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Abstract
This doctoral thesis examines the grammar teaching practices employed in the Sri
Lankan secondary schools and teachers‘ and students‘ beliefs about these practices.
To date, little research has been conducted in the Sri Lankan context on the practices
of English as a Second Language (ESL) teachers, and their beliefs about these
practices. In many cases, failure in ESL is attributed to methods employed in
teaching grammar which is also a controversial issue in many contexts around the
world. Hence, this thesis examines teachers‘ practices, and their beliefs about these
practices and other pedagogical principles employed in teaching English grammar.
To obtain a more elaborate picture, the thesis also investigates students‘ beliefs about
learning grammar and the methods employed in the classrooms. Finally, the study
examines possible suggestions for improving grammar pedagogy from the
perspectives of the teachers and students.
The study collected data cross-sectionally using the mixed methods approach
employing quantitative and qualitative methods. Specifically, data were obtained
from 61 surveys from teachers, 96 surveys from students, 30 face-to-face semistructured interviews with teachers and 30 face-to-face semi-structured interviews
with students, and 22 classroom observations of grammar lessons. The survey
results were analysed quantitatively, quantitatively and grounded theory was
adopted in analysing interviews and observations. The results from the surveys, the
interviews and observations were triangulated to arrive at the findings.
The findings demonstrate that learning and teaching grammar is a multidimensional
process that cannot be described under the umbrella of one particular pedagogy.
Teachers adopt the Eclectic Approach and context-based pedagogy (Bax, 2003) in
teaching grammar. There seems to be agreement in the students‘ and teachers‘
beliefs about the usefulness of grammar lessons, the techniques employed and the
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use of metalanguage. The majority of the teachers adopts the deductive method in
teaching grammar and both groups of participants advocate its effectiveness in this
ESL context. Moreover, the students find grammar lessons interesting when they are
informed about their usefulness in their learning, and also favour oral activities and
games. Both participants offer useful suggestions and discuss effective teaching
methods

for

grammar

teaching.

These

insights

are

used

to

provide

recommendations for teacher training and ESL curriculum design in the Sri Lankan
secondary schools and other ESL/EFL contexts.
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Chapter 1: Introduction

Chapter One
Introduction
This chapter introduces the current study by outlining its purpose, the background
and context in which the research was carried out. Firstly, the chapter explores the
historical background of Teaching English as a Second Language (ESL) in Sri Lanka,
and the current problems and challenges in ESL. Then it describes current ESL
curriculum and perspectives on grammar teaching, including the main research
findings on teachers‘ and students‘ beliefs as key topics. The chapter then describes
the significance of this study and the initial inspiration. The proceeding sections
illustrate the aims, questions, and the methodology of the research. Finally, the
chapter concludes with an overview of the organisation of this thesis.
1.1.

Historical background, problems and challenges in Sri Lankan English
Education

Even though Sri Lanka has a long history of education which spans 2300 years,
English education began in the colonial period in the late 18th century. Examining
the development of English language education will assist in understanding the
present sociopolitical challenges and teaching methods which is the focus of this
thesis. Sri Lanka was a British colony for more than 50 years until independence was
granted in 1948, which had direct influence on its English language education. The
British education system did not provide equal educational opportunities because it
was divided into two sections: the missionary schools and the vernacular schools.
Missionary schools were fee paying and expensive, and so only students from
affluent families could afford to study in them. English was the medium of
instruction and thus produced English-educated people. In contrast, the vernacular
schools provided free educational opportunities for poor rural and urban people.
The medium of instruction in these schools was Singhalese (the mother tongue of the
majority). The main goal of the vernacular system was to provide basic literacy and
numerary skills. Therefore, students who were graduating from vernacular schools
had limited opportunities for employment because of the poor quality of their
education. Hence, the majority was generally not happy with the prevailing system
1
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of education because it did not provide equal educational opportunities; instead it
divided society into two major classes: the English-educated, thus privileged, and
the non- English educated, thus underprivileged.
Another concern was the dominance of English language in the entire country.
Education ministers and educational practitioners thought that English would result
in the death of the Sinhalese language. Singhalese is only spoken in Sri Lanka and it
is a language which belongs to the family of ‗Indo Aryan‘ languages, such as Hindi
and Punjabi. Like all other languages, it has been subjected to change over time, due
to long periods of contacts with Tamil (a Dravidian language spoken by the minority
ethnic groups) and other colonial languages such as Dutch, Portuguese and English
(Gair, 1998). It is one of the endangered languages in the world today.
As a consequence of the dominance of English, in 1953 a new education reform was
established with the initiation of the Minister of Education, late Hon. Mr. C. W. W.
Kannangara, to provide a strong policy for equal education. According to this
‗Kannangara reform‘, a policy was imposed to provide education in the medium of
Singhalese/Tamil. English was taught only as a second language in all schools. Free
education for all was another policy that was introduced in this reform. Therefore,
the missionary schools were absorbed into the government education system and
education was provided to all free of charge and the reform was thus known as the
‗free education scheme‘. This scheme was one of the major milestones in the history
of education in Sri Lanka, and it impacted greatly on the quality of Sri Lankan
education.
The ‗free education scheme‘ has had its pros and cons. It was well intentioned, it is
one of the major reasons for higher literacy rates for Sri Lanka (91% in 2007,
according to Perera, 2007), and it attempted to provide equal education opportunity
for Sri Lankans irrespective of their class because of the free education policy.
However, there have been practical problems with the scheme (Perera, 2007).
Despite the quantitative expansion, it has threatened the quality of education. Perera
(2007, p. 66) remarks:

2
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The free education scheme, change of the medium of instruction to mother
tongue and other welfare measures resulted in an unprecedented expansion
in the number of students, teachers and schools in Sri Lanka. The
qualitative development however, did not match the quantitative expansion
of the education system. Quite wrongly it was perceived that the qualitative
shortcomings were a result of the expansion of educational opportunities.
Indicators that were considered to suggest that decline in quality were,
widening disparities in the performance of schools, high repetition rates, and
low performance in tests in literacy and numeracy in primary children and
in the G.C.E. (O/L) examination with its percentage of failures in
Mathematics.

There are multiple reasons for the decline of education quality. As Perera (2007)
notes, one of the main reasons is the lack of sustainable economy which has had
various consequences. Poor economic growth has resulted in low wages for
teachers and other education administrators, and lack of resources or ‗quality
inputs‟ for teachers to create effective learning environments (Perera, 2007).
Additionally, other reasons included impractical promotion policies for teachers
and education administrators, weaknesses in monitoring processes in all levels of
education administrative zones, the examination based education system, the
highly structured curriculum that would cater to the needs of the minority
(Udagama, 2001), and other areas that are not so far investigated.
Similarly, English Education in secondary schools and tertiary institutes in Sri Lanka
underwent a number of improvements but also faced many challenges due to the
various contextual, socioeconomic and cultural factors mentioned above. First, the
free education scheme enhanced English education by bringing a policy to teach
English as a second language in all schools. Some other ESL policies, measures and
constitutional changes were:
 a policy to teach English from grade three to thirteen as a second language.
 opening up government-funded teacher training colleges to improve nonnative English teacher quality by providing training programmes.
3
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 implementing several curriculum reforms on different occasions to
improve the quality of ESL pedagogy.
Despite these improvements, since 1953, teachers and students have had to utilise
several pedagogical approaches and teaching materials (e.g. textbooks, teachers‘
guides, syllabuses) recommended by the Ministry of Education (MOE) until 1982.
In 1982, the National Institute of Education (NIE) was established to support the
MOE to raise the quality of education for all subject areas. Currently, the NIE and
the MOE work collaboratively in education policy planning and curriculum
implementation. The curriculum underwent a series of changes.
 A reading based approach and the grammar translation approach were
employed to teach English in the 1960s and 1970s. Typical learning
activities were reading comprehension, vocabulary and grammar.
 The Communicative Language Learning Approach (CLT) was introduced
in the 1980s, as in other Asian countries such as India, Malaysia and China.
 In the 1990s the curriculum was changed and materials were reviewed, and
an approach based on all four skills was used in ESL. This approach
highlighted the importance of integration of all four skills, including
grammar.
 Another reform was introduced in 2007 and highlights the importance of
using the Competency Based Approach (CBA) in all subject areas, including
English.
 Currently, secondary schools also trial the content-based approach by
teaching three subjects in English medium (English literature, science and
mathematics) in some 1AB schools from grade six onwards, to children who
wish to study in an English bilingual education stream.
Despite the fact that the above measures were well intentioned, English education
has not seen to date any significant improvements (according to statistics of
Ordinary Level examinations by the Department of Examination). Instead, demand
for English education has risen dramatically because of people‘s favourable attitude
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towards it, and the socioeconomic and political value of English language. English
has become the global language (Crystal, 1997; Fishman, 1998; Borjars & Burridge,
2010) not because of its structural richness or linguistic factors but because of the
political, economical, and cultural power that English holds as a language.
According to Fishman (1998) ―both the global supply of and the demand for English
instruction are exploding‖ (p. 26).
Hence, at present, Sri Lanka requires a strong workforce that is competent in
English. The recent ethnic crisis highlights the importance of English as a link
language that facilitates communication between the majority and the minority, who
use Singhalese and Tamil respectively. As a result of the higher demand for English,
the private sector has seen the development International schools which conduct
classes only in English medium. International schools are expensive and only a
limited number of people can afford to send their children to these schools.
Moreover, there is high competition for admission to popular government secondary
schools located in the major cities, for better quality of education including English.
Thus, the current division between private and public English education can lead to
the schism seen in 1953 when people were socially divided based on their English
education. Hence, government schools need to take necessary measures to compete
with international schools to avoid the divide.
Therefore, this situation has challenged the role of teachers in all schools (both rural
and some urban schools with very limited facilities). The whole secondary education
system currently experiences several challenges in regard to ESL.
 To increase the success rate of students passing English at Ordinary Level
examination: passing English is a requirement for many employers today.
Currently, according to statistics of the Department of Examination only 3036% of students pass English at this examination level.
 To empower students with English communication skills to achieve better
results in all subject areas (to use the internet and books).
 To improve the quality of teaching and learning environments in classrooms
by empowering teachers with effective skills for teaching.
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 To provide better learning materials for students to enhance quality
education.
To date there is little research into Sri Lankan ESL practices, and therefore this study
investigates teachers‘ and students‘ beliefs of the ESL curriculum and current
practices. This research will constitute the first evaluation of ESL practices seen from
the perspectives of teachers and students who are major contributors of the learning
and teaching context. This study will focus on teachers‘ and students‘ practices and
beliefs in regard to learning and teaching ESL grammar in the senior secondary
classrooms (grades 10 & 11). Hence, the next section will provide an introduction to
the current research and issues in grammar instruction.
1.2.

Perspectives of grammar pedagogy and the ESL curriculum

Grammar teaching has been a crucial determinant of ESL pedagogy in many
contexts, and the controversial issue of whether or not to include grammar
instruction has greatly influenced teaching pedagogy (Doughty & Williams, 1998;
Ellis 2006b). ‗No grammar‘ and ‗back to grammar‘ are examples of policy changes
implemented in ESL. For example, CLT in the 1980s eliminated grammar instruction
to focus more on communication. Under early CLT, the focus on forms (deliberate
discussion of grammar) was considered to be ineffective and therefore it was
recommended that grammar should be taught in context with little attention to
terminology. This pedagogy focused highly on the improvement of communicative
skills rather than grammatical accuracy. However, research discussed the weak and
the strong versions of CLT, which involved no or little grammar respectively in their
definitions of CLT. Grammar was reinstated in ESL worldwide and this seems to
have affected policy planning. Similarly, in the late 1990s, Sri Lankan policy planners
considered that the quality of English was declining because of lack of focus on
grammar in CLT, and therefore it was assumed that the explicit form-focused
grammar is useful for accuracy of production. Hence, the ESL curriculum and
materials were renewed to include a skills-based approach with more explicit
instruction in grammar and focus on four language skills.
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The current Sri Lankan ESL curriculum highlights and adopts the Competency
Based Approach (CBA) in ESL in the secondary curriculum for a students‘
participatory-based approach focusing on competencies. Thus, being able to use
English grammar is considered to be a competence (see Appendix 8 for the list of
focused competencies in CBA). The current student textbooks incorporate separate
grammar lessons which include metalanguage apart from the skill-focused teaching
and learning. However, critics believe that in spite of these curriculum changes and
new principles of teaching, teachers practise traditional approaches to grammar
teaching and this has resulted in poor English quality. The following is an extract
from a speech delivered by Sunimal Fernando, Presidential Advisor and
Coordinator of the Presidential Task Force on "English as a Life Skill" at the General
Convocation of Aquinas University College, Colombo in 2008.
When the language is delivered through a structure, grammar and
translation approach to learners from non-English speaking homes and
environments such as those from Sinhala and Tamil speaking rural homes, a
fear of English grips the learner ......this is why we have the paradox of
21,000 teachers and over 4000 tutoring institutions producing but a
dreadfully small talent pool of employable English speakers in our country.
Sunimal Fernando (Daily News, October 29 2008)

As seen in the above extract and criticisms and suggestions of writers such as
1Douglas

King, Peter Melvin, Vijaya Jayasuriya and many others English education

faces problems in language teaching methodology and poor quality of English
teachers in Sri Lankan schools. Quintus Perera (The Island on line) in his article
presents a number of challenges that a teacher confronts in teaching English to
children from non-English speaking backgrounds with limited skills and
competency in English. These findings are speculative because there were no
research studies conducted to investigate the practices of teachers, instead it is
assumed that teachers adhere to all changes and follow new recommendations: the
1

Due to lack of research papers published in ESL in Sri Lanka, newspaper articles were used in this thesis as a
source to discuss current debates in ESL. However, these writers are officials who work closely with the
Ministry of Education Sri Lanka as Education consultants or directors or teachers which enhances reliability of
these sources.
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teachers‘ voice is not heard. It is also evident from the above discussions that the role
of grammar has been a contentious issue in the ESL curriculum in Sri Lanka and in
the world. These views have generated confusion and doubt in the ESL practice.
Therefore, this research study takes the first step in this controversy by investigating
teachers‘ practices and their beliefs about these practices. It also investigates
students‘ views about these practices to offer a more in-depth of the problem. This
research is a first attempt to explore the current teaching practices in Sri Lanka,
looking specifically into grammar teaching pedagogy. This will throw considerable
light into challenges in the Sri Lankan ESL system and issues in relation to the main
topic.
1.3.

The contribution of the studies of teachers’ and students’ beliefs

Current research studies have raised the importance of teachers‘ and students‘
beliefs in defining and organising a particular pedagogy, especially in grammar
teaching (Borg, 2006; Borg & Burns, 2008). The most significant challenges entrusted
upon teachers today are the decisions regarding curriculum design and instructional
design that would suit their students to progress better in their learning process. If
teachers‘ beliefs govern their behaviour, how do they react to the current pedagogy?
How do they actually behave? What constitutes their belief systems? The answers to
these questions would indeed contribute to the understanding of contextual factors
that govern a particular pedagogy. On the other hand, teacher language awareness
and knowledge also impact on their instructional decisions (Andrews, 2003; Borg,
2006). Many studies imply that teacher training has to be effective. McCutchen et al.
(2002) found that teachers‘ knowledge can be enhanced through effective teacher
training. Moreover, an effective teacher training that allows teachers to engage in
reflective practice will result in teachers adopting successful pedagogy that
maximises student engagement (Farrell, 2007). Hence, this study undertakes the
examination of teacher and student beliefs in secondary schools to provide an
understanding of current practices.
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1.4.

Significance and contribution of the present study

This study contributes to the Sri Lankan ESL teaching in a number of ways. Firstly,
there is little research to date on the Sri Lankan context in the field of ESL and policy
makers uncritically adopt principles and methodologies from the western contexts.
The MOE and the NIE collaborate with other countries such as Malaysia and India in
order to improve the ESL pedagogy and the curriculum, without appropriate
evaluation measures or examination of the context. Therefore, this study will be the
starting point for exploring current teaching practices and attitudes of teachers and
students. The current study is a form of curriculum evaluation of secondary school
ESL grammar teaching, thus it will offer opportunities for curriculum development.
On the other hand, most studies in grammar teaching have been conducted with
adult learners who study in English speaking countries, and who have much
exposure to English, and so their English language competence is reasonably good
(Schulz, 1996, 2001). Borg (2006) sees the uniqueness in the way teachers are
influenced regarding their professional practices in Hayes‘s (2005) study conducted
in Sri Lanka. Hence Borg (2006) emphasises the importance of exploring the
―unexplored contexts‖ (p. 100) especially non-native speaker teacher beliefs. Hayes
(2005) included only three teacher educators from Sri Lanka, and thus it does not
necessarily represent Sri Lankan teacher beliefs and practices. Hence, this study
extends the area of research by discussing the results from secondary schools in a
developing country where there is little or no exposure to English at all. Similarly,
most students who learn French or Japanese or any other foreign language in
Australian high schools would have a comparable kind of exposure to their target
language.
Moreover, this study continues research on teacher and teacher beliefs that has been
considered influential in grammar teaching (Borg, 2006). The validity of this study is
enhanced through the exploration of the students‘ views based on grammar learning
and teaching. Some studies have shown that there are mismatches between what
teachers believe and students want (Hawkey, 2006; Lima & Fontana, 2007). Hence,
the present study is unique in its design as it is an inquiry into the beliefs and views
9
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of both teachers and the students in the context. There have been few research
studies that examine what students believe about grammar teaching and learning
(Schulz, 1996 & 2001). It was assumed that inquiry into students‘ beliefs would
provide a better understanding and insight to the topic.
On the other hand, this study will expand the debate on grammar teaching by
paying attention to some interesting questions raised by Ellis (2006b) in one of his
seminal works. Ellis (2006b) notes the importance of investigating different issues in
grammar teaching such as techniques involved in teaching and types of grammar
(see detailed analysis in chapter 2). Thus, the findings of this study will provide
some answers to the questions from the perspectives of the teachers and the
students.
Overall, it is expected that the findings of this study will contribute to the
improvement of teacher-training programmes in Sri Lanka and other similar
contexts where English is taught as a second language. The findings would also be
beneficial for pedagogical grammar textbook/coursebook writers.
1.5.

Aims of the research and the research questions

As mentioned earlier, this inquiry begins with an interest in developing the
standards of pedagogical grammar in acquisition poor environments where English
is not widely used in communication. The inquiry into the teaching methodology
and the materials may bring forth implications for better teaching methodology and
materials to improve achievements in learning English in the secondary grades,
where the learners begin to develop their drive and motivation for learning English.
Therefore, the study first examines the practices and then inquires into the teachers
and students perspectives towards those practices. The research questions are:
1. What are the current practices in regard to teaching grammar?
2. What are the teachers‘ beliefs about grammar teaching?
3. What are the students‘ beliefs about the practices in grammar teaching?
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4. Are the teachers‘ beliefs about grammar teaching compatible with the
students‘ beliefs?
5. What are the teachers‘ suggestions for improving grammar teaching?

1.6.

Methodology

The study employed a mixed methods approach in order to allow triangulation to
occur in the analysis to improve the validity and the reliability of the findings. The
study obtained data from 96 student surveys, 30 interviews with students and 61
teacher surveys, 30 interviews with teachers and 22 classroom observations from
teachers. The teachers had more than five years teaching experience in the secondary
school, and the students who participated in the study were studying in grade 12
and had obtained at least a credit (scored over 50) in English in the 2007 Ordinary
Level examination and thus, they can be considered good language learners. The
data were analysed through both quantitative and qualitative methods: particularly,
grounded theory (Strauss & Corbin, 1990) was used in order to organise the results
emerging from the interviews with the teachers and the students which were
relatively long and rich in content. Triangulation of data was used to enhance
validity and reliability and minimise the constraints of each data collection method
(Michelle, 1986)
1.7.

