need to focu s more on the 

declarative knowledge of grammar and discoursed structures that wil l help 

them understand those texts . Students who plan to live in a foreign coun try 

need to focus on more procedural knowledge that will help them manage day to 

day oral and written interaction (Ellis, 2002, cited in Widodo , 2006). 

4.1.2.11 Teachers' Beliefs about Comparing How English Language Works 

with Other Languages in Grammar Teaching 

Furthermore, in item 2.21 of the above table, the respondent were asked 

whether they believe in the importance of giving opportunities for learners to 

compare how the language works with the other languages. To this statement, 

the respondents forwarded their reaction (31) 73.81% agree, (7) 16.70% 

undecided and (4) 9.512% disagree with 3.95 mean score. This finding shows 

that many English teachers have favourable beliefs towards the necessi ty of 

comparing how English language works with other languages . 

4.1.2.12 Teachers Beliefs about Considering Students Predictive Skills in 

Grammar Teaching (Item2.221 

At last, in item 2.22, the teachers responded to the s tatemen t "I believe tha t 

making the students use their predictive skills for grammar learning facilitates 

language development". From the total respondent teachers , the majority (35) 

83.86% of them agreed, few of them (57) 11.90% did not decide and very few of 
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them (27) 4 .76% disagreed. This shows that most teachers think that 

encouraging their students to use predictive skills helps them to facilitate 

language development. 

To this end, this finding supports the view that different communication types 

can be characterized by the clusters of the linguistic features and these 

contribute to the distinctive profile of a given communication type. For 

example, a history book and a newspaper article will use short sentences and 

discourse pattern; a history textbook will use complex sentences and will follow 

a timeline in its discourse structure. Awareness of these features a llows 

students to anticipate the forms and structures they will encou nter in a given 

communication task (Ellis, 2002, cited in Widodo , 2006). 

All in all, the cumulative mean score of all items in table 2 is 3.8. This resul t 

indicates that most high school and prepara tory school English teachers 

possess favourable beliefs towards to the strategies of pedagogical grammar 

instruction. 

4.a. The Results and Discussions of the Classroom Observation 

To arrive at appropriate conclusion , the researcher of thi s study also observed 

preparatory and high school English teachers whether they apply the different. 

strategies for grammar teaching as pedagogical tools. For this, as already been 

indicated in chapter three, observation checklist was designed to see the 

practical aspects of the teachers' reaction in the questionna ire. The result of 

o the observation was not as such similar with the result of the questionnaire. 

Having examined the observation check list of all the observed teachers, th e 

researcher refined the themes of the findings. The themes focus on whether or 

not the observant teachers followed explicit grammar teaching, whether they 

used communicative activities, whether they followed natural grammar 
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teaching and learning, whether or not they employed language variet ies and 

contexts, whether they provided tasks and how they corrected studen ts' 

grammatical errors. 

During the observation time (Le., from April 10-2 1/2009) the researc her 

observed the participants whether they actually practice their perceived beliefs . 

Based on this, most observed teachers except one used continuous explicit 

grammar teaching with very few illustrative examples. For example, teacher! 

first revised the previous session which was the same topic that he taught 

during the observation and it was about the past perfect tense. He started 

writing the form of the past perfect tense on the black board, and he explained 

the fun ction of this tense. He used few examples from grade 9 textbook a fter 

explaining everything a bout it. Similarly, teacher 2, teacher 4 a nd teacher 5 

followed the same procedure. Unlike these teachers , teacher 3 a pproached hi s 

students differently. He greeted his students; he revised the previous session 

by asking them to give examples of past perfect ten se thei r own. Then, he wrote 

different examples of this type. He let them again discuss in pairs and in 

groups in order to m ake u se of the grammar they learnt in the la nguage. 

Again, all of the teachers did not use communicative activit ies; they followed 

' little natural mode of grammar teaching and learning with fixed set of language 

samples bounded with textbooks in the absence of la nguage varieties and 

contexts. 

Teacher 1, for insta nce, kept on explaining the rule a nd functions of past 

perfect tense dominating the whole period ta lking by himself. He did not give 

any communicative activities that lead students to use the la nguage . S imila rly , 

teacher 5 simply started introducing the type of conditional sentences a nd she 

went on explaining the form and uses of conditiona l sentences type 1. 