Overview of this thesis

This thesis is organised in such a way that readers are acquainted with the
components of the research study. It consists of seven chapters including this
introduction. Chapter 2 provides the literature review identifying the factors that
determine and directly influence pedagogical grammar, and it provides an overview
of grammar teaching in ESL outlining some problems and gaps in order to justify the
need for this study. Chapter 3 outlines the methodological framework adopted, and
discusses the instruments used in the data collection and analysis. The key findings
derived from teachers‘ and the students‘ data are separately presented in Chapters 4
and 5, illustrating and highlighting the significance of the results derived from each
of the research instruments. This presentation will help the process of triangulation.
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In Chapter 6, the results are further discussed in-depth in relation to the research
questions, and therefore, the chapter will illuminate the key findings of this study.
Finally, Chapter 7 summarises the key findings and provides implications for further
research. It also discusses some limitations of this study.
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Chapter Two
Literature Review
The main purpose of this chapter is to review the literature and discuss the theories
and concepts relevant to the present study. Therefore, this chapter, firstly, defines
the concept of grammar and illustrates the characteristics of different paradigms of
grammar that emerged with the evolution of language teaching theories. Secondly, it
describes the role of grammar teaching within popular ESL teaching approaches.
Then, this chapter briefly discuses dilemmas in grammar teaching and
metalanguage while introducing grammar teaching methods and grammar practice
activities as identified in ESL literature. The next section analyses the impact of
teacher cognition research (teacher beliefs and teacher language awareness) and
learners‘ beliefs in grammar teaching. Then it provides a brief description of issues
in relation to curriculum design, syllabus design and evaluation in ESL. Finally, this
chapter summarises the main points of this literature review by highlighting the
contribution of this study. Figure 2.1 below demonstrates the main paradigms that
impact on pedagogical grammar which will be addressed in this literature review.
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Figure 2.1: Paradigms that impact on grammar teaching pedagogy
2.1

Defining of grammar and grammar paradigms

The term „grammar‟ is important in the discussion of language learning and teaching.
Defining grammar can be a challenging task because the meaning can vary based on
the context it is used. According to the Collins English Dictionary, ‗grammar‘ means
―the rules of a language that show how sentences are formed or how words are
inflected‖ (p. 326). Hence, grammar is the base or the skeleton of a language, which
may differ from language to language. Grammar describes the way words
(morphology) and sentences (syntax) are formed in a particular language (Lock,
1998). Thus, native speakers of a language know whether a word or group of words
makes sense to them. Harmer (2001) points out that communication can be
hampered when these grammar rules are violated and this results in
miscommunication because grammar is associated with meaning. Therefore, one
should grasp the grammar of a language in order to hold a successful conversation.
Hewings and Hewings (2005) argue that even though ―the grammar of a language
gives an account of the sentence structures that are possible in that language‖ (p. 50)
it may have ―different connotations for different readers‖ (p. 50) based on the
context. This indicates that the definition of grammar can vary according to the
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context. Admittedly, the definition of grammar is influenced by the different
paradigms discussed below. For example, a linguist may want to provide a
sophisticated definition whereas a language teacher may look for a simple definition.
Hence, in simple terms ―grammar is a way of describing how a language works to
make meaning within a particular culture‖ (Derewianka, 1998, p. 1).
The emergence of linguistic and language teaching theories has resulted in changes
in the perspectives of grammar and how it should be handled in second language
teaching (Tomlin, 1994). The following paradigms were developed in the history of
language teaching and they define grammar in distinct ways:
1.

Prescriptive grammar vs. Descriptive grammar

2.

Traditional grammar

3.

Structural grammar

4.

Transformational generative grammar

5.

Functional grammar

6.

Pedagogical grammar

An examination of the significant features of these above paradigms is an important
background for understanding grammar teaching.
2.1.1 Prescriptive grammar vs. descriptive grammar
Prescriptive and descriptive grammars are two dichotomous paradigms that were
developed historically. Prescriptive grammar prescribes grammatical rules and
describes the grammaticality or ungrammaticality (correctness or incorrectness) of
the utterances or sentences of a language, while descriptive grammar focuses on
what is acceptable or less acceptable or unacceptable (Hewings & Hewings, 2005).
Thus, prescriptive grammar is based on how language should be used and
descriptive grammar is based on how language is used in reality (Berk, 1999).
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According to the principles of prescriptive grammar, language change is impossible.
For example, traditionally, the Koran prescribes what is correct for classical Arabic,
and purity is maintained by adhering to the rules of the language. Some English
grammarians have attempted to maintain the quality of Standard English by
providing strict, set, and prescriptive rules of grammar. For example, Quirk et al.
(1985) discuss prescriptive grammar of English in their publication A Comprehensive
Grammar of the English Language. However, critics of prescriptive grammar argue that
language rules change due to constant variation in the way speakers use languages,
and therefore language change is inevitable. For instance, English, which is the
‗lingua franca‘ in many parts of the world, has been subject to changes (Crystal,
1997). Hence, Berk (1999) states that a ―prescriptive approach to grammar is
ubiquitous and old‖ (p. 1). As a consequence, descriptive grammar, with its
emphasis on how languages are used in contexts, has gained in popularity today.
Descriptive grammar highlights the accuracy of a sentence or a form based on how
and where it is used. For example, the meaning of the word ‗pen‘ would entirely
depend on the context that it is used: see the examples below in figure 2.2.
a) I am writing with a blue pen
b) The hen is in the pen
c) I do pen these words to say extremely sorry for what
happened

Figure 2.2: Different contexts where the word ‘pen’ might occur
The above example shows that meaning and the grammatical categories of the word
‗pen‘ vary based on the context it is used. Descriptive grammar attempts to explain
contextual variation of grammatical structures. However, it is important to note that
native speakers also make grammatical mistakes when they are not aware of the
usage and acceptability of certain grammar rules (Folse, 2009), and therefore Folse
(2009) argues that grammar is important for both the native speaker teacher and the
ESL teacher.
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In reality, teachers may not isolate prescriptive grammar and the descriptive
grammar in their classroom teaching. Huddleston & Pullum (2002) mention it is
difficult to imagine a situation where these two paradigms are not combined. They
believe that that both are useful and could be complementary. Huddleston & Pullum
(2002) also argue that grammar books can be both prescriptive and descriptive.
However, they emphasise the need for distinguishing between standard and nonstandard English as well as informal and formal usage of a particular grammatical
structure, rather than paying attention only to ‗correct‘ or ‗incorrect‘ sentences.
Therefore, it could be argued that both paradigms are useful in ESL classrooms and
that teachers need to be aware of the differences and limitations.
2.1.2. Traditional grammar
Traditional grammar is prescriptive and is widely used in grammar teaching
internationally. It is concerned with labelling the parts of speech in sentences. It
attempts to parse sentences and explains how words should be used in sentences. It
explains word order and type of words, attempting to give particular definitions
based on where words are used in sentences. See the example figure 2.3 below:

Subject

Predicate

Police searched the neighbourhood for several hours

Noun

verb

article noun preposition adjective noun

Figure 2.3: Labelling parts of speech as in traditional grammar (adapted
from Derewianka, 2001, p. 246)
As seen in the above example, traditional grammar analyses and defines the parts of
speech. Therefore, traditional grammar was widely used in teaching a second
language, especially in the Grammar Translation Approach (see section 2.2. of this
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chapter) and it is still used in language teaching methods in some contexts
(Derewianka, 2001).
Despite the criticisms posed against traditional grammar, it has its advantages and
disadvantages in language teaching (Sheen, 2006; Horan, 2003). Sheen (2006) and
Horan (2003) claim that it offers the learners some understanding about the
language, basically the parts of a sentence, and also enables them to learn about
simple structures that can be generalised. Traditional Grammar helps both teachers
and learners of EFL (English as a Foreign Language) and ESL by allowing them to
develop the language structures. Horan (2003) suggests that traditional grammar
plays a vital role in teaching even today. On the other hand, sometimes, traditional
grammar loses its importance in modern language teaching discussions where
language is considered dynamic and subject to change over time. It does focus
basically on form and it ignores language functions and meanings. According to
Hewings and Hewings (2005), it limits the ―acknowledgement of the relationship
between‖ (p. 42) grammar and context. Therefore, its opponents argue that
traditional grammar is less effective in the classroom where different Englishes are
respected rather than the so-called ‗Standard English‘ (Derewianka, 2001). However,
it is important to note that many ESL contexts may prefer to teach the Standard
English than a substandard variety of English. Therefore, condemnation of
traditional grammar is questionable.
2.1.3. Structural grammar
While Traditional Grammar describes how languages should work, structural
grammar describes how languages work in reality, both in written and oral
language. This grammar is concerned with how words go into phrases and phrases
into sentences describing smaller units (phonemes, morphemes and words) and
larger units (phrases, clauses and sentences) of a language. Like in Traditional
Grammar the structuralist does not discuss units in isolation but discusses them in
relation to sentences or how they are used in a sentence. When structural grammar
is used in ELT, specific structures, substitution tables, structure drills and pattern
practices are common in the classroom (Cook, 2001; Derewianka, 2001).
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Structural Grammar also has its advantages and disadvantages in language teaching.
One major advantage is that it complies with the descriptive paradigm. It also
emphasises the importance of spoken language as a data source and encourages the
use of authentic language (Derewianka, 2001). On the other hand, the scope of
structural grammar is vast and it focuses on the entire language system. It also does
not explain similar structures which can have two meanings: e.g. ‗he was killed by
midnight‘; ‗he was killed by the enemy‘ (Derewianka, 2001, p. 250). While traditional
grammar highlights the importance of the parts of speech, the structural grammar
shows the importance of structural patterns, but both ignore the functions and
meaning of sentences.
2.1.4. Transformational generative grammar (TG)
Chomsky‘s (1964) concept of universal grammar provided some insight into the
common characteristics of all human languages. Chomsky showed that human
languages share common properties. This idea gave rise to the emergence of
transformational generative grammar. ―Generative means that the description is
rigorous and explicit‖ (Cook, 1988, p. 24) and this type of analytical approach
questioned the usefulness of traditional grammar. The generative theorists pointed
out that syntactic description which is the main focus of structural grammar is
inadequate or insufficient to explain real language. They claim that structural
grammar only focuses on the surface of a sentence. Nevertheless, language
description should be absolutely explicit as learners have to understand the
meanings of all the constituents of a sentence (Thompson, 1996).
TG analyses language structures further and introduces two different structures in a
sentence: the deep and the surface structure.

Deep structure is identified as a

universal feature which is common in all human languages and is said to be
programmed in the human brain. So learners‘ innate ability to recognise rules in the
target language is known as ‗competence‟, and competence is facilitated when
learners are exposed to target language and it eventually converts to „performance‟.
Chomsky‘s innate hypothesis highlights that small children are capable of learning a
language better than adults.
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However, it is seen that that the TG approach is more complicated for L2 learners
and it is not widely used in ELT teaching. However, Chomsky‘s description of
‗innateness or innate ability‘ Chomsky (1968) to learn a language fuelled
communicative language teaching, because CLT exposes students to a rich linguistic
environment where it is expected that learners process language automatically.
2.1.5. Functional grammar
Functional grammar is another paradigm and was developed by Michael Halliday
(1994) and his colleagues. This grammar shows different directions to language
learning and it shifts emphasis to the meaning of a language in regard to the context
it is used. The following metafuctions are shown in Halliday‘s (1994) functional
approach.
1. Ideational function
2. Interpersonal function
3. Textual function
The grammar of a language would change based on the above functions, that are
unique in different texts and interactions. Each of these functions is demonstrated
through grammatical and lexical features. The unit of analysis is the genre which
combines a unique set of grammatical features that serve each of the above
functions. Students analyse the ways grammar is employed in different genres to
express a variety of ideological functions. This analysis of functional grammar has
fuelled the communicative language teaching approach, and it is applicable in the
present education system (Thompson, 1996) especially in Australia. Lock (1996)
argues that grammar of a language should not only focus on language structures
and grammatical categories but also show ―what they are for and how they are
used" (p. 3). This functional approach regards language as a social phenomenon, and
it has impacted language teaching programmes in different parts of the world
(Derewianka, 2001). This approach to grammar gave rise to the functional notional
and English for specific purposes syllabi in the 20th century.
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Hewings & Hewings (2005) argue that functional grammar is one of the best
paradigms of grammar as far as context is concerned. They state:
Context, then, is at the centre of SFG (systematic functional
grammar). Everything that is read or written is viewed as occurring
within a context of use, and over time the uses of language are seen to
shape its formal system. Interplay between language and context is
also highlighted in SFG. Not only is language influenced by the
context in which it is used, it is also considered to influence that
context.
Hewings & Hewings (2005, p. 51)
Tomlin (1994) examines the usefulness and limitations of functional grammar as an
option for pedagogical grammar. He shows that functional grammar is the best
option available for language teaching but requires careful planning when designing
pedagogical tasks. However, there are some criticisms against functional grammar,
especially in language teaching. It is difficult to incorporate this grammar when
using traditional form-focused teaching as sequencing and grading of functions and
notions cannot be controlled easily (Derewianka, 2001).

This approach is also

complex and many teachers find it difficult to utilise in teaching.
The development of grammar paradigms has had a positive impact on practitioners
and researchers because it helped them to think in several directions. Nevertheless,
in real life practice of teaching grammar, practitioners are confused and bewildered
as there is no clear conclusion for which type of grammar to be used in classrooms,
and how. Some believe that functional grammar is ideal for the language teaching
classroom (Tomlin, 1994) while others hold different views about the usefulness of
each of the paradigms. Therefore, there is a tendency for practitioners to select
according to their own beliefs. As a result, uniformity across a system or in a context
can be highly problematic, especially when the aim of language teaching is
successful language learning.
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2.1.6. Pedagogical grammar
The term pedagogical grammar is commonly used to distinguish grammar used in
classrooms from the grammar discussed in linguistics. It describes how grammar is
used by language teachers and learners in learning and teaching grammar in
classroom contexts, and this includes materials, descriptions, explanations, examples
and exercises used by teachers and learners (Derewianka, 2001). Driven (1990)
defines pedagogical grammar as ―a cover term for any learner or teacher-oriented
description or presentation of foreign language rule complexes with the aim of
promoting and guiding learning processes in the acquisition of that language‖(p. 1).
Additionally, Nunan (1991) points out that pedagogical grammar may reflect
theoretical underpinnings which ―do not necessarily follow a particular grammatical
theory or school of thought‖ (Nunan, 1991, p. 153). Little (1994) identifies
pedagogical grammar as ―a slippery concept‖ (p. 99) and shows that it may involve
pedagogical process, pedagogical content and a combination of process and content.
It is assumed that in language teaching pedagogy, that understanding of the
grammar of a language helps to develop one‘s grammatical competence, and that
facilitates communicative competence – and thereby automaticity, where one is able
to use the language with some ease and speed (Clark & Clark, 1977), is developed.
Ellis (2006b) identifies some key concerns related to pedagogical grammar and
provides a compact definition of grammar teaching:
Grammar teaching: involves any instructional technique that draws
learners‟ attention to some specific grammatical form in such a way that it
helps them either to understand it metalinguistically and/or process it in
comprehension and/or production so that they can internalize it.

Ellis (2006b, p. 84).
Therefore, pedagogical grammar is a complex concept drawing on both process and
product. Pedagogical grammars are eclectic, and therefore Celce-Murcia & LarsenFreeman (1999, p. 7) argue for a ‗multifaceted approach‘ to grammar teaching where
teachers could use different techniques for the three dimensions of teaching
grammar: the form, meaning and use. Nevertheless, many contexts where
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pedagogical grammar is a high focus do not specifically define the type of grammar
(discussed above) that has to be used in classroom teaching. Therefore, the
definitions above bring about teaching implications and questions concerning which
grammar paradigm which is more useful to students. However, there is limited
research in this area. Moreover, there are different factors that influence the learning
of target grammar, such as learners‘ knowledge of other languages, that influence
the acquisition of grammar (Larsen-Freeman, 2009).
However, one of the most frequent concerns today is how grammar is taught (Ellis,
2006b). Grammar teaching and learning has ―customarily been thought of as the
most daunting and unpleasant part of language learning‖ (Little, 1994, p. 120) and
therefore researchers and applied linguists propose different methods to teach
grammar to make it effective and interesting to ESL learners. Hence, most ESL
contexts attempt to specify the approaches /methods/techniques/tasks or activities
that are effective in grammar teaching. Hence, the next three sections provide an
overview of approaches, methods and grammar practice activities that have been
used by modern language teachers and researchers in their grammar teaching.
2.2.

The place of grammar teaching in ELT approaches

Before beginning this discussion, it is important to clarify and define terms that can
be confusing and ―somewhat vague‖ (Harmer, 2001, p. 78). Some authors use the
terms ‗method‘ and ‗approach‘ as equivalent terms, while some (Richards, 1985;
Richards & Rodgers, 1991; Harmer, 2001) distinguish them. Generically, an
‗approach‘ includes the description of the nature of language and the nature of
language learning. In other words, the approach accompanies the theory of language
learning along with the principles of language teaching, while the term method is
―an umbrella term for specifications and interrelations of theory and practice‖
(Richards & Rodgers, 1991, p. 16) and ―it is the practical realisation of an approach‖
(Harmer, 2001, p. 78). Therefore, in that sense, the approach and the method are
different but can be overlapping or ―more or less compatible‖ (Celce-Murcia, 2001, p.
9). This thesis uses the term ‗approach‘ to discuss ESL teaching methodology and the
term ‗method‘ will be only used to discuss grammar teaching styles and procedures.
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There is a number of approaches and methods that evolved with innovations in
Second Language Acquisition (SLA) research and theories of second language
learning (ESL), and which have had strong impact on ESL and grammar teaching.
The history of Second Language teaching goes back to the 16th century when Latin
was taught as a subject in Grammar Schools in England. Children in these schools
received a thorough introduction to Latin grammar which they had to learn by heart.
Apart from this kind of rote learning, students studied Latin through declensions,
conjugations, translations, practice writing sample sentences, and using bilingual
texts (Kelly, 1969; Howatt, 1984). However, contemporary language teaching
developed as an independent area towards the end of the 19th century and at the
beginning of the 20th century (Brown, 2007). The following are some approaches
developed in the course of ESL and which have been widely used in many ESL
contexts. This section of the chapter will specifically discuss how these approaches
have viewed the concept of grammar teaching. It illustrates how grammar teaching
has become more challenging in the light of the numerous ESL theories and
concepts. The most prevalent ESL approaches are:
1. Grammar Translation

12. Eclectic Approach (EA)

Approach

13. Post Method Pedagogy

2. Direct Approach

14. Context Approach

3. Reading Approach
4. Situational Language
Teaching
5. Aud

~iolingual Approach

6. Suggestopedia
7. Competency Based Approach
(CBA)
8. Communicative Approach
(CLT)
9. Natural Approach
10. Content Based Approach
11. Task Based Approach
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One of the oldest among all is the Grammar Translation approach. Its methodology
was characterised by the techniques used in teaching Latin in the 16th century. The
main aim of language teaching is to develop reading skills of the target language.
Larsen-Freeman (2003) recognises that this pedagogy focuses on reading literature in
the target language. Early Latin learners only needed to read and write Latin. Hence,
there was little attention to speaking and oral skills. The students‘ native language
was the medium of instruction. The typical classroom activity with the Grammar
Translation approach was to translate sentences from mother tongue to the target
language (Larsen-Freeman, 2003). Therefore, this approach facilitated learning
through comparing and contrasting aspects of target language with first language, as
language learning was simply equated with grammar learning. ―In most Grammar–
translation texts, a syllabus was followed for the sequencing of grammar points
throughout a text, and there was an attempt to teach grammar in an organised and
systematic way‖ (Richards & Rodgers, 2001, p. 6). However, the usefulness of this
method has later been critiqued due to its lack of focus on speaking and its exclusive
focus on grammar. Nonetheless, some characteristics of this method are still
practised in current teaching programmes especially in the teaching of grammar.
The direct approach revolutionised the grammar translation approach by critiquing
its main inconsistencies. It recommended that classroom instruction should be
exclusively in the target language. Thus, the use of the mother tongue was highly
restricted, expecting natural learning to take place. The main emphasis was on
teaching correct pronunciation and grammar. Grammar was supposed to be
acquired inductively (Larsen-Freeman, 2003). The teachers were native speakers who
were fluent and the students were supposed to acquire much vocabulary and
grammar from the teacher as well as from the classroom activities. This approach
was ideal and was embraced by many teaching programmes at its early stages of
development, but later it declined or was modified into versions that included
deductive grammar teaching activities (Richards & Rodgers, 2001). The main
drawback of this approach is that it required highly proficient teachers and learning
programmes totally depended on the teachers, rather than textbooks. The
practicality of this approach was questioned based on its effectiveness in teaching in
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acquisition poor environments where students‘ native language can be ―a more
efficient route to comprehension‖ (Richards & Rodgers 2001, p. 13).
During the debate over the direct approach versus Grammar Translation the reading
approach which focuses on reading skill was developed. Within this approach
reading was viewed as the most usable skill (Celce-Murcia, 2001). This became
useful in teaching languages to military personnel during the 2nd World War (Stern,
1992). To teach according to the principles of this approach, the teacher did not need
to have excellent proficiency in the target language because they needed to teach the
necessary skills for reading comprehension lessons given in the syllabus. Grammar
was only taught based on the needs of reading lessons. Vocabulary was taught based
on frequency and usefulness, but later took account of students‘ needs (CelceMurcia, 2001, p. 6). The main flaw in this approach was the lack of focus on speaking
skills that enable students to be involved in interactions with native speakers or
people who are fluent in that language.