Regarding on this, she asked her students few oral questions. But, she did no t 

give any activities related to conditional sentences type 1 in order to make the 

students engage in using the language. 
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Finally, except teacher 3 , the other teachers were busy of correcting students' 

grammar errors immediately. For example, aller explaining eve rything a bout. 

past perfect tense, teacher 1 and teacher 4 asked their students to tell their 

own sentences. While the students were making an error, the teac her 

automatically corrected the students' errors at the spot. They were not. seen 

asking their students to correct their grammatical error either in the form self 

or peer correction. 

In general, most of the observed teachers did not practice effectively the 

different strategies perceived as their beliefs which are the most important part 

of grammar teaching pedagogy stated by research scholars. 

4.g. The Results and Discussions of the Interview 

To attain the objectives of the study, as has a lready been noted in chapter 

three, the researcher of this study also made interviews on the possible reasons 

for some of the divergence noted above (see 4 . .2.) between stated beliefs and the 

actual classroom practices . From the respondents' reaction, the major lhemes 

c identified as the reasons of the discrepancy between their perceived beliefs a nd 

actions include: time factors, problem of textbook sylla bus , bad classroom 

environment (i.e., bad conduct of students), lack of st.udents' interest, lack of 

facilities in schools and lack of students' language competence. 

c 

Time is possibly one of the major external factors in which teachers have little 

or no control and that appears to affect the implementation of beliefs as the 

teachers indicated. As discussed in 4.1.2.2, the teachers believed in the 

importance of presenting grammar with variety of language samples. However, 

during classroom observation (see 4-.2) they kept on focusing routine language 

samples. The researcher asked the respondents the possible reasons for this. 

For example , teacher 1 reflected by saying: 
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It is very interesting if grammar is presented with different sorts 
of language samples since students would have the chance of 
learning grammar items in different contexts. But the major 
problem is time limitation. I have no time to do this since my 
work load is too much. 

Like teacher 1, teacher 2 a lso forvvarded similar view. He said that a focus of 

language variety in grammar teaching is good but it is very difficult to adapt 

language materials related to grammar items within a short period of time. As a 

result, he only use language sample found in the textbooks to go along the 

given timeline. 

Similarly, teacher 3 reflected by saying: 

e ... h , I mean different samples enable students to practice in the 
language with different circumstances. But, I don't think this can 
be possible in my classes because this needs lots of time and 
energy. 

In the same manner, teacher 4 reported: 

"Well...l by myself strongly believe in using variety of language samples in 

grammar teaching but this is possible if I have been given mu ch time and 

encouragen1cnt" , 

Like the other teachers, teacher 5 mentioned that teaching grammar with 

variety of language sa.'TIples is an interesting strategy to let students learn 

grarnmar with good motivation. However, this remains ideal unless I am given 

ample time for preparing such activities. 

Problem of text book syllabuses is another shortcoming that the respondents 

reasoned out as the major problem to practice what they believecr to-..l!e 

essential grammar teaching pedagogy. As is discussed in 4.1.2.7, most English 

language teachers believed that providing meaningful tasks for students in 

grammar teach ing helps stuctents explore both spoken a nd written language. 

f h d ·ct' I .. c · I I' -\ °h.;o b ' Howe'ler, most 0 t em 1 not app Y It In t,lelr c ass aCCOl'r mg) e .. o servatlOn 

finding revealed. For this, teachC't I justified the reason: 
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Tasks containing grammatical structures lead students to perform 
in the language by engaging them in different activities so that they 
could discover new grammar items their own. This fosters learn ing 
grammar by doing through the language. But, the major constraint 
in our context is text book syllabuses. The texts a re not prepared 
in accordance with different tasks. This limits s l uden1.s' 
participation and involvement, and hinders them not to perform 
tasks related to grammar points. 

Besides, teacher 2 reported in the same as teacher 1: 

I think the problem of this is the problem of the activities in the 
textbooks. That is most of the units of English language text books 
of grade 9 and grade 11 contain few tasks and I or no tasks at all. 
Eh ... what I mean is as an English teacher it is very difficu lt to 
reconcile what I believe is right and what I teach. 

Similarly, teacher 3 suggested that providing tasks is the most effective ways of 

presenting grammar that enable students to develop confidence, to create 

cooperative mood, to make interaction and to build problem solving ability 

through the language. However, he said that most of the English language texts 

in secondary schools are not designed with different tasks and inl.Crcs1.ing 

activities. As a result, he fails to use tasks since he is forced to stick on the text 

books. 

Again, teacher 4 tried to reason out this issue by saying: 

Well ... the reason for this is obvious. In my understanding, 
unmotivated and limited activities in the textbooks do not a llow me 
to practice effectively in my classes . Therefore, I choose to remain 
focusing on the activities in the textbooks as the on ly means of' 
grammar teaching. 

Finally, teacher 5 responded that to mal<e students actively invo lve in the 

language, providing tasks for them is important because as they workout the 

tasks, they would learn how to discover grammar items. II' they loose this 

opportunity, th ey would find grammar learning is difficult .Ind boring. BUI, 

these things are not straight forward unless conditions re la ted to textbook 

syllabuses are considered . She said that her implementat lun of theoretical 

beliefs depend on the effectiveness of the textbook syllab uses that is the 

textbooks are not well designed to practice accordingly. 
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CHAPTER FIVE 

5. Summary of the Major Findings, Conclusions and 
Recommendations 

5 . 1 Summary of the Major Findings and Conclusions 

This exploratory survey study investigated the stated beliefs a bout grammar 

instruction and actual classroom practices of forty-two (42) teachers of English 

in four (4) government secondary schools found in Add is Ababa, By far, the 

study sought for answering the following research questions: 

• What kind of beliefs do secondary school English teachers 

possess in grammar instruction? 

• Is there discrepancy between teachers' beliefs and actions? 

Why? 

o The findings reveal that English teachers believed on the importance of 

grammar in language teaching, As the findings of the questionna ire show, they 

-believed that grammar is importan t for language teaching and learning for the 

reason that to speal.;: and to use the language accurately, to know the rules and 

patterns of the language and to construct correct and understandable sentence 

utterances, and in the language skills they believed on the centrality of 

grammar teaching since these language skills are structured through grammar 

and without this the language wou ld be merely on a collection of wo rd s , This 

confirms the views that grammar is the "heart" of a la nguage, the mental 

system of a language , and indeed it is the basis for a set of la nguage skills (i, e" 

listening, reading, speaking, writing and vocabu la ry) (Cook, 1994, Weaver, 

1996, cited in Haregewoin, 2008, and Widodo, 2006), 
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The teachers also believed in paying greater attention to the pedagogical 

grammar teaching strategies in many respects . In this regard, as the results of 

the questionnaire reveal , they believed tha t identifying lea rn er variab les as well 

as instructional variables is important because it assists teachers in deciding 

what degree they ought to deal with grammar in their own classes. 

Similarly, the teachers believed that grammar needs to be taught u sing many 

illustrative examples; it should be taught along with the social dimension of th e 

language use; it should be presented and learned through meaningful co ntexts; 

it should be presented with activities that facilita te natural language learning 

with a variety of language samples, and most importantly, they believed that 

" setting meaningful tasks for teaching grammar is worthwhile because it 

provides learners with the opportunities to experiment with and to explore both 

spoken and written language through the designed tasks and to engage them 

in authentic, practical and funct ional use of the language for meani ngfu l 

purpose as it is indicated in Edward and Willis ( 2005) . Besides, they believed 

that correcting students' gramma tical errors is s ignificant and immediate 

correction of all kinds of errors is not a good way of error correction since there 

are local and global errors for which the globa l one is higher in hierarchy and 

should be corrected a t the velY focus. In the other way round, the teachers 

believed that rela ting the knowledge needs of the learn ing goals, comparing 

how the language works with the other languages and focusing students' 

predictive skills in grammar teaching is important. 

In general, English teachers in this study relatively have good belief abou t the 

importance of grammar instruction to language teaching and they hold positive 

beliefs towards the different grammar teaching strategies. The current theories 

and language teaching philosophies a lso encourages and supports these 

beliefs. However, the observation findings suggest that teachers do indeed have 

a set of complex beliefs system that are sometimes not reflected in their 

classroom practices. As the resea.rcher of th is study observed, except one, most 

teachers used continuous explicit grammar teaching with few or no ill ustrative 
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examples without contexts with the absence of integration of tasks so tha t th e 

students could not get the opportunity to explore grammar rules and to engage 

themselves in authentic, practical and functional use of the language for 

meaningful purposes. Moreover, most of the teachers were trying to correct 

every grammar errors immediately as they appear orally andl or written . This 

shows and proves how some teachers reflected in the interview that a ll 

grammatical errors shou ld be corrected though the majority of the respondents 

in the questionnaire did not react like-wise, and this might indicate their 

natural inclination towards error correction. These all in effect contribute to the 

poor quality of language teaching and learning. 