As oral communication became more and more important, the situational approach
was developed by Palmer, Hornby and some other linguists in the 1920s, with the
assumption that language learning is oral. It was assumed that learners encounter
certain grammatical and vocabulary problems in learning a second language and
therefore, language items should be carefully selected and sequenced from simple to
complex. This method became popular in Britain in the 1950s (Richards & Rogers,
2001). In this method the teaching begins with spoken activities before written work
is presented. New language components are introduced situationally. The patterns
of language are introduced and the structures are taught within sentences. The
vocabulary is selected according to the sentence patterns chosen. The language
patterns are practised in the classrooms through repetition drills and substitution
tables. The teachers play a variety of roles in the presentation, practice and
production stages of the lessons. Grammar is practised as it occurs according to the
situation and is sequenced form simple to complex.
Another popular approach, the audiolingual approach was developed in the USA in
the 1950s because the importance of learning a second language increased during
26

Chapter 2: Literature Review

this period after the 2nd World War. This method developed alongside the
behaviourist theory in psychology which considered language to be a verbal
behaviour. So it was assumed that language learning is similar to habit formation
(Harmer, 2001, p. 79). According to the stimulus response theory, positive
reinforcement helps to encourage positive behaviours, and when positive
reinforcement is given the positive behaviour is likely to occur again. But when
negative reinforcement or no reinforcement is given, the behaviour is not likely to
occur again (Richards & Rodgers, 2001). Therefore, reinforcement is a vital element
in the learning process, and typical classroom activities include drilling and
structural pattern practice. Within this approach, speaking is primary and the other
skills should be taught later. Grammar is mastered through speaking; thus drilling
involves both grammar and pronunciation:
Since the structure is what is important and unique about a language, early
practice should focus on mastery of phonological and grammatical
structures rather than on mastery of vocabulary.

Richards & Rodgers (2001, p. 56)
Hence, grammar teaching is inductive and learners are expected to figure out
language structures when they engage in pattern drills. The process of analogy is
considered more useful than analysis. Therefore, explanations of rules are not given
to the learners. Teaching vocabulary in isolation is less important as meaning in
context is more important in learning. Harmer (2001, p. 80) argues that the popular
three P approach (PPP) is as a ―variation on audiolingualism‖ because it highlights
practice through different drills (see section 2.4 for a description of drilling):
Freeman (2003) shows that the use of language games is also a feature developed
with the audiolingual approach.

Suggestopedia was a method developed by George Lozanov who was a Bulgarian
psychiatrist (Richards & Rodgers, 2001; Harmer 2001). This approach relied heavily
upon psychological theories of Suggestopedia and considered the psychological
state of the learners. Learners are exposed to activities but are not forced to learn.
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They learn in a relaxing stress-free environment. Even though Lozanov did not
articulate a particular theory on language learning, his assumptions were drawn
from ‗Suggestology‘, which is a science. He believed that language teaching could be
successful if preference was given to memorisation of vocabulary chunks and
dialogues or role plays which consist of a certain number of words (Nunan, 1993).
The classroom activities that are suggested in this approach are imitation, question
and answer, and texts with selected vocabulary. Translation is also possible when
learners find difficulties. This method offers ideas about classroom arrangements in
which communication is facilitated (chairs arranged in a circle) and it offers
suggestions about how music can be incorporated in learning activities to provide
learners with a relaxing learning environment. This method does not clarify how
grammar should be taught but seems to focus on memorisation and imitation.

The Competency Based Approach (CBA) or Competency Based Language Teaching
(CBLT) is often introduced as a syllabus, not as an approach (Nunan, 2001;
Chiarelotte, 2006), but it specifies how languages should be learned. Most language
teaching approaches highlight the importance of input, and they basically focus on
methodology for teaching English. In contrast, CBA teaching highlighted the
importance of output and introduced skill or competency oriented programmes
where competencies of learners are the end goal and the focus of instruction
(Richards, 2001; Nunan, 2001). Competencies included the behaviour, knowledge,
skills and abilities necessary for successful performance (Richards, 2001). In other
words, according to Richards (2001), ―CBLT seeks to improve accountability in
teaching through linking instruction to measurable outcomes and performance
standards‖ (p. 128). It was assumed that learners are able to adapt to society so well
through developing competencies and becoming autonomous learners. Therefore,
CBA became popular in the United States in the late 1970s in many educational
programmes (Richards & Rodgers, 2001; Richards, 2001; Nunan, 2001) and
influenced their syllabus design. According to this approach grammar is also a
competency. Hence, attention is to develop grammatical competency while exposing
students to direct teaching of grammar.
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grammatical competency does not necessarily translate to the communicative
competency. Richards (2001) notes that CBLT has re-emerged in many other contexts
like Australia and similarly, in 2007 reforms, Sri Lankan secondary schools wanted
to implement CBLT in teaching ESL (Teacher Instruction Manual, 2007). CBA
encourages teachers to plan the curriculum to meet measurable or observable
learning outcomes. CBA is one of the major approaches used in the migrant English
program in Australia, and the competencies that are highlighted in this program
have direct links to work-related English (Richards, 2001) such as handling a
telephone conversation, negotiating a problem, writing a letter and so on.
As per other approaches, CBA is also not without its critics. Criticism is based on the
definition of the competencies that can be limited within a course (Richards, 2001).
These competencies highlight what students should be able to do at each stage of
their learning process. Most competencies may prepare one to be able to function
within a profession but do not necessarily focus on general or life skills.
The Communicative approach to language teaching (CLT) developed in the late
1960s is one of the leading teaching methodologies that have become popular in
many teaching contexts. It provided important and effective ideas in language
teaching. This approach was developed by a team of British Applied Linguists lead
by H. D. Widdowson, K. Johnson and C. Brumfit, based on the assumption that
language is mainly used for communication purposes. This method was developed
as an alternative to methods that focused on only linguistic competence and
deductive grammar teaching which does not necessarily enhance the communicative
competence of the learners.
The problem is that students, and especially students in developing
countries, who have received several years of formal English teaching,
frequently remain deficient in the ability to actually use the language,
and understand its use, in normal communication, whether in the
spoken or written mode.

Widdowson (1972, p. 15)
Therefore, this approach suggests providing learners with adequate opportunities to
speak a language in the classroom, highlighting the effectiveness of knowledge of
29

Chapter 2: Literature Review

language functions in real life communication. In communicative teaching ―meaning
is paramount‖ (Richards & Rodgers, 2001, p. 158). CLT promotes learner centred
classrooms as an alternative to traditional teacher-centred methodologies.
CLT emphasises the importance of speaking skills: students engage in activities like
role plays, dialogues, games and problem solving tasks (Larsen-Freeman, 2003) and
there is little emphasis on grammar teaching. Grammar is taught inductively and the
language structures are taught along with language functions. Howatt (1984)
identifies two versions of the communicative approach: the weak and strong
versions. The weak version stresses the importance of providing learners with
communicative activities integrated in classroom activities. Leech & Svartvik (2002)
also argue that one aspect of communicative competence is grammatical
competence. Grammatical structures are related to meaning, hence grammar cannot
be ignored in teaching (Leech & Svartvik, 2002). Celce-Murcia (2001) notes that
integration of form-focused exercises and meaning-focused experience is useful for
learning. On the other hand, the strong version emphasises the fact that language is
acquired through communication. Thus these proponents of CLT favour learner
―self expression without regard to form‖ (Celce-Murcia, 2001, p. 25). The
communicative approach is the core method in some contexts like China and Taiwan
even today, and continues to hold a strong influence in English language teaching.
At the same time, applied linguists in the USA recognised that second language
learning is almost similar to first language learning. Therefore, the natural approach
introduced by Krashen and Terrel (1983) was another popular approach in ESL.
Krashen (1981) proposes five hypotheses of L2 learning: the natural order
hypothesis, the learning and acquisition hypothesis, the input hypothesis, the
monitor hypothesis, and the affective filter hypothesis. He distinguishes between
acquisition and learning as separate processes, and suggests a natural order in
acquiring grammatical features of English language by a second language learner.
This is known as the natural order hypothesis (Krashen, 1981) which should be the
order of instruction. It assumes that language learning is natural and subconscious.
Studies in relation to natural order in L2 morpheme acquisition ( Brown, 1973; Dulay
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and Burt 1973, 1974; Larsen-Freeman, 1975; Krashen, 1981, 1982) pointed out that

students acquire morphemes naturally irrespective of the order in which they are
taught. This natural morpheme order hypothesis did not necessarily support the
practice of teaching grammar explicitly but Krashen‘s monitor hypothesis assures
the importance of focus on form only for monitoring purposes of the performer. The
input hypothesis suggests that classroom activities should be meaningful,
comprehensible and provide a rich environment for learners to acquire language. So
courses begin with total physical response activities (TPR). Krashen introduced the
idea of (i + 1) to suggest the level of input offered to the learners. Naturalists believe
that explicit instruction in grammar in a learning programme has little use in
language acquisition and should be separated from explicit learning. Krashen‘s
learning versus acquisition hypothesis also was heavily criticised as it was
unrealistic and difficult to test if acquisition and learning processes are two separate
processes (Johnson, 1996).
Content Based Instruction (CBI) is another approach that suggests that language is
best acquired when learners are expected to acquire knowledge or content in the
medium of the target language. This approach creates a need for learners to learn a
language.
Content based instruction (CBI) refers to an approach to second language
teaching in which teaching is organised around the content or information
that students will acquire rather than around linguistic or other type of
syllabus.

Richards & Rodgers (2001, p. 204)

This method developed alongside immersion based programs. Students learn
through participation (Freeman, 2002) and teachers of this approach have to be more
than just language teachers; they require knowledge for teaching the subject matter,
such as science and mathematics. According to this method, grammar is learned
inductively while students are exposed to the content in the target language. It is
believed that learners are able to figure out language rules. This view is similar to
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the view presented in the natural approach; however, the main difference in this
method is that students learn language while focusing on the content, and language
is acquired unconsciously. This approach has recently become increasingly
important in many European countries (Dalton-Puffer & Nikula, 2006). In 2005, the
MOE in Sri Lanka has taken measures to teach some non-language subjects in
English from grade 6 onwards. This is a practice only in some schools where
teachers, students and parents agree to conduct classes in the English medium. No
research has been carried out so far to investigate the success of this approach.
However, some studies in other contexts reveal that this approach faces many
challenges. For example, Dalton-Puffer & Nikula (2006) conducted a study on
content-based instruction classrooms, through classroom observations, and they
found that ―specific conditions of classroom discourse affect the language
environment‖ (p. 241). These conditions include students‘ access to the language,
group size, activity type and teachers‘ knowledge of language and content which
constitute enormous challenges in many programmes.
The recent focus on common competence gave rise to the Task based approach
(TBA). Task is defined in different ways (Ellis, 2003; Long, 2000; Nunan, 1989;
Prabhu, 1987). Among other definitions, task refers to activities focusing on students‘
communication of meaning, and process of doing and thinking to achieve a goal
(Prabhu, 1987). Early advocates of the TBA assumed that a language is best acquired
when attention is focused on meaning (Nunan, 1993; Skehan, 1996). Prabhu (1987),
one of the pioneers of TBA, sees a parallel between learning a first language and a
second language (L1=L2). Therefore, language learning happens internally when
attention is on meaning: learners process language unconsciously. It was believed
that learners‘ conscious mind works with the tasks and the subconscious mind
perceives the linguistic structures, and learners are able to abstract cognitive
grammatical structures. Prabhu (1987) assumes that the first cognitive structures
may not be very clear; they are just faint or incomplete, but further exposure to tasks
would enable learners to make the cognitive structures clearer. Therefore, conscious
effort to teach grammar was considered ineffective.
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TBA was appreciated on the basis of peer interaction and the learner-centred focus.
According to the early theory of learning in TBA, it was believed that conscious
effort for language learning only brings errors of overgeneralisation2. Therefore, the
theory suggests that in a language programme that explicit form focus teaching
should be avoided. Additionally, effort to correct errors is considered to create
unnecessary problems, and this should not be done elaborately.
A study by McDonough & Chaiktmongkol (2007) reports that Thai learners have
reacted positively to task based instruction. However, the learners selected for study
had intermediate language knowledge. The tasks required linguistic ability on the
part of the learners to do the tasks. As the learners had their language knowledge
they could do the task and acquire new knowledge, especially vocabulary, to
improve their English level. Besides, the learners also were aged between 17 and 19
and were therefore mature enough to understand and engage in self-learning. On
the other hand, learners who had lived and travelled in English speaking countries
contribute immensely to the learning process of other learners by engaging in peer
learning and teaching. Therefore, it is important to investigate whether the learners
who do not have initial knowledge or background to participate in the tasks would
similarly respond to the task based teaching. Some criticisms against TBA are
administration of problems when classrooms are noisy, and monitoring problems
such as when learners use MT to communicate instead of the target language
(Carless, 2007). Skehan (1996) also warns that TBA contains several dangers and
needs to be implemented with care, and he proposes a framework to minimise these
dangers. Therefore, modern advocates of the TBA believe that some integration of
explicit grammar teaching into the task based teaching would be advantageous to
the students (Fotos & Ellis, 1991).
Eclecticism (Stern, 1992) is a reaction to the dissatisfaction expressed against one
particular theory of language teaching. In reality, adhering to a particular approach
and strictly following it in a classroom has been impracticable in many contexts.
Therefore, ‗Eclectism‘ is a term used to name the variety of language teaching
2

Language errors like ‘goed’,’maked’, mans’; overusing the rules of target language
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principles adopted by teachers depending on context and students, that may draw
on more than one approach. This approach overcomes unnecessary confrontations
with one approach (Stern, 1992). Under the umbrella of the eclectic approach,
language teachers are allowed to use any principle or set of principles that suit the
needs of the classroom. This can be advantageous and liberating for teachers as there
are no restrictions for them. Taylor (2011) summarises the eclectic approach as
follows:
The modern teacher will in fact use a variety of methodologies and
approaches, choosing techniques from each method that they consider
effective and applying them according to the learning context and
objectives. They prepare their lessons to facilitate understanding of
the new language being taught and do not rely on one specific 'best
method'.
The above description of Eclectism sounds ideal. However, some potential dangers
include that teachers could possibly misuse this approach and there will not be any
uniformity across a system in terms of what teachers practise. The pedagogy can be
very much teacher-based and would highly rely on teachers‘ beliefs of teaching and
learning. Therefore, the possible dangers of eclecticism is that it ―offers no criteria
according to which we can determine which is the best theory, nor does it provide
any principle by which to include or exclude features which form part of existing
theories or practice‖ (Stern, 1992, p. 11). Therefore, the practice of the eclectic
approach can be problematic.
While some ESL research still continues searching for the best pedagogy of ESL,
some researchers argue that mere obsession with pedagogy is old and outdated and
there are many causes for their demise (Nunan, 1991; Brown, 2002a). Similar to the
eclectic approach, the postmethod pedagogy presented by Kumaravadivelu (1994,
2001, and 2003) tries to address the dissatisfaction expressed with most of the former
approaches discussed above. In this proposal, Kumaravadivelu suggests three
parameters in language teaching pedagogy: particularity, practicality and
possibility.
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Kumaravadivelu (2003) explains that the parameter of ‗particularity‘ focuses on the
context sensitive aspect of language teaching, and suggests that any pedagogy
should focus on the group of learners and the group of teachers within a particular
situation. As every situation is unique, meaningful pedagogy should cater only to
that context. Moreover, his pedagogy of ‗practicality‘ aims at teacher-generated
theories and emphasises the teacher‘s role as a researcher or a co-researcher. He says
that there is a dichotomy between ‗expert generated theories‘ and classroom
practice. Hence, Kumaravadivelu (2001) suggests that action research would enrich
the knowledge of teachers and help them to reflect on teaching (p. 542).
Kumaravadivelu‘s ‗possibility‘ caters for the importance of external factors like socio
political and economic factors that affect the teacher/learner relationship in a
particular context. He mentions that sometimes there is a mismatch between what
teachers do and what learners really need. Thus, ―teaching is challenging, engaging,
fulfilling and frustrating‖ (Kumaravadivelu, 2003, p. 5) and teachers need to be
strategic thinkers and strategic practitioners. On the other hand, Kumaravadivelu
(2001) shows the importance of learner autonomy for successful pedagogy. Thus,
learners should identify their learning strategies and styles, stretch their learning
strategies and styles, evaluate their ongoing learning outcomes and seek
opportunities to extend receptive and productive skills (2001, p. 546).
He also suggests a framework of macro-strategies that includes theoretical insight
into the professional knowledge of research and theories of language teaching and
some classroom tips, which he calls micro-strategies, to make classroom procedures
more effective. These micro-strategies illustrate how a teacher could maximise
learner opportunities by connecting the learner with the community through
projects that develop learner autonomy in learning ESL.
In a similar vein, Bax (2003) claims that it is always problematic for teachers when
they have to adjust their role in order to employ the chosen methodology, and
therefore they tend to disregard the context which is crucially important in teaching.
Hence, he proposes the context approach (p. 278). This approach is not completely
new, but Bax (2003) suggests that teachers should choose their approach depending
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on the context: therefore, it may not be CLT always because of its popularity in many
contexts. However, Harmer (2003, p. 293)), while sharing Bax‘s (2003) opposition to
‗one size fits all methodologies‘, raises his concern about this approach and indicates
that it might put the students at risk unless the teachers are efficient enough to
understand their context. Therefore, context based pedagogy can dependent on
teachers‘ efficiency and their skills.
The purpose of the following table 2.1 is to summarise the role of grammar in
accordance to the above approaches of teaching ESL.
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The approach

The role of grammar

1. Grammar translation Approach

Grammar is taught explicitly.
Typical classroom activity is to
translate grammar of target
language into mother tongue or
vice versa.

2. Direct Approach

Grammar is learned implicitly

3. Reading Approach

Explicit grammar is taught based
on the needs of the reading
comprehension lessons

4. Situational Approach

Grammar is learned implicitly
and explicitly

5. Audiolingual Approach

Grammar is learned implicitly
and explicitly

6. Suggestopedia

Grammar is learned implicitly

7. Competency based Approach

Grammar is learned implicitly

8. Communicative Approach

Grammar is learned implicitly
and explicitly

9. The natural Approach

Grammar is learned implicitly

10. Content Based Approach

Grammar is learned implicitly

11. Task Based Approach

Early TBA focused on no explicit
grammar but modern advocates
agree with some integration of
explicit grammar learning

12. Eclectic Approach

Grammar is learned explicitly
or/and implicitly based on
teaching context

13. Post method pedagogy

Grammar is learnt explicitly
or/and implicitly based on the
context and the type of students

14. Context Approach

Based on teachers‘ perceptions on
the context.

Table 2.1: The role of grammar against the teaching approaches
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Table 2.1 demonstrates that while earlier approaches did not focus on grammar
teaching, more recent approaches acknowledge the role of explicit and implicit
grammar. Moreover, it shows that explicit instruction has marginal utility in the
older teaching approaches. The majority of recent approaches, however, embrace the
context based and eclectic approach driven by context and teacher/learner beliefs. In
reality, many ESL programmes employ explicit teaching of grammar as it seems to
contribute to one‘s development of knowledge of second language (Nunan, 1991).
Hence, it can be observed that the modern ESL teacher is confronted with diverse
views about how languages should be taught. In summary, there are three main
views about teaching grammar: teaching grammar implicitly, teaching grammar
explicitly, and an approach decided on the context.
The post methods era has highlighted the importance of understanding the context
for deciding the methods and approaches for teaching practices. The abundance of
earlier methods in the post method era has liberated some teachers, but it has also
created confusion. These methods led to many curriculum reforms in Sri Lanka
which were not met favourably. Hence, studies like the present research aim to
examine teachers‘ and students‘ beliefs about these methods and practices in regard
to grammar teaching in the context of Sri Lanka.
2.3.