(' The incongruence of the teachers' beliefs and their perceived pedagogica l 

practices is not without reason . As the interviwees suggested, some of the 

divergences noted above between stated beliefs and actual classroom practices 

include: time factors, problem of textbook syllabuses, bad classroom 

environment and lack of students' interest, lack of facilities in schools and lack 

of scudents' competence in the language. These all in effect contributes to the 

poor quality of language teaching and learning, indeed. 
G 

5.2 Recommendations 

The insights of the findings help for one to understand that teachers' beliefs 

abou t grammar instruction are plainly' good but in most of the CRses, I hcs(' 

beliefs are not practiced in their classrooms. This indicates that theoretical 

principles become blurred in practice. These research findings are similar with 

the findings of the study conducted in west part of Hungary on the topic of 

"From Theoretical to Pedagogical Grammar: Reinterpreting the I~ole of 

Grammar in English Language Teaching" by l"oki Livia (2006) . Therefore, the 

incongruence between belief and practice should be an issue of teacher 

educHtors so that teachers become better equipped to reconcile beliefs and 

practices in order to provide mor,~ effective grammar instruction . 
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The researcher of this study, therefore, suggested the following 

recommendations in order to link the mismatch between teachers' beliefs and 

classroom practices: 

• The results suggest that teachers' theoretically grounded knowledge of 

strategies for grammar teaching is not consistent with their practice. 

Therefore, teacher education programmes should attempt to link 

English language teachers' personal pedagogical knowledge with 

empirica l knowledge. Introducing a course on pedagogical grammar in 

foreign language teacher education wou ld be necessary to bridge the 

existing gap between theory and practice. This happens when the 

course could provide English language teachers with opportunities to 

make sense of the theory of grammar and grammar teaching by 

filtering it through experiential knowledge gained as teachers and as 

learners . 

• Since language is dynamic in its very nature, its teaching demands 

human and material resources . Materials such as carefu lly designed 

textbooks, supplementary materials and others a re mandatory to 

secure effective teaching. Therefore , the schools need to ensure these 

facilities. This may come to effect when collaborative activities are 

esta blished with higher educational institutions a nd NGOS. 

• Being an informed body of educational system, every member or 

schools should take responsibility and develop a sense of 

belongingness towards the attainment of quality education to ease the 

challenges and worsening problems that English teachers usually face 

in order to put their perceived beliefs into practice. To do this, 

teachers and th eir colleagues should discuss each other to a lleviate 

the challenges. If it is above their control, they need to create frequent 

communication with teacher development programmes. 
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Appendices 

Appendix I 

Addis Ababa University 

School of Graduate Studies 

Department of Foreign Languages and Literature 

Questionnaire for Teachers 

Dear Respondents, 

I am conducting a research on Exploring Teachers' Beliefs and Their 
Pedagogical Practices in Grammar Instruction. The following questionnaire is 
designed to collect data for the study. Hence, your response will have much 
contribution to the success of the research work. 

You are, therefore, kindly requested to read each item carefully and give your 
genuine responses . Concerning the information, you give me, I would like to 
assure you that a ll would be kept confidential and used only for the research 
purpose. 

You are not required to write your name. 

Thank You in Advance . 



( 

< 

Table 1 

1. Teachers ' Beliefs about the Importance of Grammar Teaching. 
Indicate Your Answer by Putting a Tick Mark (v") in One of the Boxes in 

Each Item. 

No I Items Response 
~ . , - u 

~ .. ~ bJ) , 
Il .. J ~ - ~ 

~ " :i't'. o .. ~ .. .. .. ~ 

'" • o • 
.... bJ) " = • " . .. is ~ .• 00< < ::> "'''' -

1.1 I believe that grammar teaching 
IS important for langu age 

-i .2 
teaching a nd learning. 
Teachin g grammar rules IS 
important because it enables 
students to apply and use the 

1.3 
English language . 
If stu dents get en ough chance 
of practlcmg using the 
language , they do not need to 

~.4 learn grammar. 
Teaching grammar is essential 
for teaching other language 

I areas such as the skills and 

~--- vocabulary . -
1.5 As far as students a re exposed I 

to communica tive activities In 
the language , there is no way to 

C-:--.,--- teac£l-.E!ammar. 
1.6 In reading, grammar h elps 

learners to comprehend 
(under s tand) ideas through 
sentence relationships. 

1----' 
1.7 To put ideas into intelligible 

sentences in writing, th ere is a 
need to teach gra mmar. -

1.8 In speakin g, grammar fos te rs 
an opportunity for learners to 
produce acceptable utterances 
in the language . 

1.9 Grammar h elps learners to 

I 
combine lexical items (words) to 
form meaningfu l 

I 
I communicative sentences. 
'-----
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Table 2 

2. Teachers' Beliefs about Pedagogical Strategies in Grammar 
Teaching. 

No Items Responses 

>, "d " ~ " <l) " " bIl" <l) :-g 6h § 6h .... u 
bJ) " '" .be.; e.; '0 </) 

.~ 

(fJ <=: "d :> 

2 .1 It is important to identify the type 
of students we teach in gramma r 
class. 