Dilemmas in grammar teaching in ESL

Grammar teaching is a contentious issue and there are conflicting opinions about
how grammar should be taught in ESL (Ur, 1988, 1991; Doughty & Williams, 1998;
Derewianka, 1998). Swan (2002) claims that people around the world teach too much
grammar for many bad reasons, but he emphasises that grammar should be taught
(not too much) in order to help students with comprehensibility and accuracy. The
evaluation of teaching methods and existence of different grammars has generated
discussion around explicit versus implicit grammar. The following section discusses
the current issues facing grammar teaching.
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2.3.1. Explicit vs. implicit instruction of grammar
The dichotomy between explicit and implicit instruction of English grammar has
been a controversial issue (Larsen-Freeman, 2009). The controversy after triggered
by Krashen‘s (1981) hypothesis that proposed consciously learnt language never
turns into acquired language. Some researchers argued that explicit knowledge
never converts into implicit knowledge (Prabhu, 1987; Beretta, 1989). Thus,
naturalists‘ views encourage the Zero grammar option, as demonstrated in the
natural approach (Krashen & Terrell, 1983) in ELT, and discourage the deductive
method of grammar teaching.
Prabhu is one of the researchers who put forward strong views about the
effectiveness of implicit instruction in ESL contexts. His study, the Bangalore project
(1987) was an experiment on the effectiveness of the task based approach where the
learners were exposed to language through tasks. In that project, learners in the
experimental group were offered only tasks without grammar instruction, on the
assumption that the learners‘ experience with language helps them to enhance
formation of cognitive grammatical structures subconsciously. Therefore, this group
was discouraged from conscious language learning (the rule focus teaching) and
error correction. On the other hand, the control group was taught language through
explicit grammar. This was a usual practice at that time in India. Prabhu‘s
experiment did not bring strong negative evidence for explicit instruction to
grammar teaching, or strong positive evidence for task based teaching of grammar
(Beretta & Alderson, 1992). Despite the results, some researchers and practitioners
continued to emphasise the superiority of task based instruction in which learners
are given implicit instruction in grammar (Ellis, 2003; Willis, 1994). Moreover, Swain
and Lopkin (1982) suggest that immersion education helps children to achieve much
higher levels than traditional methods, and that sometimes these children perform
quite comparably with native speaker children.
Paradis‘s (2004) Neurolinguistic theory of bilingualism identifies that implicit and
explicit language processes are identical. Learners possess two different types of
memory, declarative memory (explicit) and procedural memory (implicit).
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Additionally, Ellis (2004, 2006b) distinguishes explicit knowledge from implicit
knowledge, and argues that explicit knowledge may not be readily available for
spontaneous use as there is little opportunity for online planning. As far as these
views are concerned, the implicit learning (or learning in a natural setting) is the best
way to teach a language. However, it is not always possible to create a natural
setting in classrooms as time is very limited and the students‘ motivation would
vary greatly. Furthermore, Swan (2005) argues that even though the task based
approach, which emphasises the importance of natural like learning, has strong
theoretical underpinning, it is not suitable for most L2 learners in the world today
because of the limitation of class time and out of class exposure.
A study by Rampton (1999) shows that there are similarities between learning a
second language in a natural setting and in an instructed setting, by drawing
ethnographic data from adolescents who had learnt Panjabi as a foreign language.
He argues that the ideological dichotomy of explicit and implicit is not quite
obvious. Rampton‘s subjects exchanged linguistic information even though they
learnt Panjabi in a natural setting: in other words his subjects had learnt grammatical
rules quite consciously. Therefore, he concludes that there is no obvious distinction
between implicit and explicit learning.
Another strong argument against explicit instruction is based on the errors that
learners make in the learning process. Some researchers (e.g. Ellis, 2006b) generally
believe that the learners who receive explicit instruction make more errors than
learners who learn implicitly. However, research studies suggest that both types of
learners make language errors and both demonstrate bad habits in language
learning in their early stages of learning (negative evidence) (Schleppegrell, 1998;
Pica, 1983). Pica‘s (1983) study found that some structures were used more
accurately by instructed learners (e.g. plurals) and some structures were used more
accurately (e.g., verb + ing) by naturalistic learners, and surprisingly that both
groups were good at using some structures. Therefore, errors are common and
inevitable for learners, irrespective of the method they employ to learn a language.
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On the other hand, the argument that explicit knowledge never turns into implicit
knowledge has been severely critiqued by a number of researchers (Rubin, 1987;
Sajavaara, 1986; Sharwood-Smith, 1988). They argue that as a result of practice
explicit knowledge becomes implicit. This is called the ‗interface hypothesis‘
(Stevick, 1981; Sharwood-Smith, 1981). It implies that this language knowledge is a
continuum rather than a dichotomy, and therefore some researchers agree with the
role played by explicit instruction in acquisition poor environments (Wilkins, 1976;
Mohammed, 1996). Moreover, Sheen (2006) argues that learners who receive explicit
instruction also reach native like competency in language learning, and therefore he
rejects the distinction that Ellis, (2006b) makes on the basis of practical evidence.
Therefore, learners who receive explicit instruction develop their grammatical
competence first and get an awareness of how L2 works, and later in classroom
practice activities or real life exposure they gradually develop their communicative
competence and produce language spontaneously. Additionally, Seliger (1979) and
Gass (1991) emphasise that the role of grammar is important in error correction.
Within this dichotomy, some research studies emphasise that there is no need to
debate issues like implicit versus explicit grammar as we have experienced the
advantages of both of these techniques. Therefore, Nunan (1998) suggests that
teachers need to go beyond linear approaches and the traditional form-focused
methodological practices in the grammar class and give learners opportunities for
communication where they make use of their grammatical knowledge for
communicative practice. He argues that language acquisition is not like building a
wall but more like growing a garden:

The linguistic flowers do not all appear at the same time, nor do they
grow at the same rate. Some even appear to wilt, for a time, before
renewing their growth. The rate of growth is determined by a complex
interplay of factors related to speech processing constraints
(Pienemann and Johnston, 1987) pedagogical interventions (Pica,
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1985), acquisitional processes (Johnston, 1987) and the influence of
the discoursal environment in which the items occur (Nunan 1993).
(Nunan, 1998, p. 102)
According to this view, students do not learn one thing at a time like in many
textbook materials, ―but numerous things simultaneously (and imperfectly)‖
(Nunan, 1998, p. 102).

Here, Nunan does not totally condemn the traditional

approaches to grammar teaching but suggests a balance between exercise for
grammatical form and exercise with communicative grammar. Nunan‘s argument
entails that explicit instruction in the grammar classroom should be organised in
such a way that learners are provided with natural like practice in communicative
activities. Larsen-Freeman (2001) suggests that form is important in grammar but
grammar teaching is ―ill served‖ (p. 251) if teachers only focus on form as language
learning is much more than form. She introduces a three-dimensional framework
including form, meaning and use. Celce-Murcia and Larsen–Freeman (1999) note that
human beings have a remarkable power to learn languages and ―some people have a
natural aptitude for acquiring languages and will succeed no matter what the
circumstance‖ (p. 1). Therefore, grammar teaching should involve more than explicit
discussion of form.
Despite all the arguments against explicit instruction in grammar, recent materials
for English for Specific Purposes (ESP) are full of grammar activities and
explanations (McDonough, 1998). It is observed that many writers favour
communicative language teaching pedagogy; yet they do not totally disagree with
explicit instruction in grammar. Ellis (2006a) raises the importance of investigating
teachers‘ preferences and beliefs about how grammar should be taught. Therefore,
this study stems from an interest in investigating what practitioners believe, do, and
how they make sense of current theories and methods in grammar teaching. It will
examine how grammar lessons can be organised in such a way to maximise student
participation from the perspectives of the Sri Lankan students and teachers. This
research will be of immense importance in the Sri Lankan context which has been
researched recently.
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2.3.2. Impact of metalanguage on grammar teaching
Inherent in the debate of implicit vs. explicit instruction to grammar teaching
methods is the inclusion of metalanguage or grammatical terminology in the
teaching and learning content. This argument is relevant to the practitioners and the
researchers who are in favour of explicit instruction in grammar. However, research
in the area has produced contradictory results. Some studies show that inclusion of
metalangauge in ELT is useful (Berry, 2004) whereas other research studies
concluded with negative evidence on the contribution of metalanguage in learning a
second language (Mohammed 1996; Borg 1998). On the other hand, some studies
argue that the usefulness of metalanguage may depend on the type of learners
(Alexandra, 1992; Jeffries, 1985; Swain, 1994).
One of the studies that support the inclusion of metalanguage is a study by Pachler
(1999). He suggested that ―declarative knowledge has to be learnt in addition to the
language itself‖ (p. 98) because it facilitates self learning through other sources like
ELT books independently from the teacher. Mohammed (1996) agrees with the role
played by explicit instruction and Wilkins (1976) acknowledges that knowledge of
grammar helps learners to achieve linguistic creativity. Berry (2004) notes that
learners pay attention to the use of metalanguage used by writers of pedagogical
grammars.
However, an earlier study (1994) by Mohammed suggests that grammatical
explanation which is free from terminology is more effective in teaching. His
assertion is based on an empirical study in which one group received the
explanation of traditional metalanguage and the other (controlled group) was taught
using minimal use of terminology. He found that the experimental group produced
statistically significant correct answers than the other group. Therefore, he
concluded that five basic terms would be sufficient for secondary and university
level ELT classes; noun, verb, pronoun, subject and object; this contradicts his
hypothesis which he termed ‗terminology free‘ as the study did not focus on Zero
terminology. Additionally, some teachers do not believe that students need to
remember terminology (Borg, 1998).
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Some researchers point out that learner difference and styles may influence the use
of terminology in language teaching. The terminology may be important in L2
depending upon the type of learners:
 Alexandra (1992) argues that sometimes metalanguage is useful for the
‗right‘ kind of class.
 Jeffries (1985) suggests that terminology is only useful when the learners
have maturity and an appropriate level of linguistics sophistication.
 Swain (1994) discuses learners‘ maturity and its effect on the use of
terminology.
 Chalker (1984) also points out that learners at a lower level should not be
exposed to terminology.
 Stern (1992) suggests that terminology should be introduced depending
upon the learners‘ maturity.
 Ur (1996) says that terminology should be introduced to learners with an
analogical mind.

Therefore, the content of lessons may depend on teachers‘ professional experience
and contextual needs. As Mitchell (1994) suggests, there is a need for more studies to
examine what teachers do and how teachers interact with learners in actual
classroom situations, to explore the effectiveness of metalanguage. Therefore, this
research will investigate the teachers‘ and learners‘ beliefs of the use of
metalanguage and explicit instruction in Sri Lankan secondary schools using
instruments like classroom observations, interviews and questionnaires. The Sri
Lankan secondary curriculum has included a considerable percentage of
metalanguage and learners and teachers are exposed to it. Therefore, the present
research study focuses on the usefulness of such components in second language
learning from the perspectives of the learners and the teachers. The study will not
employ experiments to test effectiveness of metalanguage as this falls outside the
scope of this research.
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2.3.3. Grammar teaching methods
The previous discussion highlighted the centrality of grammar teaching in ESL
discussions and debates. It has pointed out that grammar is often important input
for language learners. This debate is continued by current research studies which
aim to examine effective methods for teaching grammar (Ellis, 2006b; Borg & Burns,
2008). The following is a list of teaching procedures that emerged with the ongoing
discussion of grammar pedagogy which will be discussed in detail below:
1. The Deductive vs. Inductive grammar teaching
2. The Focus on forms vs. focus on form
3. The Consciousness-Raising method
4. The Corpus – driven pedagogical Grammar
5. The Lexical approach
6. Teaching grammar in integration

2.3.3.1.

Deductive vs. inductive grammar teaching

The deductive and inductive methods are two distinctive techniques (approaches
according to Thornbury, 1999) that are widely used to refer to the technique used
when grammar is taught from rules. However, the terms ‗deductive‘ and ‗inductive‘
can be a little confusing as they have been generally used as equivalent to conscious
and unconscious effort of learning a language: indeed the terms are literally different
as seen in the classroom practices of grammar teaching. In the deductive approach to
grammar teaching, the rules are introduced to the learners first before they become
engaged in classroom tasks. In contrast, in the inductive approach to grammar
teaching, the learners have to discover rules from the given examples. Hence,
deductive learning is rule-driven learning and inductive learning is discovery
learning (Thornbury, 1999).
Deductive learning is a practice in many learning contexts in the world and there are
advantages and disadvantages in the use of this technique. As discussed in
Thornbury (1999), some of the advantages are: ―it gets straight to the point‖ (p. 30), it
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saves class time and it is good for analytical learners. Some of the disadvantages are:
it can be boring and complicated for some learners who find it difficult to
understand the teacher‘s explanation and metalanguage used in the discussion. In
this approach to grammar teaching, learning is a cognitive activity and teachers may
use different steps to introduce the rules to the learners. Larsen-Freeman (2009) notes
that PPP (presentation, practice, production) is one of the most widely practised
traditional deductive approaches of grammar teaching. Moreover, deductive
teaching may overcome the problem of students‘ unwillingness to speak that may
arise from lack of confidence, limited opportunities in overcrowded classrooms, peer
pressure and resistance to speaking in a foreign language (Carless, 2007).
In the inductive approach to grammar teaching, learners derive the rules from the
examples and the starting point is language data (Derewianka, 1998). They
consciously discover the patterns or rules of the language by themselves. Therefore,
it is not merely an unconscious process as in the task based learning. The learners
examine how a language works without direct instruction from the teachers. Thus, it
is not equal to techniques suggested in natural and task based approaches where
direct instruction to grammar is not encouraged. This viewpoint is also different to
what Schmidt (1990) explains in his noticing hypothesis. The noticing hypothesis
suggests that not all input is important to learners‘ inter-language development but
the input may depend on learner styles and differences (internal and external
factors) and their readiness to learn.
There are advantages and disadvantages of the inductive approach to grammar
teaching. One of the important advantages is that the discovery learning is more
economical and allows ―a greater degree of cognitive depth‖ (Thornbury, 1999, p.
54). The learners get actively involved in the lesson and they get an opportunity to
direct their autonomy. Some disadvantages of the inductive approach are time
limitation and also that it could ―frustrate the learners who simply prefer to be told‖
(p. 54). All in all, the deductive and inductive approaches are being used by many
language teachers and their use depends on the teachers‘ and the learners‘ choice
and teaching and learning styles.
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2.3.3.2. Focus on forms vs. focus on form
The focus on forms and the focus on form are two distinct views about how
grammar should be taught. The focus on forms is a method used in teaching a
second language from ancient times. This is the typical technique used in traditional
language teaching and is equated with deductive learning. As Cook (2001) explains,
the focus on forms is ―deliberate discussion of grammar without reference to
meaning‖ (p. 65). Cook‘s (2001) definition above may be inadequate because in real
situations, classroom teachers and learners do negotiate meaning, even though the
above definition indicates ―without reference to meaning‖ (p. 65). When using this
technique, teachers discuss grammar rules explicitly, perhaps giving real life
examples like sentences, yet isolating the structures or the forms. Most examination
oriented language syllabi in Asian counties use this method in ESL teaching today.
Ellis (2001) introduces focus on form activities as follows:
The teacher and the students are aware that the primary purpose of
the activity is to learn a pre-selected form and that learners are
required to focus their attention on some specific form intensively in
order to learn it.
Ellis (2001, p. 17)
This kind of teaching allows learners to develop their knowledge about the language
rules, which is called grammatical competence (Cook, 2001). Additionally, learners
can know about the language quickly by using this technique. However, the main
argument against this technique is that the learners who know the rules of the
language may not be able to use them in real life circumstances. The above
hypothesis is not empirically tested and also will depend on learner styles,
personality and context.
Research suggests that direct instruction of grammar helps to promote advanced
level of target language achievement (Sheen, 2003). However, the relationship
between grammatical competence and communicative competence is unclear. Knowledge
of grammar is not necessarily compatible with competence in language used in real
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life situations. A learner who has considerable grammar knowledge may not
necessarily be fluent in speaking the language. It is believed that communicative
practices of language, where meaning and functions are the main focus of teaching,
facilitate learners‘ acquisition of communicative skills. Sheen (2003) argues that the
effectiveness of the ‗focus on form‘ (discussed in the next section) espoused by many
researchers is a ―developing myth‖ (p. 227) and highlights the point that focus on
forms is also important in learning a language. He says ―there is a need to redress
the balance‖ (p. 233) and provide adequate opportunities for communicative
practice. He states:
Whatever the success rate of the students, as all teachers know, this
passage from declarative knowledge and use under controlled-exercise
conditions to truly spontaneous use in natural communicative
situations is a giant step. Following a skills learning approach, this
step entails providing the students with frequent opportunities to
practice these forms in communicative situations in order to render
them automatic. (Sheen, 2003, p. 231)
Therefore, it is difficult to argue that ‗focus on forms‘ or ‗traditional‘ grammar
instruction is not at all useful in teaching grammar, in spite of the fact there are
arguments against this approach (see next section for another related argument).
In contrast, some critics of ‗focus on forms’ propose ‗focus on form’ in order to
minimise the limitations of ‗focus of forms‘ (Long, 1991). The ‗focus on form‘ is also a
widely used grammar teaching technique, and Cook (2001, p. 65) defines it as
―incidental discussion of grammar arising from meaningful language in the
classroom‖. This has been a widely discussed technique after Long‘s seminal
proposal (1991) on ‗focus on form‘. The focus on form method is more
communicative and learners do not necessarily learn grammar in isolation as in
‗focus on forms‘ but they pay attention to the rules of the language as they engage in
communicative activities and learn grammar rules. Ellis (2001) describes two types
of focus on form activities: incidental and planned focus on form. Incidental is when
students encounter a structure which is unknown, while they are engaging in
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classroom activities. Planned focus is when the teachers organise activities which are
rich in a selected grammar point so that students encounter it and learn it in the class
before communicative tasks.
Fotos (1998) emphasises the importance of incorporating ‗focus on form‘ within
communicative ESL lessons. Even though the term ‗implicitly‘ has been used for
‗focus on form‘ (Fotos, 1998), it seems that the term is contradictory or paradoxical as
learners pay attention to form while doing activities. They learn how a particular
form is used and it is different from ‗focus on forms‘ as the learners do not
necessarily practise a particular form. Yet they engage in communicative activities
and learn rules of the language consciously. The complexity of the terms and the
confusion surrounding implicit and explicit grammar focus on forms or form has
generated critique and confusion in ESL.
Swain (1988) states that in communicative classrooms when interactional exchanges
are encouraged learners may not be able to see the mismatches between target and
non-target forms. When the learner is introduced to target forms they can find the
mismatches between target and non-target and be able to peer and self repair.
However, some argue that in reality this kind of attention to form while the students
are engaging in a communicative activity would hamper the communicative flow. In
the study by Basturkmen et al. (2004), the teachers were unhappy about form
focused error correction as it disturbed the communication flow. Therefore, many
researchers point out the importance of focusing learners‘ attention to form, making
these salient in the input (Harley, 1993, 1994; Spada & Lightbown, 1993; Swain,
1988). Long (1988) suggests that the traditional system of isolating linguistics items
(focus on forms) is outmoded and ineffective. He also agrees that purely
communicative syllabuses are also not very successful. So he recommends the
development of a third type of syllabus. Such a syllabus would incorporate a strong
focus on communicative language learning methods integrating grammar
instruction in context as in focus on form (Long, 1991).
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2.3.3.3. The consciousness-raising method
Consciousness-raising (CR) (Sharwood Smith, 1981; Rutherford, 1987) is another
technique which is designed as an alternative to focus on forms or the ‗traditional‘
grammar teaching style. This method is indeed a suggestion for developing focus on
form in classroom-based practice. This method allows students to examine grammar
rules in context. Cook (2001, p. 65) defines Consciousness-Raising as ―helping the
learners by drawing attention to the features of the second language‖.

Some

researchers discuss this under the implicit principle, even though it has explicit
characteristics as well. Cook (2001) categorises CR as an explicit grammar teaching
technique. Fotos (1993) examines the effectiveness of consciousness-raising tasks and
compares the evidence of noticing in teacher-fronted grammar teaching and in
consciousness-raising tasks. As researchers have doubts about the effectiveness of
direct instructions in ELT, Fotos examines how CR tasks can be used instead of
direct teaching of grammar. Therefore, some researchers (Fotos, 1993; Cook, 2001;
Nunan, 1991) suggest that if grammar can be implicitly taught like in CR tasks, such
teaching improves the interactive use of language and thereby learning becoming
more effective.
Fotos (1993) conducted a study using three groups of learners from a Japanese
university (EFL learners) on CR tasks. One group was exposed to consciousnessraising grammar tasks within a three month period, the other group was exposed to
grammar teaching tasks, and the third group was the control group which was not
exposed to any of the above grammar teaching tasks. The study found that
consciousness-raising tasks were as effective as grammar teaching in promoting
noticing, and therefore effective in learning grammar.
Moreover, Schmidt‘s (1990) concept of ‗noticing‘ has some similarity to
consciousness-raising. ‗The noticing hypothesis‘ says that learners do notice
language rules while they engage in communicative activities, and that this may
vary with individual learners: all input is not equally important to learner‘s interlanguage development but the input that is noticed at the point of learning will be
processed and this may depend on one‘s individual differences (internal and
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external factors) and the readiness to learn. However, the noticing hypothesis
describes the learner‘s ability to learn implicitly by noticing, whereas sometimes in
CR tasks teachers help students to notice and internalise grammar rules. There is
little research on the noticing hypothesis.
2.3.3.4.

The lexical approach

This approach to ESL incorporates theoretical principles embodied in it; therefore it
can also be called ‗an approach‘ to ESL not a ‗method‘. It proposes learning
vocabulary properties as an alternative to grammar learning. It suggests that
students should examine words and their properties to grasp the idea of grammar of
a language (Little, 1994) instead of examining the paradigmatic relationship of
sentences in grammar learning, as seen in traditional grammar. Hence, this approach
suggests that teachers should focus on lexical functional grammar in ESL classrooms
and that learners could engage in learning by creating a ‗mental lexicon‘ (Little, 1994,
p. 108). Little (1994) sees that learning grammar is very much similar to learning
vocabulary, and he admits that communication is a ―principal vehicle of language
learning‖ (p. 114). This approach only extends the communicative approach by
explaining how grammar should be taught in ESL. This approach rejects the role of
sentence level grammar but proposes the need for understanding word grammar
(Lewis, 2002). Even though lexicon is recognised as one of the vital areas of language
learning in L1 and L2, there has been very little research on the effectiveness of the
lexical approach to grammar teaching.
Harmer (2001) points out that this approach does not explain how words and chunks
of words contribute to the understanding of the language system, and at the same
time does not define the type of input that learners should have in order to be
exposed to this form of language learning. Lewis (2002) provides a comprehensive
analysis of lexical approach theory in teaching ESL and argues that change in the
content or methodology of ESL would depend on teachers who are confident to
make those changes.
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2.3.3.5. A corpus–driven pedagogical grammar
Corpus-driven grammar teaching is a modern idea that developed with the
advancement of modern technology and the use of ‗language corpora‘ (Harmer,
2001; Flowerdew, 2009). It involves computerised analysis of vocabulary and use of
grammar in authentic data sources like media and real conversations. There is a
number of corpora available online to be used as sources for teaching.

Many

teachers and learners employ these databases because they allow them to find more
authentic language examples than the artificial language in textbooks. Corpus is a
new trend in research and its effectiveness and usefulness has been examined in
many studies (Owen, 1993; Carter & McCarthy, 1995; Hunston & Francis, 1998).
Owen (1993) emphasises the effect of the lexico-grammar approach to teaching
grammar which is drawn from psycholinguistic theories and shows the importance
of corpus data that may bring about better results in classroom learning. But, he
highlights that it has to be used as ‗servant‘ not as ‗master‘ by the teachers and
grammarians (p. 185). A study by Hunston and Francis (1998) suggests that
language patterns can be best explained through a corpus. It yields different
functions of a particular language exponent: frequency, collocation, colligation, and
other semantic information such as preference, prosody and register (Flowerdew,
2009). However, these databases may not be user-friendly as the software can be
large and complex. At the same time, perhaps it is difficult to rely on the language
evidence that comes from various unknown sources that include ―idiosyncratic
language varieties‖ (Harmer, 2001, p. 175).

2.3.3.6.

Teaching grammar in integration

Modern research studies have seen the importance of teaching grammar in
integration (Borg & Burns, 2008). Michelle (2000) proposes that ―grammar teaching
needs to be supported and embedded in meaning oriented activities and tasks,
which give immediate opportunities for practice and use‖ (p. 27). Thornbury (1999)
introduces how grammar can be integrated according to different models of
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language teaching: integrating grammar using PPP model, integrating grammar
using task based model, and integrating grammar using a skills based model.
However, Thornbury (1999) argues that ‗efficacy‘ and ‗appropriacy‘ (p. 137) would
depend on the teacher‘s ability to highlight the target grammar point of the lesson.

Integration seems to be an overwhelming point for teachers. Borg & Burns (2008)
raise the importance and effectiveness of integration of grammar teaching in the
language teaching classroom. It does not necessary reject the importance of learners
making form and meaning connections, because the researchers are in general
agreement that learning form is important (Ellis, 2006b). However, researchers
suggest that it is important to investigate how teachers conceptualise the aspect of
integration and apply it in their practice. It is equally important to investigate how
teachers can move away from traditional teaching to more innovative and creative
teaching contexts. However, Malderez (2004) mentions that teacher learning is an
―iceberg‖ (p. 43) and good teaching relies on various factors. There are many
components underneath the iceberg such as cultural, social, factors and personal
beliefs. The iceberg metaphor offers a strong motive for researching the area of
teacher beliefs with the aim of improving teacher training.

The above section on methods of grammar teaching presents evidence of the
dilemmas and debates faced by teachers and researchers about grammar teaching.
The following section will discuss the grammar practice activities which are specific
learning techniques used in the teaching of grammar and vocabulary learning.

2.3.4. Grammar practice activities
In form focused grammar teaching many teachers want their students to identify the
correct form (written and spoken), function, and its use. There is a tendency for some
teachers to pay more attention to one or the other. Ur (1988) notes that teachers need
to keep a balance depending upon the needs of the class. Some students want to
learn English to pass examinations in their contexts, and therefore they want to
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master the form (Canagarajah, 1993). Teachers in many contexts adopt common
techniques when delivering grammar lessons in their classrooms, particularly for the
purpose of practice. Practice in language learning is also identified as an important
area in language teaching (Johnston, 2001). Some popular techniques that are known
as controlled practice activities (Johnston, 2001) are direct translation, drilling,
sensitisation or comparing L1 with L2, using substitution tables and teaching
grammar through examples. Some of these activities provide oral practice whereas
some facilitate the internalisation of grammatical form. Substitution tables are used
to consolidate learning and practice, or rehearse language performance (Ur, 1991)
and in these activities ―students learn the structures so thoroughly that they will be
able to produce them on their own‖ (Ur, 1991, p. 83). They help students in the
―processes of verbalisation, automatisation and autonomy of language learning‖ (Ur,
1991, p. 19).
One could argue that these activities are old and may not be meaningful in modern
classrooms

(Harmer,

2001).

However,

examining

teachers‘

and

students‘

perspectives about the usefulness of activities is worthwhile because they may be
effective in acquisition poor contexts for stimulating students to speak in their
classrooms. Inhibitions of students and their lack of participation in classroom
activities are major problems (Canagarajah, 1993) in many contexts where English is
taught as a second language. Thus, these techniques may provide scaffolding for
learning the grammatical form and meaning. Some techniques encompass the
principles of some learning theories that emerged in the applied linguistics evolution
as discussed in section 2.3. The following section provides a brief introduction to
each of the above techniques while illustrating their significant features.
Drilling is a typical technique used in the audiolingual approach along with the
behaviourist view towards language learning. Even though behaviourist language
learning theory was challenged and dispelled, drilling or scales remained useful in
grammar teaching (Johnston, 2001). In drilling, students repeat words or phrases or
sentences or utterances at the teachers‘ urging. The drilling can be categorised
according to how it is conducted in the classrooms (Harmer, 2001, p. 80):
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 Choral drills: all students repeats after teacher
 Individual repetition: individual student repeat after teacher
 Cue-response drills: the teacher gives a cue such as „cinema‟, nominates a
student by name or by looking or pointing, and the student makes the desired
response e.g. „would you like to come to the cinema?‟ Harmer (2001, p.80).
 Substitution drills: the students substitute the structure of the sentence
and repeat at teacher‘s urging)
According to Larsen-Freeman‘s (2003, p. 48) classification, drilling can
include the following categories:
 Backward build-up expansion drill: teacher breaking the sentences
into chunks and Repetition drill: students repeat after teacher
 Chain drill: chain of conversation in which each student gets a chance
to repeat
 Single slot substitution drill: the students repeat based on the words
given by the teacher
 Transformation drill: teacher asks the students to repeat, paying
attention to the structural patterns, or gives certain sentence patterns;
asks the students to change the sentence to a question or affirmative or
negative sentences
 Question and answer drill: students practise answering questions
 Minimal pair drill: drilling the words that are slightly different in the
way they are pronounced like ship/sheep (Larson-Freeman, 2003, p.
49)
Sometimes drilling is known as ‗parroting‘, which is considered ineffective in
language learning (Ellis, 1984). Some researchers perceive drilling as a waste of time
(Prabhu, 1987; Krashen, 1981) as it does not attend to meaning and students often
manipulate the form without meaning. However, Johnston (2001) argues that
research about the effectiveness of its practice is very limited in order to have strong
negative opinion.
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Translation is another technique typically used in the grammar translation
approach. When teachers use this technique, students are asked to translate
sentences that are in English to their own mother tongue.

In the process of

translation, the students focus attention on the forms and the meaning. In order to
translate sentences from L1 to L2, students should have good knowledge of both
languages and excellent vocabulary skills.

Moreover, the use of MT can play a different role in ESL. For example, Finish
students who learnt English as second language found that their MT, Finnish and
English are similar in many ways (Ringbom, 1986). Therefore, in this case the
knowledge of L1 supported these students in several ways to learn L2 based on their
prior knowledge. Therefore, the impact of MT can vary based on the similarities of
L1 and L2. Some linguists do not support the effectiveness of translation in language
learning (Praphu, 1987; Krashen, 1981, 1985) because they are sceptical about the
usefulness of translation as a result of mother tongue interference language mistakes
that students make (Kellerman, 1984). However, later SLA research found language
errors that students make are inevitable and a constructive phenomenon (LarsenFreeman, 1991).
Sensitization is also a technique used in teaching grammar from ancient times.
Sensitization is ―helping the learners by alerting them to features of the first
language‖ (Cook, 2001, p. 65). According to this style, learners learn the rules of the
second language by comparing and contrasting them with the rules of the first
language. This method was used in the grammar translation approach and was
highly criticised in the field of ESL and many classroom teachers do not rely on this
style due to mistakes the learners tend to make in learning through analogy.
The substitution tables are presented in Hornby (1959) when introducing the
grammatical syllabus. These tables help students to identify the sentence pattern and
the word order consciously. Many course books and textbooks (e.g. some secondary
school textbooks in Sri Lanka) employ these tables to show significant ways of
sentence formation, and when the structure is repetitive the students grasp the
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pattern. See figure 2.4 below for an example of how a substitution table appears as
presented by Hornby (1959):

These

stones (cows, trees, desks,

are

books, eggs, umbrellas)
Those

are

my

books (pens, pencils)

(your)
This

is

my

left

That

is

your

right

hand (eye, ear)

Figure 2.4: An example of a substitution table

There are pros and cons in the use of substitution tables in grammar teaching. They
are useful for teaching the patterns, but students can construct sentences without
meaning by choosing words and phrases randomly. Thus, learning can be
mechanical unless teachers use extended activities for meaning. However, this kind
of isolation of grammatical items in teaching grammar is seen as ineffective in
language teaching (Borg & Burns, 2008).
Structure based sentence composition is also another activity that is used to practise
grammar rules. In this activity, students also get an opportunity to personalise their
own experience. This is a common activity that appears in many grammar books
(Swan, 1980; Murphy, 1994).
See the example provided in figure 2.5 below:
Present prefect tense
1. She has lost her memory
2. The teacher has come to class
3. He has finished his work
Figure 2.6: Structure based sentence composition
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The above attention to form has been seen as tedious (Krashen, 1985). However,
these kinds of examples are quite commonly used in teaching the form.
Apart from the above activities, Ur (1988) suggests that teachers need to create
interesting activities that encourage students to engage in learning. She proposes
several different ways by which teachers could motivate students to participate in
grammar practice activities. Such possible drives are: the topic (non-linguistic
content), visual focus, open-endedness from students‘ responses, information gap,
personalisation, pleasurable tension, entertainment and play-acting as in role plays,
dialogues and simulations. Ur (1988) highlights that ―pleasurable tension‖ (p. 23)
and entertainment are contributing factors to language learning. Ur (1988) also
discusses the importance of learner activation in grammar lessons, and reinforces the
use of group and pair work transactions in learning grammar.
2.4.

Teacher cognition in grammar teaching

The previous discussion highlighted the abundance of grammar teaching
approaches and techniques and their impact on grammar ESL/EFL practices.
Another significant factor that contributes to effective language learning and
teaching is teachers‘ and learners‘ beliefs. The following section will specifically
examine teachers‘ beliefs, language awareness and learners‘ beliefs.
2.4.1. Impact of teachers’ beliefs on grammar teaching
Borg & Burns (2008) point out that ―teacher cognition refers to what teachers know,
think and believe and how these relate to what teachers do‖ (p. 457). It is sensible
and important to investigate the validity of the findings in teacher cognition research
and the degree to which teacher cognition affects a particular learning/teaching
programme and its pedagogies, particularly grammar pedagogy, in second language
teaching. Inherent in the discussion of teacher cognition is teacher language
awareness (Andrews, 1997, 1999, 2001 and 2003) which is a key element of teacher
professionalism and is also a significant area that is being studied presently. This
section of the thesis examines research studies on teacher cognition and teacher

58

Chapter 2: Literature Review

language awareness and their impact on grammar teaching in ESL classrooms, while
illustrating how the present research will contribute to this literature.
Several factors affect the success of a particular learning and teaching programme.
Brown‘s (2005) study, which was conducted in Victoria, Australia, shows that the
majority of ESL teachers were inspired by personal reasons to become ESL teachers,
but not mainly for their passion for teaching ESL. Thus, it is also important to
examine whether these teachers find ESL teaching enjoyable for them to progress as
effective professionals. Teachers‘ instructional decisions (what teachers do) in
classroom practice is a key factor. Teachers play a vital role in an education system,
and teacher thinking has been a major concern in both mainstream education and
second language education in the past decade. Research suggests that teachercognition,

beliefs,

knowledge,

theories,

assumptions

and

attitudes,

affect

instructional decisions (Clark and Peterson, 1986; Kagan, 1992; Pajares 1992; Burns,
1992; Borg, 1998, 2003b, 2006; Farrell & Lim, 2005; Borg & Burns, 2008). It seems that
attitudes,

perceptions

and

beliefs

overlap

greatly

and

have

been

used

interchangeably.
Borg (2003b; 2006) classifies the literature of teacher cognition into three main
categories as 1) cognition influenced by teachers‘ own language learning experience
2) cognition and teacher education 3) cognition and classroom practice. As Borg
(2003b; 2006) explains, the teachers‘ belief system can be influenced by the
perceptions developed in their own language learning as learners, the perceptions
developed in teacher-training programmes, and the perceptions developed through
context in their teaching experience. Hence, teachers‘ belief systems can be varied
and based on the experience and reinforcement they receive in each context.
It has been pointed out that teachers‘ own language learning experience impacts on
their classroom behaviour. Reynolds (1992) and Bailey et al. (1996) show that
teachers‘ own experience as learners have both negative and positive affects their
practice. Johnson (1994) claims that ― ESL teachers‘ beliefs may be based largely on
images from their formal language learning experiences, and in all likelihood, will
represent their dominant model of action during the practicum teaching experience‖
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(p. 450). Moreover, studies show that teachers adjust their decisions depending upon
the experience they obtain in classroom practice (Johnson, 1994; Borg, 1998, 1999 and
2001). More studies show the relationship between teacher cognition and classroom
practice (Bartels, 1999; Breen, 1991).
The above discussion suggests that teacher training influences teachers‘ practice.
However, the above studies do not focus on what constitutes effective teacher
training programmes. There is not much research on teacher needs in teacher
training. Freeman (2001) mentions research into improvement in teacher education
as a requirement because it is obvious that teachers‘ education has enormous impact
on their practice. A study by Atay (2008) suggests that a research oriented
programme where teachers are exposed to current research in teaching and
opportunity to critically reflect on these findings has a great impact on teachers‘
professional development. Atay‘s study was based on a current in-service education
and training programme (INSET) and consisted of three major courses, namely 1)
theoretical knowledge on ELT, 2) issues for investigation and 3) investigating the
classroom and doing research. The data were collected through teachers‘ narratives
and journals. The findings of this research show that this kind of program allows
teachers to question their own belief system and provides teachers with an
opportunity to obtain a greater understanding into classroom endeavours.

Moreover, Lima & Fontana (2007) conclude that teachers‘ awareness of research
findings and theoretical constructs benefit teachers‘ development and teacher
education in Brazil. A study by Brandt (2006) points to the importance of teaching
practice which is beneficial in teacher training programmes. Hence it can be said
that teacher training programmes need more improvement where teachers are
allowed to examine current research in order to improve their understanding and
knowledge about pedagogical practice. Another study, by Hayes (2000), proposes
―project training‖ which includes teacher development strategies which are ‗context
sensitive, collaborative and reflexive‘ (p. 135) in order to ―remedy the potential
deficiencies‖ (p. 135) resulting from cascade model training. Hayes (2000) concludes
by showing the impact and cost effectiveness of the Sri Lanka Primary English
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Language Project (PELP) (p. 139). This project emphasised the importance of
teachers‘ participation in training programmes to inform curriculum changes, as the
cascade model ―is more often reduced to a trickle by the time it reaches the
classroom teacher‖ (p. 135).
In a study by Richards et al. (1996) teachers in Hong Kong did change their
behaviour after being exposed to an effective language teaching programme.
by the end of the course the trainees had completely internalized the
discourse and metalanguage of the course and were able to talk
spontaneously and thoughtfully about their own and others‟ lessons,
to compare and contrast performances, and to discuss causes and
effects of teaching behaviour using the appropriate technical
terminology. (p. 248)
Furthermore, teachers‘ beliefs may influence the implementation of new curriculum
reforms. Therefore, teacher beliefs research is becoming increasingly important.
Donaghue (2003) developed an instrument to elicit teachers‘ beliefs and
assumptions. In this study, he adopted a technique called the Repertory Grid
technique (RGT). RGT is a structured construct, like interviews, that elicits teachers‘
beliefs and demonstrates teachers‘ belief systems. He suggests that RGT could be an
effective instrument for teacher training. However, the RGT technique needs further
research to confirm its usefulness and to explore difficulties it causes (Borg, 2006).
A study by Borg (1998) examines the role of grammar teaching in the ESL classroom
and the way in which teachers‘ instructional practice is determined by their belief
system. This study used data from pre-observational interviews, classroom
observations and post-observational interviews of language teachers. Borg
concluded that teachers have a highly personalised pedagogical system which is
influenced by the teachers‘ experiences as a learner, their initial training, and
classroom experience. Another study by Borg (1999a) identified teachers‘ personal
theories in grammar teaching and suggested that strategies can be developed by
providing opportunities for teachers to reflect on their grammar teaching and
materials. Borg (1999a) shows that grammar teaching methodology can be varied
depending upon the individual teacher‘s decision and the interests and the goals of
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a particular group of learners. In addition to these studies, a case study by Farrell &
Lim (2005) found that teachers do possess a set of complex belief systems that are
not reflected in their practices. However, Farrell & Lim‘s (2005) case study, which
included only two teachers, is inadequate to validate their findings. Hence, more
research is needed in this area.
Another study on teachers‘ beliefs (Borg, 1999b) investigated teachers‘ decisions on
teaching grammatical terminology in the ESL classroom. In this study, it was found
that teachers‘ decisions are highly subjective: Borg pointed out that teachers‘
methodological practices are influenced by their own educational experience,
training and ongoing classroom practices. Borg (1999b) also sees that teachers may
over time change their positions regarding terminology. Hence, he suggests that
longitudinal studies may provide better evidence in this regard. The insights into
how teachers adapt their teaching to suit different levels of learners (specific
contextual factors) also would be advantageous. The present study aims to offer
some insights into Sri Lankan teachers‘ beliefs on grammar teaching.
A study by Borg & Burns (2008) investigated teachers‘ beliefs and practices for the
integration of grammar and skills in adult TESOL classrooms. This study included
176 teachers from 8 different countries. Significantly, over 84 percent of these
teachers disagreed with the view that grammar should be taught separately not
integrated with other activities like reading and writing (p. 466). It is significant here
that the vast majority of the teachers agrees with substantial integration. Hence, the
concept of integration is positive for many teachers. However, this study does not
provide any implications of how teachers integrate grammar teaching in their
practice. Hence, it is important to examine whether teachers‘ beliefs are reflected in
their practice, which is a task undertaken in this study.
The previous discussion highlights some key concerns in studies of teachers‘ beliefs.
Some of these studies show that teachers have a highly personalised approach when
teaching a language. The following factors influence the formation of their belief
systems.
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 Teachers‘ experience as learners is one of the crucial determinants of
how they form their beliefs that affect their practice.
 Teachers adjust their belief system when they are exposed to various
types of knowledge and experience in pedagogical practice. Thus,
teacher training programmes need to be effective.
 Teaching experience and teachers‘ perceptions of experience also
influence their practice.