2 .2 It IS necessary to focus on the 
instructional variables such as the 
educational objectives in grammar 
teaching. 

2.3 In grammar class identifying our 
students and focusing on 
instructional variables has little 
value. 

2.4 Grammar should be taught as 
meanmgs with many illustrated 
examples. 

2 .5 It can be effec tive to teach 
gramma r without meaningful 
examples. 

2.6 Gramma r s hould be taught with a 
socially a ppropria te manner as for 
example the teaching of polite 
expressIOns like 'may', 

, 
might', 

etc. 
2 .7 We must have meaningful context 

for grammar teaching 
2.8 In gra lnmar instruction the 

language teaching and learning 
needs to be natural as a child 
learns to use the language. 

2.9 Giving students with a variety of 
language samples IS good m 
gramma r teaching. 

2.10 It is good to include grammatically 
correct sentences to develop both E "ncabulacy and communicaliy, 
activi ties. 

-'--1 
2 .11 Giving a variety of lan guage 
_~ samples in gramma r instruction is 

>''' 
~ " bIl .... r:: bIl 
o '" .b .~ 
(fJ"d 



boring and time con suming. 
2 .1 2 Setting meaningful tasks In 

gramm ar instruction IS better In 
language u se tha n practicing In 
pre-specified forms and patterns. 

2.13 Focusing on meanmg with 
grammatical development as a by-
product IS more advantageous 
than focusing on grammatical 
accuracy with meanmg as a by-

( product. 
2.14 I believe that meaningful tasks in 

grammar instruction provide 
learners with the opportunities to 
explore both spoken and written 
language In auth entic, practical 
and functional use of the 
language. 

2. 15 I believe that there is a probability 
of errors in grammar learning. 

2.16 I believe that grammatical errors 
a re influentia l in English language 
learning. 

2 .1 7 Correction of students' errors IS 
important. 

2 .1 8 Though it is not possible to correct 
every error, there is correction of 
grammar errors being taught at 
the moment. 

2.19 Errors that cause 
miscommunication In the 
language should be corrected In 
grammar ins truction. 

2.20 To teach grammar, it is important 
to relate the knowledge needs of 
the learning goals i.e ., identifyin g 
the purpose for which grammar is 
learned. 

2 .21 I believe In the importance of 
giving opportunities for learners to 
compare how language works with 
other la nguages. . 

2.22 I believe that making students use 
their predictive skills for grammar 
learning facilitates their language 
development. 

, 



Appendix II 

Classroom Observation Checklist 

Date of Observation ___ _ 

Name of th e School ___ _ 
( 

Code of the Teacher ___ _ 

Grade a nd Section ____ _ 

No Items Observed Not observed 
1 Lessons followed m a inly on traditional 

approach , with explicit teaching of 
grammar rules and meanmgs without 
m any illustrative examples. 

,2 Grammar was taught as meanmgs with 
I 

many illustrated exam [l Ies . 

r Lesson consisted of some form of 
communicative activit.ies either as an 
introduction at the start of the lesson or as 
a practice during the lesson. r4 Grammar was taugh t and learned as t natu,,1 languago. 

5 The teacher gave the s tudents a variety of 
language samples. 

I 6 -+ihe teacher provided meaningful tasks to 

~ " plo" grommatical cui" 
7 The teacher focu sed accuracy. 
8 The teacher considered the social concern 

in providing tasks a nd activ ities . 
9 The teach er encouraged grou[l discussion . 
10 Lessons were primarily teacher-centered 

where tea.cher en gaged In giving 
instructions providing expla nation. 

11 Teach er corrected a ll errors. , 
12 Teach er encouraged self and peer 

correction of grammatical errors . 



l 

'. Appendix III 

Interview for Teachers 

l. Most teachers believe that presenting grammar with a variety of language samples is important for students, but they do not practice in the classrooms. What do you think the reasons? 
2. Most English teachers believe that providing tasks for students in grammar 
teaching helps them to explore both spoken and written language, but they do 
not in class. Why this is so? 

3. Many teachers believe that immediate correction of grammatical errors is not 
good, but they are seen correcting every error at the spot. What reasons do you 
suggest? 

4. Most teachers correct grammatical errors by themselves though they believe 
in self and peer correction . What brings this incongruence? 
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