More research on teacher cognition is necessary to examine the way beliefs affect
practice, and to discover teachers‘ thought processes. More research can also
examine how teacher training can enhance effective practice if the teachers could
adjust the way they behave in the classrooms. Hence, the present research is an
attempt to examine teachers‘ practices and beliefs, and how these affect teaching of
English grammar in a developing country where English is not widely used.
2.4.2. Impact of teacher language awareness on grammar teaching
As seen in the previous discussion, teachers‘ beliefs impact in the way they teach
grammar. However, another important factor that affects teachers‘ grammar
teaching practice is teachers‘ knowledge about grammar, which is known as teacherlanguage awareness (Andrews, 2001, p. 88). Thus, teachers‘ knowledge of grammar
is also a concern in the present study. Pajares (1992) points out that teachers‘
knowledge and beliefs are intertwined and their beliefs are based on both explicit
and implicit knowledge that teachers gather with their exposure to knowledge
which is based on fact. However, in ESL research, these two aspects have been
examined separately. Borg (2006) provides a comprehensive analysis and a summary
of two different research paradigms.
It is obvious that language teachers need to know about the language they teach.
However, research studies show that L2 teachers who learned English as a second
language have a better understanding of grammar rules and terminology than native
teachers. Hence, their teaching behaviour may vary. Petraki and Hill‘s (2010) study
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found that NNS teachers rely heavily on grammar, while NS teachers only think that
grammar plays a secondary role in teaching. Kabilan (2007) suggests that efficient
and effective language teachers need to have fundamental pedagogical knowledge
and practices. He also shows that the difficulties in developing awareness of
pedagogical practices and knowledge can be overcome by letting teachers reflect of
their own teaching and reading others‘ criticism on their own teaching.
Most teacher training programmes incorporate linguistics, through which teachers
are made aware of the language rules, structures and terminology. However, the
usefulness of this knowledge can be relative to teachers‘ actual classroom practices.
Teachers‘ knowledge of language is twofold: knowledge about the language and
knowledge of the language (Andrews, 2003). Teachers‘ awareness of subject matter
knowledge or knowledge about language and knowledge of language (language
competency), are key concerns, and these affect teachers‘ professionalism or
pedagogical

practice

(Andrews,

1999,

2003).

This

study

will

provide

recommendations on teacher training and ways to improve teacher language
awareness.
Apart from teachers‘ beliefs and cognition, current research shows that learners‘
beliefs also affect their learning. The present research also investigates students‘
beliefs which might provide a more elaborate understanding of Sri Lankan practices.
2.4.3. Impact of learner beliefs on learning grammar
Learner needs are a significant consideration for any kind of pedagogical
intervention, and it is important to examine learners‘ belief systems and how they
affect the teaching and learning processes. Lima & Fontana‘s (2007) study found that
there is a gap between what learners want and what they receive in the secondary
school education in Brazil. Mercer (2008) also highlights the importance of learners‘
self beliefs and suggests that investigation into learner beliefs and constructs would
help in developing a ―sound FL teaching approach in general‖ (p. 183). Hawkey
(2006) suggested that there is a significant difference between perceptions of learners
and teachers in some activities in the FL classroom. In this study, both learners and
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teachers agreed on the value of the communicative approach, but there was
disagreement on pedagogical grammar practices and use of pair work. Hence, these
mismatches need to be considered in planning activities for language teaching
classrooms and research needs to be conducted to understand this disparity.
There is no doubt that the more we know about what is perceived to be
happening in the classroom, the better our chances are of improving the
quality of language learning and use. Impact studies, using opinion
surveys, face-to-face opinion finding, and classroom observation can be
crucial elements in the discovery process.
(Hawkey, 2006, p. 249)

Kern (1995) suggested that these mismatches may create tension in classrooms.
Bernat & Gvozdenko (2005) suggested a change in research direction of learners‘
beliefs. They emphasised that it is important to focus attention on the relationship
between learner beliefs and personality before trying to change beliefs in classroom
contexts. Canagarajah (1993) has observed that Tamil ESL learners in Jaffna
peninsula in Sri Lanka were poorly motivated to learn English because of their
patriotic attitudes to the land. Some negative learner beliefs may lead to learner
inhibitions and anxiety, and therefore these beliefs hinder development of learner
autonomy. Therefore, research suggests that teachers need to adopt a strategic
approach in eliminating inhibitive beliefs.
Shak and Gardner (2008) found that young learners have positive attitudes to form
focused instruction in ESL teaching. Their study used four form focused tasks
(consciousness raising, 3dictogloss, grammar interpretation and grammaring) to

3

Dictogloss

Dictogloss is a classroom dictation activity where learners are required to reconstruct a short text by listening
and noting down key words, which are then used as a base for reconstruction.
Example
Learners discuss the sea. The teacher then explains the task, and reads a short text on the sea to the class, which
just listen. The teacher reads the text again, and the learners take notes. In groups, the learners then reconstruct
the text.

65

Chapter 2: Literature Review

study learner perspectives towards grammar instruction in communicative-based
teaching where attention is directed towards specific grammar rules and aspects. In
this study, the majority of young learners stated that they enjoyed the form-focused
tasks: however, this study did not assess whether their beliefs correlate with their
acquisition of grammar rules. This could have been investigated through a
longitudinal study, where learners‘ inter-language knowledge is tested after a lapse
of time. Unequivocally, learners‘ beliefs provide insight into teaching practice, and
thus, this study will investigate learners‘ beliefs and compare them with teachers‘
beliefs to offer a comprehensive picture of grammar teaching practice.
2.5.

Syllabus, curriculum design and evaluation

As discussed above, teachers‘ and learners‘ beliefs contribute immensely to the
success of learning and teaching. In this discussion, curriculum, syllabus and
teaching materials are important. Therefore, this section will briefly discuss current
trends in language syllabus and curriculum design, including textbook or course
book design. This study aims to contribute to an understanding of Sri Lankan ESL
practices that can lead to their improvement.
Nunan (2001) identifies curriculum as a ―larger messy concept‖ (p. 55) because of its
complexity. A particular curriculum generically includes a description of the
philosophy, the purpose, methodology of teaching, learning and the assessment
procedures. In other words, it describes the course content and the methodology. A
curriculum needs to be comprehensive enough for teachers to plan their syllabus. In
some occasions, curriculum overlaps with the syllabus and sometimes used as a
synonym of the syllabus. A syllabus is more specific, finite and narrower than a
curriculum. Dubin & Olshtain (1986, p. 35) show the link between the two as follows:

In the classroom
Dictogloss is often regarded as a multiple skills and systems activity. Learners practise listening, writing and
speaking (by working in groups) and use vocabulary, grammar and discourse systems in order to complete the
task.
BBC Teaching knowledge database (2010)
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A syllabus is a more detailed and operational statement of teaching
and learning elements which translates the philosophy of curriculum
into a series of planned steps leading towards more narrowly defined
objectives at each level.
Therefore, both the curriculum and the syllabus are interconnected, although the
curriculum is a wider concept than the syllabus. A language teaching syllabus can be
of different shapes. Dubin and Olshtain (1986) discuss five different types of
language teaching syllabus. They are the linear format, the modular format, the
cyclical format, the matrix format, and the storyline format. In a linear syllabus,
linear ordering of grammatical elements is crucial, the modular format includes
thematic or situational language content, the cyclical format allows the learners to
revise what they learn with new language knowledge embedded in tasks, the matrix
format allows the learners to select topics and thus allows flexibility, and the
storyline format includes functions and notions that are highlighted in a narrative
based syllabus.
Harmer (2006) defines the syllabus design as ―the selection of items to be learnt and
the grading of those items into an appropriate sequence‖ (p. 295). He also classifies
the syllabuses based on the content and the focus of teaching: the grammar syllabus,
the lexical syllabus, the functional syllabus, the situational syllabus, the topic based
syllabus, the task based syllabus and the multi-syllabus syllabus (p. 296-300).
Harmer suggests that the multi-syllabus syllabus is a good alternative for the
dissatisfaction with the other syllabuses, that has a particular language focus. The
multi-syllabus syllabus integrates all the skills including grammar. Ur (1991)
includes a similar classification but introduces two other syllabuses as procedural
and process: the procedural syllabus is pre- specified set of tasks for the class and the
process is not pre-set but developed based on the learners‘ needs. However,
Robinson (2009), mentions that there has been a shift from synthetic to analytic
approaches to syllabus design, and the contemporary approaches that are widely
used in syllabus design are the structural, the lexical, the skill based and the task
based syllabuses. Sri Lankan secondary syllabus is influenced by CBA language
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teaching approach and employs a multi-syllabus incorporating skills, grammar and
language functions.
Much of the time, textbooks are provided as part of the syllabus. They are also
known as course books (Harmer, 2001). Textbooks contain the list of teaching and
learning activities that shape classrooms, and only few teachers enter a classroom
without a textbook (Byrd, 2001). Textbooks are for both teachers and students. The
textbook content can be based on the curriculum and in some cases the text is the
curriculum. For example, in the secondary school in Sri Lanka, the textbook is the
curriculum, but in the Australian context the curriculum is a separate document that
outlines the philosophy and the goals of the programme.

In other situations,

textbooks are not congruent with the curriculum thus the teachers need to adapt and
use other materials to suit the curriculum (Byrd, 2001). Therefore, Byrd (2001) notes
that teachers need to carefully evaluate textbooks before selection and analyse them
for implementation. Therefore, teachers need to have good understanding and skills
in evaluation or assessment, and for the analysis of textbooks/course books and
other materials for implementation. Byrd (2001) and Harmer (2001) suggest that
teachers should use a checklist in textbook evaluation. However, Waters (2009)
points out that textbook design is a highly skilled process which involves ―the notion
of a compromise between what might be the theoretically desirable and what is
practicable and appropriate in audience terms‖ (p. 324). In reality many contexts
seem to ignore this aspect, especially in Sri Lanka where textbook writers often are
not aware of the nature of the classrooms in many contexts.
The curriculum is much broader and includes the philosophy, the purposes, the
design and the implementation of a whole programme (Graves, 1996). In reality, the
curriculum documents may not always include the above features. For example,
some language teaching programmes do not have an underlying curriculum that
explains the goals and the philosophy of learning, instead they consist of a syllabus
that outlines the language content, process, and the outcome (Dubin & Olshtain,
1986). The language content describes the language components of the syllabus, the
process describes ―how instruction is carried out and learning is achieved‖ (Dubin &
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Olshtain, 1986, p. 47), and the outcome or the product dimension describes the
specifications of the expected results. In Sri Lanka there is no general curriculum
document. Curriculum and syllabus are combined in the textbooks in which learning
content and teaching processes are prescribed.
Various factors affect the success of curriculum planning and implementation. As
Clark (1987) points out, socio-political beliefs and values in a particular context may
impact on a language teaching curriculum and renewal. In his study (1987) he
examines three broad value systems that permeate curriculum implementation and
renewal: the classical humanism which is knowledge–oriented, re-constructionism
which is society oriented, and progressivism which is concerned with individual
development (p. 5). The thoughts and the values reflected in the three models have
given rise to the language teaching approaches discussed above (section 2.3). For
instance, the classical humanism views undoubtedly have contributed to the
grammar translation approach, the re-constructionism viewpoint is reflected in the
functional notional approaches and the communicative approach and the
progressivism viewpoint is a phenomenon in the task based approaches. Clark
(1987) in his ALL (Australian Language Levels) project tries to integrate ―the best
features of the Classical humanist, Re-constructionist and Progressivist value
systems‖ (p. 187). Thus, the project highlights the importance of integrating the
value systems rather than isolating them, and this principle is reflected in
developing a curriculum for LOTE (the teaching learning and assessment of
languages other than English) in Australia which was ALL project‘s main
responsibility. In other words, the project sees the importance of top-down and
bottom-up curriculum viewpoints.
Moreover, Sfard (1998) identifies three important metaphors in organising
pedagogical interventions for successful learning. They are:

1. The Acquisition metaphor (AM), in which knowledge is a private
property which is derived from traditional knowledge based methods of
teaching. This explains learning as a cognitive phenomenon.

69

Chapter 2: Literature Review

2. The participation metaphor (PM) in which knowledge is considered as for
‗community practice‘ (1998, p. 10). This metaphor recognises learning as a
social phenomenon.
3. The metaphor of ‗conceptual transplant‘ in which learners transfer the
knowledge into different needs.
Sfard suggests ―an adequate combination of the acquisition and participation metaphors
would bring to the fore the advantages of each of them, while keeping their
respective drawbacks at bay‖ (1998, p. 11). These ideas have affected curriculum
implementations in Sri Lanka, but the curriculum has been always a top-down
development. Therefore, it will be useful to examine the curriculum from a bottomup perspective, by investigating teachers‘ and learners‘ beliefs.

Teachers‘ beliefs form another factor that affects the implementation of a curriculum.
Teachers are important sources of decision making process in an education system,
however many curriculum reforms in ESL and FLT are top level decisions and
teachers are untapped (Fullen, 1993). As a result, most curriculum reforms have not
been successfully implemented and there have been various problems in
implementation as the cascade approach (top-down) has several inconsistencies in
passing information to the bottom level practitioners. A study conducted in Thailand
by Segovia and Hardison (2000, p. 9) reveals that there are ―areas of loss in
curriculum coherence‖. This study was conducted through classroom observations,
post-observation stimulus recalls and teacher interviews. The findings offered
evidence of teachers‘ confusion about curriculum renewal and its application. Thus,
in curriculum decision- making, teachers should be consulted and prioritised.
Another dilemma that is common is teachers‘ ability to transfer curriculum into their
syllabus. Woods (2009) argues that the syllabus should be a ‗map‘ of the curriculum
but should not prescribe every aspect in it.

Developing a syllabus based on a

prescribed curriculum needs advanced skills from the teachers. Woods (2009) also
argues that teachers need to balance both ‗informed prescription‘ provided in a set
curriculum and ‗informed professionalism‘ that is gained from service-based
pedagogy. Therefore, what is more important here is to provide better training for
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teachers for their professional development to enable them to achieve effective
decisions-making in teaching and planning materials for teaching. For example, Thai
teachers in Segovia & Hardison were concerned about their ―English proficiency,
insufficient training, inadequate resources and professional support‖ (Segovia &
Hardison, 2000, p. 1).
The effectiveness of a curriculum design always depends on the learners and their
needs. It is seen that different contexts would have different needs for learning &
teaching programmes. Therefore, one step of curriculum planning is needs analysis
(Richards, 2001), which is a process in which learners‘ specific needs are evaluated
through various processes. For example, English for Specific Purposes (ESP) focuses
only on the specific vocational needs of language learners, and thus various
programmes emerged to help such learners. The early ESL approaches (such as
behaviourism theory) focused on grammatical competence and the newer
approaches (such as CLT and TBA) aimed at communicative competence (Richards,
2001). Apart from learners‘ needs, their learning styles are deciding factors in the
organisation of the learning process. Learners‘ preferences would depend on their
learning styles and their level of motivation to learn a language. Therefore, needs
analysis is an important process accompanying any curriculum design, and it should
include assessment of students‘ needs, learning styles, motivation and preferences.
In that case, each classroom can be a unique learning environment.
On the other hand, curriculum evaluation is becoming increasing important
(Richards, 2001) and it is one of the ways to overcome practical problems that occur
in regard to a particular curriculum. Nunan (2010) states that ―evaluation is an
essential part of good curriculum design‖ (p. 134). Thus, evaluation allows constant
monitoring of the curriculum and provides opportunities to revise it. Richards (2001)
and Nunan (2010) introduce different approaches to curriculum evaluation. The
process of evaluation can include the teaching content, teacher, students, context and
materials used for teaching and learning. Evaluation can be formative or summative
based on the purpose of the evaluation (Nunan, 2010). However, evaluation needs to
be carefully conducted to obtain effective results. Unfortunately, the Sri Lankan
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Education system has conducted neither curriculum evaluation after its curriculum
reforms nor need assessment before introducing a curriculum. This lack of
formalised evaluation processes can lead to confusion, difficulty in implementation
of the current curriculum and bring unnecessary load on the teachers‘ job.
The discussion above demonstrates that teachers and learners play a vital role in
curriculum planning and implementation. Therefore, their needs, motivation,
willingness, beliefs and attitudes should be consulted in planning a new curriculum,
or renewal of a curriculum to maintain uniformity in what they are doing and to
achieve maximum benefits. Therefore, the present study aims to explore teachers‘
and students‘ beliefs to the current ESL curriculum (especially grammar teaching
content) in the secondary schools in Sri Lanka.
2.6.

Summary of the literature review and its relevance to this study

The literature discussed in this chapter attempted to highlight the concerns, debates,
research findings and opinions of linguists, researchers and language teachers about
the perspectives on pedagogical grammar which is the key inquiry of this thesis. The
discussion highlighted the following key points:
 There are different grammar paradigms which evolved alongside
linguistic theories or independently. The dilemma that teachers face today
is the choice of appropriate grammar paradigm/s for the ESL classroom
(some teachers include structural grammar, functional grammar and
traditional grammar). Hubbard (1994) suggests that language teachers
have to be cautious in dealing with theoretical linguistics. He says that
―theories of grammar and the analyses which follow from them should
not be blindly embraced, as has sometimes happened in the past. Nor,
however, should be ignored‖ (p. 69). This shows how complex grammar
teaching is for any teacher.
 There is a plethora of methodological principles for teaching ESL both
traditional and modern, and other instructional techniques of grammar
teaching: the main concern is what the best approach/approaches that
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should be used in the ESL classrooms. Currently, this decade sees that it is
futile to suggest the ‗best‘ approach unless teachers are empowered to
choose the best for their context.
 Moreover, grammar teaching has been the subject of controversy in ESL.
There are disputes about whether to teach grammar explicitly or
implicitly. These discussions include various suggestions for the
procedures of grammar teaching. Studies offer contradictory results about
the effectiveness of different methods. Some research suggests that some
methods are more viable than others. The teachers‘ duty has become more
challenging and confusing because they are confronted with the task of
choosing from a range of appropriate methods to suit their own context.


On the other hand, research has shown the importance of teachers‘
beliefs for influencing their instructional decisions. Learner‘ beliefs also
impact on their learning and the effectiveness of classroom instruction.
Thus, this study focuses on how teachers and students form their beliefs
systems and the way these affect their practices, especially in regards to
learning grammar and metalanguage.



The policies on syllabus design and curriculum implementations restrict
and constrain teachers‘ practices, and sometimes contradict learners‘
preferences. Research highlights the significance of curriculum evaluation
and needs assessment prior to any curriculum implementation. However,
there has been little or no curriculum evaluation or needs assessment in
Sri Lankan education. Thus, this study undertakes the task of
investigating teacher and learner beliefs towards grammar practices and
the current curriculum.



Finally, this discussion indicates that teachers need to take upon many
responsibilities. There has been discussion about the importance of
teachers‘ professionalism and improvement of teacher education. On the
other hand, it has been discussed that teachers encounter problems when
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embracing western views without understanding their teaching context
and their learner needs and culture. Andrews (2003), Borg (2006) and
Borg & Burns (2008) highlight the significance of extending teacher
cognition research as it can contribute to understanding complex teaching
processes.
For this reason, this study contributes to teacher cognition research by examining
teachers‘ and learners‘ beliefs about grammar teaching. Grammar teaching has been
seen as a problematic area, not only in Sri Lankan ESL but internationally, thus this
study focuses on grammar teaching. This research also could be seen as a form of
curriculum evaluation as it discusses teachers‘ and students‘ attitudes to this aspect
of curriculum, textbooks, with the aim to improve teacher training and curriculum
planning.
2.7.

Conclusion

The discussion in this chapter attempted to highlight the important theoretical
underpinnings of grammar teaching. Firstly, it has outlined different paradigms of
grammar, followed by an introduction to different approaches, methods and
techniques employed in grammar teaching and learning, while examining the
difficulties faced by current practitioners and students in various contexts. Secondly,
it elaborated the impact of the studies in relation to teachers‘ beliefs, teacher
language awareness, and students‘ beliefs in learning and teaching grammar. This
discussion also concluded with a brief discussion of the role of syllabus and
curriculum design in ESL. Finally, this chapter summarised the key concerns in
grammar teaching, providing justification for the contribution of this study.
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Chapter Three
Research Methodology
This chapter discusses the research design adopted for the study and it reviews the
research methodology employed in language teaching and teacher cognition. This
chapter is divided into three sections: research design, data collection and data
analysis. Therefore, it will firstly, in section 3.1, describe the justification for the
research design providing an overview of the quantitative, qualitative and the mixed
methods research paradigms, and the rationale for using the data collection
methods: questionnaires, interviews, and classroom observations. It will also
illustrate the strengths and limitations of these data collection instruments and will
offer a short introduction to ethical considerations in research. Section 3.2 will
describe the process of data collection. Hence, it will include a description of the
participants of the research and the procedure adopted in data collection. Next,
section 3.3 will present the concepts of triangulation and the data analysis
procedures used for each method of data collection. Finally the chapter will conclude
with a summary in section 3.4.
3.1.

Rationale for the research design

Planning and designing a research project is a rigorous process that involves much
time and effort to identify what methods and instruments to be used in a particular
study. This will totally depend on the researcher‘s purpose and the rationale for the
study. In completing this process, in-depth understanding of literature on research
methods and paradigms is immensely useful. This section of the chapter will
summarise literature while examining and justifying some logistics for the
methodology used in this thesis.
3.1.1. Qualitative, quantitative & the mixed-methods approaches
Most research studies in education and social sciences use either qualitative or
quantitative or mixed methods approaches in their data collection and analysis.
Qualitative, quantitative and mixed methods involve distinct processes. Knowledge
about these processes enhances understanding of the research and of their
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implementation in a specific research study. Therefore, it is important to examine the
distinctive features of such approaches. As generically defined by Nunan (1997), a
quantitative research study ―seeks facts or causes of social phenomena without
regard to the subjective states of the individuals‖ (p. 6), and basically derives results
statistically. In contrast, qualitative research provides findings that are not arrived
at by statistical procedures and are concerned with ―understanding human
behaviour from the actor‘s own frame of reference‖ (Nunan, 1997, p. 6). On the other
hand, mixed-methods research amalgamates both qualitative and quantitative
processes either in a single phase study or a multiphase phase study (Mertens, 2005).
Therefore, these three research processes are vital but have their pros and cons in
their application in data collection and analysis.
Quantitative research studies are popular and useful, yet they can have limitations
based on their design and application (Connolly, 2007). These methods are widely
used in education and social sciences. Quantitative research reaches at findings
based on the data analysed statistically. The development of different software
packages such as SPSS and other new versions has facilitated research by providing
ample opportunities to understand numbers statistically. The quantitative methods
include surveys, pre-tests, post-tests and experiments. The most common
quantitative research instrument is the survey that can be administered in large scale
research. At present, in many cases surveys can be completed online and the
researchers do not need to meet their clients. Quantitative research methods are very
useful because they can include a large number of participants. However, they are
highly structured and involve prior instrumentations based on the researchers
(Silverman, 2000). On the other hand, it is difficult to quantify peoples‘ attitudes and
beliefs. Therefore, many research studies in education tend to undervalue the
importance of quantitative data because numbers or statistics have little to
contribute in understanding human behaviour (Connolly, 2007). However, Connolly
(2007) argues that quantitative analysis that is conducted at a higher level has its
massive importance and potential for understanding concepts in education.
Therefore, quantitative analysis cannot be said to be better than qualitative analysis;
it provides the researcher with a different purpose (Connolly, 2007). Hence, rather
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than becoming optimistic about quantitative analysis, it is important to utilize it
effectively, considering its advantages in one‘s research.
On the other hand, qualitative research studies human or social problems by
examining attitudes and opinions from individuals or groups of people (Creswell,
2007). Qualitative research is more prevalent in ethnographic studies and in studies
in humanities. As LeCompte and Goetz (1982, p. 34) note, ―experimental researchers
hope to find data to match a theory, ethnographers find a theory that explains their
data‖. Therefore, qualitative research is grounded or exploratory. The reliability and
the validity of qualitative research studies are always questioned on the level of
ability for generalisations and researcher bias explanations known as ‗anecdotalism‘
(Silverman, 2000, p. 10). However, there are many reasons why qualitative research
is important and appropriate (Creswell, 2007). According to Creswell, qualitative
research is conducted:
 when there is a need to study the population
 when there is a need to study the issue
 when there is a need to empower groups of people
 when there is a need for understanding the context
 when there is a need for developing theories
 when the quantitative measures ―do not simply fit the problem‖ (p.
40)
On the other hand, Nunan (1997) argues that this distinction between qualitative and
quantitative research can be ―simplistic and naive‖ (p. 3) and he suggests that no
research should be purely quantitative or qualitative. Moreover, modern research
studies, therefore, attempt to provide better results by combining both quantitative
research and qualitative research paradigms and thus use the term ‗mixed-methods
approach‘ for such amalgamation of those principles in one research study. Strauss
and Corbin, (1990) claim that these two methods can be incorporated effectively in
one research study in order to overcome the inconsistencies created by each one and
to provide more reliable and valid findings. Moreover, Creswell (1994) points out
that there are several advantages in combining quantitative and qualitative methods
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in one research study. Combination provides convergent results and expands the
scope and breadth of a study (Creswell, 1994; Mertens, 2005). It also offers a broader
perspective and deeper understanding of the concept that is being investigated, and
it can be used to answer questions that could not be answered in any other way
(Mertens, 2005). Therefore, a growing number of modern research studies see the
advantages of using mixed approaches to make research findings more reliable,
valid and to increase the breadth of the studies. However, the choice of method
would always depend on the type of research to be undertaken or what the
researcher seek to investigate.
As a result of the strengths of mixed approach research, the present research
employed this approach to answer the research questions and it is the most
appropriate way of studying participants‘ beliefs based on the topics inquired. The
research design of the present study is shown in figure 3.1 below:
Teachers'
Questionnaire
Quantitative
Learners'
Questionnaire
Cross-sectional
Data

Interviews with
Teachers

Qualitative

Interviews with
Learners
Classroom
Observations

Figure 3.1: Research design

As seen in figure 3.1 above, the study used mixed methods combining qualitative
and quantitative research paradigms to enhance the validity and the reliability of the
findings. Further justifications of using the mixed methods are:

78

Chapter 3: Research Methodology



to broaden the scope the study with the number of participants.



to understand the issues in-depth by interviewing and conducting
observations.



to triangulate data in the analysis and to improve the external
validity.



to minimise inconsistencies occurring in each of the research
instruments employed. For example, questionnaires can be limited
and closed and the interviews are open allowing the participants to
discuss issues freely. The observation also allows observing the
participants in their natural setting.

3.1.2. Choosing the right qualitative approach: Grounded theory
When designing a qualitative study particularly about human beliefs, the
researchers must examine the focus of the study in relation to different perspectives.
Creswell (2007) alerts researchers to the fact that there are baffling numbers of
qualitative approaches to research. Therefore, the investigator has to select the most
effective one. When examining a human phenomenon from human perspectives, the
researchers need to select the right approach for the study. Table 3.1 below, which is
an adaptation of Creswell (2007), compares and contrasts the characteristics of five
popularly used qualitative research approaches with respect to their focus, data
collection and analysis. This table, therefore illustrates that the choice of the research
method is entirely based on the focus and the aim of a study.
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Research
paradigm
Narrative research

Data

Focus

collection

Data analysis

Exploring the life

Using primarily

Analysing data for

of an individual

interviews and

stories, ―restorying‖

documents

stories, developing
themes, often using a
chronology

Phenomenological

Understanding

Using primarily

Analysing data for

research

the essence of the interviews with

significant statements,

experience

individuals,

meaning units, textural

although

and structural

documents,

description,

observations and art

description of the

may also be

―essence‖

considered
Grounded theory

Developing a

Using primarily

Analysing data

research

theory grounded

interviews with 20-

through open coding,

in data from the

60 individuals

axial coding, selective

field

coding

Ethnographic

Describing and

Using primarily

Analysing data

research

interpreting a

observations and

through description of

cultural-sharing

interviews, but

the culture-sharing

group

perhaps collecting

group; themes about

other sources

the group

during extended
time in field
Case study

Developing an

Using multiple

Analysing data

research

in-depth

sources, such as

through description of

description and

interviews,

the case and themes of

analysis of a case

observations,

the case as well as

or multiple cases

documents, artifacts

cross-case themes

Table 3.1: Comparing and contrasting five qualitative approaches: adapted from
Creswell (2007, p. 78-79)
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Similar to Creswell‘s analysis, Starks & Trinidad (2007) provides another useful chart
of three qualitative approaches (phenomenological, grounded theory and the
discourse analysis) providing the reader with a clear distinction between those
approaches and the purpose for using them in health research. According to Starks
& Trinidad (2007), figure 3.2 below demonstrates the distinction between such
approaches and illustrates the difference with respect to history, goal, philosophy,
methodology, analytic method, and product.
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Figure 3.2:
Source from Starks & Trinidad (2007, p. 1373):
Similarities and Differences of Three Interpretive Approaches With Respect to
History, Goal, Philosophy, Methodology, Analytic Method, and Product

As can be very clearly seen from the above figure 3.2 and Creswell‘s (2007)
analysis in table 3.1 earlier, the choice of approach will rely on the philosophy,
methodology, analytic method, audience and product. Therefore, when
examining the above aspects, the grounded theory approach is most
appropriate to the present study for the following reasons:
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The research questions basically aim to examine the practices and
perceptions of grammar pedagogy in the Sri Lankan context.
Grounded theory approach is suitable because it would provide a
holistic picture of grammar pedagogy in secondary schools from the
perspectives of teachers and students.



The goal is to explore the possible theory that is grounded in the data
and the study seeks an opportunity to explain how grammar is taught
and viewed.



In data collection, face-to-face semi structured interviews and
observations are employed and the participants present their views of
the phenomenon and they are observed in the natural contexts.



Data analysis involves several stages of coding, similar to those
espoused in grounded theory (this will be discussed in detail in the
section 3.3 below).



One of the aims of this study is to provide recommendations to the
Ministry of Education and Sri Lankan schools for improving teaching
practices, which is an aim of Grounded theory.

3.1.3. Rationale for choosing the data collection methods
As seen in the previous section, the present study used the mixed methods approach
for data collection for triangulation purposes. Borg (2006, p. 168) shows that there
are four data collection methods that are popularly used in teacher cognition
research studies. They are:
 Self report instruments: these include instruments such as
questionnaires, scenario rating and tests to elicit teachers‘ beliefs or
knowledge about particular aspects. From the above methods,
questionnaires are more popular and widely used to study teachers‘
beliefs regarding language learning and teaching. In scenario rating,
teachers‘ experiences are elicited to provide scenarios. Tests are
suitable for testing teachers‘ factual knowledge (Borg, 2006)
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 Verbal commentaries: these include structured and semi-structured
interviews, scenario-based interviews, repertory grid interviews,
stimulated recall and think aloud protocols. These methods allow
researchers to elicit teachers‘ beliefs, practices and mental constructs.
Teachers‘ verbal reports or interviews can be organised differently
based on the researchers‘ needs and the types of participants. Think
aloud is mainly used in procedures involved in task designing.
 Observations: these can (structured or unstructured) collect
information about real practices which can be compared with
teachers‘ stated beliefs.
 Reflective

writing:

journal

writing,

biographical

accounts,

retrospective accounts and concept maps can elicit perceptions and
beliefs
From the above methods, the present study used the following methods
in data collection:
 Self-report instrument – questionnaires: the questionnaires were
used in order to include a large number of participants and combine
these responses with more in-depth responses from the interviews.
 Verbal commentaries – semi-structured interviews: interviews were
used to obtain participants‘ in-depth views towards the issues
discussed in the thesis.
 Structured observations: the observations were used in order to
examine what happens in reality to confirm and compare the
practices with the beliefs.
The above research instruments used in the research were designed to create a
strong database. Interviews and questionnaires are combined to obtain participants‘
views. The questionnaires were intended to collect data from larger groups as the
interviews are time consuming. This is also expected to minimise the inconsistencies
that may arise from the use of one single technique. The classroom observations
were conducted to examine the reality of the classrooms and also to
confirm/disconfirm the participants‘ beliefs and reported practices. The present
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research examined the beliefs of teachers and learners in the selected context, and
therefore the above research instruments were selected by considering the pros and
cons of each instrument and their contribution to the research study. As the study
aimed to find teachers‘ and learners‘ practices, beliefs and perceptions about
grammar teaching, questionnaires and interviews are the most appropriate methods
to offer a general and in-depth understanding of these practices and beliefs. They
probe and generate discussion based on the stimulus provided in the questions. The
following figure 3.3 explains the framework adopted in the research design (adapted
from Borg, 2006, p. 28)

Substantive Elements:
o

Generic process → instructional and planning concerns

o

Participants → in-service teachers and their students

o

Domain specific process → grammar teaching and learning

Methodological Elements:
o

verbal commentaries → semi-structured interviews

o

self-report instruments → questionnaires

o

observations → non-participatory (structured) based on field notes

Figure 3.3: Methodological and substantive elements of the present research

3.1.3.1.

Self-report instrument: questionnaires in research

Questionnaires fall into the quantitative paradigm and they are widely used in L2
research. They have both pros and cons in data collection. Borg (2006) points out that
the questionnaire, in spite of its limitations, continues to be an effective data
collection method in teacher cognition research because of its strengths. Dornyei
(2003) mentions ―[t]he main strength of questionnaires is the ease of their
construction‖ (p.3) and they are versatile and help to gather large amount of data
within a short period of time. They tend to be more reliable as a data collection tool
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because of their anonymity. Nevertheless, it is difficult to ignore some pitfalls when
using questionnaires in research studies. As Cohen et al. (2000, 2007) note,
questionnaires require participants‘ ability to read and write and therefore,
questionnaires can be used only with participants who can read and write. However,
the participants may not have a great interest in the questions and therefore, can be
filled hurriedly and carelessly. Thus, the information given may be inadequate or
incomplete. This problem can be minimised by using tactics in questionnaire
formation where participants are requested to write very little: they can be asked to
give closed responses. This has to be done carefully as the researcher may impose
ideas on the participants and thereby the questionnaire hinders the participant from
giving his/her honest view on a particular issue or concept that is being
investigated.
Participants having to give closed responses in surveys can have disadvantages. The
participants usually respond to the pre-planned questions and the researcher often
may not directly interact with the participants, and therefore there can be some
information which will never be discovered. Therefore, the researcher may find only
what was expected and there is a tendency to find unreliable information. The open
responses approach is the only way to solve the above problem, yet it also can be
disadvantageous in several other respects (Brown, 2002). The open responses are
relatively difficult for some people to answer and they are time consuming.
Therefore, respondents may avoid answering these types of questions. In addition,
such responses can be difficult to code, interpret and analyse (Brown, 2002). The
following table summarises the pros and cons of questionnaires, as discussed in
Brown (2001). The table demonstrates that there are several advantages as well as
disadvantages in administering survey instruments in research. In general it can be
concluded that it is difficult to condemn their use in research studies.
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Advantages

Disadvantages

 Cheap and fast

 Often low return rate

 Can be used in large-scale

 Often incomplete answers

studies

 Difficult to use with realia

 Can be anonymous

 No control over environment

 Control subconscious bias

 Other observations are

 Control other sources of bias
 Respondents can take their own
time to complete it
 Standardised across
respondents

impossible
 Relatively rigid
 Relatively artificial
 Relatively impersonal
 Relatively restricted data

 Can cover wide geographic area

 Written behaviour only
 Must be relatively simple

Table 3.2: Pros and cons of questionnaires, as in Brown (2001)

When employing questionnaires in research studies, researchers need to spend time
planning them to collect reliable data. Questionnaire formulation and design is
complex (Cohen et.al. 2007) and can be an extremely difficult task. The validity and
reliability of the investigation can depend on the quality of the questionnaire and the
information that it gathers from the participants (Cohen et al. 2007; Brown, 2001). As
Brown (2001) suggests, prior to the questionnaire formation it is important to focus
attention to the following areas in order to minimise problems that may immerge
from the designing.
1.

Question Form

2.

Meaning of the questions

3.

Type of respondents: their educational background, age etc.

Brown (2001) suggests that researchers need to focus on the following guidelines
given below (in table 3.3) when constructing questionnaires.
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Do’s

Don’ts

 Write clear directions: overall
directions, specific directions and
instructions
 Order the questions rationally
 Group the questions by type or
format or topic
 Edit them carefully
 Pilot the questionnaire
 Make it simple and attractive and
easy to read

Avoid *double barrelled questions
Do not load questions with words
Avoid *‗leading questions‘
Avoid *prestige questions
Avoid embarrassing and negative
questions
 Avoid biased questions
 Do not write questions across the
page






Table 3.3: Do’s and Don’ts in constructing questionnaires
*double barrelled questions are questions that are formed with several questions in one item
* “leading questions encourage respondents to answer in a particular way” (Brown, 2001,
p.51)
*prestige questions are the questions that the respondents are compelled to answer by yes or no.
For example, “Have you read any English books this week?” Instead you may ask “Have you
had any time to read English books this week?” (Brown, 2001, p. 51)

The do‘s and don‘ts presented in the table 3.3 are very useful for a researcher to
collect data, and at the same time allow data collection to occur in a safe
environment. A good questionnaire would take ample time and piloting to enable
possible alteration in order to be effective. As can be seen in the discussion above,
questionnaires can be immensely useful in obtaining statistical data from a larger
population which enhances the reliability of the research study. Care must be taken
in constructing unbiased questions and ensuring the anonymity of the responses.
Considering these factors, the present research employed careful steps in
constructing the two questionnaires which will be discussed in the proceeding
sections.
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3.1.3.2.

Design of the teachers’ questionnaire

The teachers‘ questionnaire intended to derive data about teachers‘ professional
practices and their beliefs and attitudes in relation to grammar teaching, and it also
included the materials used in grammar pedagogy. When constructing the items of
the questionnaire, the researcher was careful about the ‗do‘s‘ and ‗don‘ts‘ discussed
in the previous section of this chapter. The questionnaire was written in English
because the participants‘ English knowledge was quite satisfactory. The following
steps were followed in constructing the questionnaire.
 The researcher first brainstormed the list of questions (separately for
teachers and students) that would be helpful in creating the database of
questions
 Some of the questionnaire items were based on previous research
studies and were included to increase the validity of the study. A
combination of closed and open responses was used to improve
reliability and bias (Brown, 2001)
 Then questions were categorised into sections based on the topics
relating to the study.
 Questions

were

converted

into

Likert

scale

statements.

The

questionnaires consisted of ordinal variables according to Connolly‘s
(2007) classification of variables. Ordinal variables consist of a number
of categories which are in the ranked order:
 strongly agree: 5
 agree: 4
 undecided: 3
 disagree: 2
 strongly disagree: 1
 Then the questionnaire was piloted with an experienced Sri Lankan
non-native teacher who lived in Canberra. Borg (2006) emphasises the
need for validation of the questionnaires through piloting.
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 Then the questionnaire was revised and redesigned in light of the
suggestions from the pilot study (see Appendix 3) for the final draft of
the teachers‘ questionnaire):

The contents of the questionnaire:
Section 1: About you: This section of the questionnaire consisted of five questions
aimed to gather participants‘ demographic information such as gender, number of
years of teaching experience, professional qualifications and school category.
Question 5 intended to gather information about the materials used for grammar
teaching other than the government text books.
Section 2:

Teachers’ grammar practices

This section consisted of 14, 5 scaled Likert statements and intended to examine the
methods and techniques that teachers use in teaching grammar to their children.
These techniques selected are widely used and recommended by different
approaches to language teaching mentioned in the literature review. Some
techniques are suggested in the Teachers‘ Instruction Manuals (TIM) provided to the
teachers by the National Institute of Education at Maharagama Sri Lanka. The openended questions in this section were intended to gather information about any other
techniques or methods used by individuals, and their comments on them, and were
also aimed to validate the Likert scale responses.
Section 3:

Teaching metalanguage

The three Likert statements and the open question in this section were constructed to
examine teachers‘ beliefs about teaching metalanguage in the secondary grades. The
main goal here was to discover the usefulness of including metalanguage in a
curriculum.
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Section 4:

Teachers’ beliefs and suggestions for improvements in grammar
teaching

The four Likert statements in this section were intended to gather information about
teachers‘ beliefs towards grammar teaching, and the open question examined
teachers‘ opinions and suggestions for improvements in grammar teaching. This
section also sought opinions from teachers about the use of grammar activities in
textbooks and teacher training programmes conducted by the department. In this
section, the participants had an opportunity to suggest changes that they wished to
see in the system by responding to the open-ended question.
3.1.4. Construction of students’ questionnaire
The main objective of the students‘ questionnaire was to investigate learners‘
preferences regarding grammar teaching procedures, textbook activities, and also
their beliefs about grammar learning and teaching. When constructing items in the
questionnaire an attempt was taken to make it as simple as possible because the
participants may not possess a good language proficiency to understand these items
(the participants were all second language learners of English but the questionnaire
was in the English medium). The learner questionnaire was piloted with the
researcher‘s daughter who learnt English in Sri Lanka and experienced a similar
pedagogy. The questionnaire was formatted into four main sections:
Section 1: The first section of the questionnaire was intended to gather information
about participants‘ gender, exposure to English language, and competency levels in
the four language skills (reading, writing, listening, speaking) as assessed by the
learners themselves.
Section 2:

The second section of the questionnaire aimed to investigate the

participants‘ grammar teaching preferences and their attitude to grammar teaching.
There were 14, 5-scaled Likert statements and one open question where participants
had an opportunity to list activities that they prefer in grammar learning.
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Section 3: The third section examined students‘ opinions on the grammar teaching
lessons in the government textbooks. There were three Likert statements including
the open question where students were asked to give reasons for their choice of
textbook activities or to comment on the activities.
Section 4: The last section of the questionnaire inquired about participants‘ views on
teaching and learning metalanguage. This section consisted of four 5- scaled Likert
statements on metalanguage and an open question at the end to elicit participants‘
personal perceptions of learning grammatical terminology.
3.1.5. Verbal reports: Interviews
Most interviews fall into the qualitative paradigm of research and are widely used in
social research. Qualitative interviews are increasingly becoming popular in applied
linguistics (Mann, 2011). They allow the researcher to elicit human experience,
viewpoints and attitudes towards a certain social concept. As Cohen et al. (2000)
note, ―interviews enable participants - to discuss their interpretations of the world in
which they live, and to express how they regard situations from their own point of
view‖ (p. 367). Therefore, researchers can find out what people commonly believe
and they gain valuable insights into the important issues regarding a particular
concept or topic. Interviews may be invaluable in some research studies depending
on the specific research objectives. As Tuckman notes, interviews provide access to
―what is inside a person‘s head‖ (1972, p. 268) and make it possible to measure what
a person knows (knowledge or information), what a person likes or dislikes (values
and preferences) and what a person thinks (attitudes and beliefs).
Moreover, interviews are more advantageous because they do not require
interviewee skill in writing and reading. As a result, they are immensely useful in
collecting data from illiterate people. Kvale (1996) states that it is important for the
researchers to keep in mind that interviews are not merely data collection tools, but
they facilitate vital social interaction with other human beings. Therefore, in the
present study, the researcher found that these interviews with teachers and students
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were fruitful as the participants were enthusiastic about what they had to contribute
to this study and this enabled rich and friendly conversation.
Apart from the positive aspects, there are some potential problems when conducting
interviews. They may not be suitable for eliciting private or individual matters or
highly personal information that interviewees may not like to share with unknown
distant persons. In social research, some main challenges that interviewers face are
identifying the genuineness of what the participants say (because the interviews are
not anonymous), and avoiding the problem of bias. Cohen et al. (2000) note that
these problems can be avoided to a certain extent by providing the interviewer with
good training and practice. However, most of these factors may depend on
researcher‘s mutual trust, social distance and the interviewer‘s control (Cohen et al.
2000). The following table summarises advantages and disadvantages of interviews
as research instruments as discussed in Brown (2001).
Advantages

Disadvantages

 Researcher can meet the
subjects and obtain consent to
complete the interview
 Fewer incomplete answers
 Can involve realia
 Control environment and order
of answering
 Other observations can be
made
 Relatively flexible
 Relatively personal
 Relatively rich data
 The questions and the schedule
are easy to construct

 Time consuming and
expensive
 Could be used often in
small-scale study
 Never 100% anonymous
 Potential for subconscious
bias and many other
sources of potential bias
 Potential inconsistencies
 Scheduling may be
restricting
 Restricted geographically
 Can be relatively complex
 Coding and transcribing
are time consuming and
difficult

Table 3.4: Pros and cons of interviews, as in Brown (2001)

As discussed above, interviews can be utilised in research by trying to minimise the
disadvantages and wisely planning for interviews depending on purpose of the
study. Research in teacher cognition, such as Borg (2006), shows four types of verbal
commentaries such as structured interviews, semi-structured interviews, repository
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grid interviews and stimulus recall interviews. In the structured interviews, all the
respondents are required to answer the questions in order, either with close- or
open-ended responses. In these the answers are recorded and the researcher may not
ask cross questions. On the other hand, the semi-structured interviews are also
structured (pre-planned) but provide an opportunity for the researchers to ask other
relevant questions according to the need. ―They are typically based around a set of
topics or loosely defined series of questions‖ (Borg, 2006, p. 203). They allow
flexibility and participants are encouraged to talk freely.
There are a number of advantages in using the semi-structured interview in
education research (Borg, 2006, p. 203). It:


develops rapport between the researcher and the respondents.



allows the respondents to speak freely and are not researcher
dominant.



allows researchers to explore unobservable aspects of participants
lives.



allows participants to explain their experience in their own
language.



allows researchers to make unexpected discoveries.



facilitates free social interaction.

Repository grid responses are also a kind of structured interviews that are used in
teacher cognition research (Borg, 2006; Kelly, 1969). The repository grid interview is
a complex system that has been developed to study personal constructs statistically.
These grids need to be carefully developed in order to elicit how people think about
a particular phenomenon. Some research studies have used this tool in teacher
cognition research (e.g. Kelly, 1969; Sendan & Roberts, 1998) and have found it to be
an effective tool for data collection. However, the construction of these grids needs
thorough understanding before because it involves more than the content of how
people think but also their personal constructs (Borg, 2006).
Another type of interview used in teacher cognition is the stimulated recall
interview in which teachers are prompted by audio or visual prompts. Researchers
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record teaching practices (audio or video) and then ask teachers observed to talk
about what and why they did something in their classrooms. In this manner,
teachers‘ thoughts can be verbalised. Here, teachers comment on what they see on
the video recording, and this stimulates teachers‘ thought process to express their
personal opinions and experiences about it. However, the validity of these thoughts
has generated much debate because teachers recall about what they did in the
classroom may not actually reflect what they think at the time of teaching (Yinger,
1986). Similarly, scenario-based interviews, another type of verbal report, would also
allow teachers to respond against a particular given scenario of teaching
(Basturkmen et al. 2004). Even though these responses allow the researchers to
examine respondents‘ concrete beliefs about a phenomenon, they do not provide
information about what they would actually do in the classroom contexts (Borg,
2006).
Think-aloud protocols have also become a useful tool to elicit teacher thinking and
teacher behaviour. This system allows teachers to verbalise their ongoing thoughts
while they are doing something, without elaborating it (Borg, 2006). Johnson (2003)
employed think-aloud protocols to study how both expertise and novice teachers
behave and think in task designing. He got his participants to think aloud while
performing a task. These protocols were video and audio recorded and were
analysed qualitatively. As Johnson (2003) notes, think aloud protocols have their
limitations. While they allow gathering normally covert data, the participants may
not understand what they are supposed to do unless proper training is given them
to think aloud.
After careful examinations of above types of verbal report, this study saw the
advantages of employing the semi structured interviews as a research method.
Some such advantages are:
 to allow respondents to speak freely in their own words
 to allow the researcher to have control over the discussion topics and ask
relevant questions but not dominate the discussion
 to cover several topics within a short interview period
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 to stimulate the participants with the question prompts to elicit their
experiences
 it does not require sophisticated high-tech equipment other than a
portable audio recorder (some schools do not have electricity)

3.1.5.1.

Design of semi-structured interviews for this study

Planning and designing the interview schedules involved time as the researcher was
cautious to avoid common pitfalls discussed above. The questions were used as
prompts to elicit participants‘ experiences in relation to the teaching and learning of
grammar. The teacher-interview consists of 24 questions. The complete interview
questions can be found in Appendix 5. Six questions in the first part were taken from
Borg (1999, p. 165) (see Appendix 5) because they were considered appropriate to the
study. The interview was structured into the following four topics:
 Teachers‘ approach to grammar
 Use of metalanguage in grammar teaching
 Beliefs about teaching grammar and teaching materials
 Suggestions for improvements
The questions in each section allow the respondents to talk freely about what they
think about their practices, beliefs and attitudes. Questions were open-ended and
unbiased. These questions elicit highly personal information about participants‘
teaching.
The interviews with students were also semi-structured and consisted of 17
questions (see Appendix 6). The students‘ interviews were designed to be shorter
than teachers because students were only able to provide information about some
topics. Hence, the interview was structured into two parts:
 Learning grammar and the use of materials
 Learning metalanguage
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The questions only elicited students‘ personal experience in ESL and grammar learning.
The questions were simple and easy to understand.
3.1.6. Observations and classroom observations
Observation is a popular data collection method in education research particularly in
applied linguistics research (Allwright, 1988) and more importantly in teacher
cognition and practice (Borg, 2006). Observation in human research is different from
the observation conducted in laboratories that aim for science research. Johnson and
Christenson define observation as ―the watching of behavioural patterns in people in
certain situations to obtain observations about the phenomenon of interest‖ (2004, p.
186). As people‘s attitudes and behaviour are not always consistent, observation
helps in different ways to understand the way people behave in a certain situation.
Hence, observational data help researchers to double check with the self report data
such as interviews and focus groups (Johnson and Christenson, 2004). Classroom
observations are very popular in education as they allow monitoring and reflection.
It is an integral tool of research in learning and teaching (Allwright, 1988). Therefore,
observation is compulsory for teacher trainees and probation teachers in many
countries as these observations help to develop quality teaching and learning.
Classroom observation is a research instrument that is being used in education
research: in most cases it is non-participatory, except in action research (Borg, 2006).
Observations can be conducted quantitatively and qualitatively (Allwright, 1988).
Quantitative observation is a structured observation in which specific behaviour is
observed in a particular environment and data is collected in frequencies and
percentages. This involves standardisation of data. Qualitative observation, on the
other hand, involves observation of selected phenomena and recording field notes of
them.
In observation, the observer has the option of selecting two major roles: participatory
observation and non-participatory observation. When the observer is within the
community as a participant, the observer plays two roles as a participant and an
observer. Here, the observer can be a complete participant as in ethnographic studies
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where the observer becomes part of the community that is being observed, or can
spend limited time. Participant observation can be effective in ethnography as it
allows observation of the selected behaviour/behaviours while actively interacting
with the participants. However, recording fieldnotes can be a difficult task while
participating in the community (Johnson and Christenson, 2004). On the other hand,
the non- participant observer has enough time to observe and take field notes.
However, for ethical reasons in both situations the researcher needs to tell the people
that they are being observed. This might affect the validity of the research, that
participants may not behave naturally as they are aware that they are being
observed. Johnson and Christenson (2004) mention that this effect can be minimised
by the researcher developing trust with participants. When the researcher is a
complete observer, the researcher can observe as a complete outsider. If the
researcher is observing a large group and general behaviour he may not tell the
participants that they are being observed (Johnson and Christenson, 2004). But when
the group is smaller, like in classroom observations, the researcher needs to tell the
participants about the observations.
Non-participatory observation in applied linguistics research has its advantages and
disadvantages. In non-participatory classroom observations researchers do not have
any hypotheses at the outset (Larsen-Freeman & Long, 1991) and engage in
observation of activities without participating in them. It in fact allows ―direct indepth contextualised study of the participants‖ (Long, 2005, p. 42) who can be
observed in their natural environments. However, this has limitations as it is
subjective and the researchers‘ attention will be divided between participation in
activities, observing themselves and others while doing so, (Larsen-Freeman & Long,
1991). The great disadvantage of non participatory observation is that the observer
―might view people through a one way window‖ (Johnson and Christenson, 2004, p.
190). Thus, observations can include researcher bias if the observer is not given
proper training in conducting observations. Thus, if observations are used with care
and planning, they could be of high value and advantage to the research project.
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As a result of the strengths of the non-participatory observations, this study included
this method mainly to compare teaching practice with teachers‘ reports and beliefs.
The study aimed to observe naturally occurring teaching in Sri Lankan classrooms.
The main reasons for selecting non-participatory observation are:
 to observe both the teacher and the students in their realistic and
natural environments.
 to allow the researcher to have enough time in recording fieldnotes
during the observations.
 to allow the researcher to be unbiased to record the events
objectively.
 the researcher has extensive experience in non-participatory
observation when working as a teacher educator, thus this training
alerted the researcher of potential pitfalls. Borg (2006) alerts that
observation has ―most potential for creating discomfort among
teachers‖ (p. 247) and its planning and implementation needs ―high
levels of skills and sensitivity‖ (p. 247).

3.1.6.1.

Structure of the observation plan of the study

In the present study, the observation sheet was structured in such a way that the
researcher could easily take fieldnotes of what was being done. The following topics
were taken into consideration (see Appendix 7). The comments (7, 8 & 9) related to
the use of deductive and inductive teaching of grammar.
1. Class
2. Lesson
3. Number of learners
4. Steps of the lesson
5. Teacher‘s activities in each step
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6. Learners‘ activities in each step
7. Observer‘s comment on the lesson
8.

Observer‘s comment on teacher language

9. Observer‘s comment on learner involvement
3.1.7.

Ethical considerations

Ethics play a vital role in appropriate conduct of research. Ethics are a guiding set of
principles that assist researchers to conduct their studies ethically, respecting the
values of human community (Johnson and Christenson, 2004). Research studies with
human participants need to especially consider potential risks and values and to
have respect for human beings. Even though most human research studies
contribute towards human good or well being, there can be risks if the researchers
do not pay attention to the ethics during the planning stage. It is important to
identify whether the research conduct would create any harm, discomfort or
inconvenience to the participants. The National Statement on Ethical Conduct in
Human Research (2007) emphasises the fact that privacy, confidentialities and
cultural sensitivities of the participants should be strictly considered in research.
This encourages researchers to practise ethically, considering the rights of the
participants. Therefore, obtaining consent for participation in the research is
essential and participants also have every right to know about the research
objectives. The National Statement on Ethical Conduct in Human Research (2007)
and the university ethics committee require researchers to practice research ethically,
and the researchers should get approval from the university ethics committee.
3.1.7.1.

Ethical considerations in the present research

The present research submitted an ethics application along with the instruments
used for data collection: two questionnaires, interview schedules and the classroom
observation sheets, letters and consent forms for approval on the 31st of October 2008
(Appendix 1). First of all, consent was obtained from the Director of Education
Central Province in Sri Lanka to conduct the research (Appendix 2). As one group of
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research participants is young adults, consent was also obtained from the
participants‘ parents through a letter to them. University ethics committee approval
to collect data was granted on the 5th of December 2008. All the consent letters were
read and signed by the participants before they took part in the research. The entire
document package is stored safely in the researcher‘s drawer at the University of
Canberra.
For ethical purposes, the present research uses different code names when
presenting quotes or comments from teachers or students. These include code names
such as T1, T2 for teachers and L1, L2 for learners.
3.2.

Data collection

Data collection occurred in January and February 2009 after receiving the approval
from the ethics committee.

This section will present the description of the

participants and it will illustrate the procedures used in data collection.
3.2.1. Rationale for selecting the participants
The present inquiry concerns grammar teaching practices and teachers‘ and learners‘
beliefs towards those practices. The study selected two groups of participants;
teachers and learners who actively engage in learning and teaching at present. The
students and teachers are the major contributors of classroom practices, hence, the
research included both teachers and students to provide a comprehensive picture of
grammar pedagogy as employed in the classroom. This section of the chapter will
provide a detailed introduction to the Sri Lankan learning and teaching context, the
participants, and the procedures adopted in selecting participants.
3.2.1.1. Participants’ teaching and learning context
Most Sri Lankan government schools employ non- native local teachers who are
competent in English to teach English. There are two different ways to recruit
teachers. One way is by administering a language competency test for the candidates
who have passed Ordinary Level examination obtaining a distinction grade for
English. There is no age limit for these applicants and those who pass (limited
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number of applicants) will be appointed to schools after a short training. After that
they can apply for a two-year teacher-training which will be provided to them in
teachers‘ colleges for fulltime students or distant education for parttime students.
Training programmes in teachers‘ colleges (TC) are two year fulltime. There is also
another teacher recruitment programme which selects young teachers to teach
English and other subjects. These applicants need to pass the Advanced Level
examination with satisfactory marks, and based on their preference and English
language competency they can also apply to become pre-service teacher trainees in
Colleges of Education (COE). These applicants also need to take a test to
demonstrate their language competency. The teacher training in COE is three years
including one year of internship. The TC system was implemented in the 1960s and
the COE system was implemented in the late 1980s. Teacher training in whatever
system is regarded as important, and teachers are accredited with a pay rise after the
training.
Schools in the Sri Lankan system are of two types: primary from grade one to five
and secondary from grade six to thirteen. The schools are categorised into five types:
Type 1 AB = Schools with classes up to grade 13 and include
G.C.E (A/L) Science, Arts and Commerce streams.
Type 1C= Schools with classes up to grade 13 and include G.C.E. (A/L) Arts and
Commerce
Type 2 =

Schools with classes up to grade 11

Type 3 (i) = Elementary schools with classes up to grade 8.
Type 3 (ii) = Primary schools with classes up to grade 5.

English is taught from grade 3 and students are provided with free textbooks for all
grades. The present research only includes students‘ and teachers‘ grammar learning
and teaching experience in secondary schools. 1AB and 1C schools were chosen
because:
 they are relatively bigger and have more students
 these schools have both O/L and A/L classes
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 most of them are located in the urban or suburban areas and have
easy public transport access.
In these schools, students mostly learn English through a series of textbooks
provided by the Education Publication Department at the MOE given to the schools
free of charge. These textbooks have been revised several times for various reasons4
and currently students use the books revised according to the 2007 curriculum
reform. There is one book for each grade, across Sri Lanka, and teachers are required
to adopt the books in their teaching. An introduction to textbooks (as in 2007 reform)
including focus, content and organisation will provide an understanding of the
syllabus that teachers and students are exposed to at present in the secondary
schools.
The books were compiled by a panel of writers including teachers and qualified local
consultants. Grades 10 and 11 books were compiled by two different panels under
supervision and editorial guidance from the Education Publication Department at
the MOE.
The lessons are structured into main units (there are seven units in the grade 10
textbook and ten units in the grade 11) which are based on everyday themes (e.g.
Environment, Sources of knowledge, Culture etc.). Each unit is preceded by two
groups of aims: grammar and functions. It seems that the focus of the units should
be on learning a set of grammatical aspects and functions, and there is a large
number of skills based activities in the lesson that integrate these functions or
grammar. However, the number of activities in each unit seems to vary from unit to
unit. There are 28 activities in unit one of grade 10 textbook. These activities include
reading, writing, listening, speaking and grammar focused lessons. Students need to
complete these activities individually, in groups or pairs. However, there is not
sufficient explanation about how competencies relate to grammar and functions and
skills.

4

To include content that promotes ethnic harmony as a solution for the ongoing civil war from the late 1980s
(Hayes, 2010)
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The following table provides the type of activities and the focus of the lessons in unit
one of the grade 10 textbook.
Type of activity

Number of

Activity focus

Total

activities
Reading

3

Reading comprehension

3

Writing

12

Grammar and vocabulary

12

Listening

2

Listening comprehension

3

Grammar and writing

Grammatical terminology

2

2

and rules

Integration of skills
Reading and writing

Listening and writing

Speaking/reading and
writing
Reading and speaking

Reading integrated in

3

3

Writing
Listening integrated in

2

2

writing

3

Three skills integrated

3

Reading and speaking

1

1

integrated

Total

28

Table 3.5: The content and structure of unit one in grade 10 pupil’s textbook

Learning grammar and grammatical terminology is one of the major focuses in each
unit. The focus of grammatical functions and grammatical terminology are
highlighted by listing them at the beginning of the unit (see an example in Appendix
10). At the same time, they are listed in the competency list at the end of the book
(see the list of competencies in Appendix 9). Teachers need to help students to
achieve these competencies in each grade. This description of the textbooks indicates
that there are two ways in which grammar is presented in the units:
1. learning grammar and grammatical terminology in separate lessons
2. learning grammar mostly integrated in writing activities (either one
rule or more than one)
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However, grammar could be learnt implicitly in other skills-oriented activities.
Therefore, the focus of the present study was to examine teachers‘ and students‘
beliefs about their grammar teaching and learning, and the observations included
only grammar lessons as explained in the above 1 and 2.
The main assessment procedure is summative and the secondary school students
face a national examination in grade 11 which is known as the General Certificate in
Ordinary Level (G. C. E. O/L) and is administered by the Department of
Examinations. This examination qualifies students for advanced level education. The
Ordinary Level students take at least eight subjects including English as a second
language. They can also take English Literature as a subject if they demonstrate good
English language skills. However, only some schools teach English Literature5 as a
subject. The students who pass this examination can continue their studies in grade
12 and 13. Students in grade 12 can select their mainstream education from Science,
Commerce, and Arts. Students face the General Certificate in Advanced Level (G. C.
E. A/L) and this examination qualifies students for university education. The
achievement levels in ESL are quite unsatisfactory so far because only 35-36%
students pass the examination. Table 3.6 below demonstrates results in 2005 and
2006. The students obtained their grades in the examination (A>85, B>65, C>50,
S>40).

5

It was not a requirement to participate in this study
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Subject
number

21
22
31
*
32

Subject

Sinhala
Language
Tamil
Language
English
Language
Mathematics

Number of
candidates
2005

Percentage of
candidates
who passed
with A, B, C, S

Number of
candidates
2006

Percentage of
candidates
who passed
with A, B, C, S

217971

81.35

210198

79.19

50381

81.50

49748

83.40

267321

36.18

258975

267730

44.03

259265

36.82
42.63

Table 3.6: G.C.E. (O/L.) Examination - 2005 & 2006
Percentages of passes obtained by school candidates (1st Attempt)
Adapted from statistics Department of Examinations, Sri Lanka

Table 3.6 above presents the results of four major subjects including English
Language, which is taught as a subject and is considered as equally important as the
other subjects. The table 3.6 compares the results in 2005 and 2006. It clearly
demonstrates that passing English Language was challenging for the majority of
candidates as the percentages of passes obtained by students were almost 36% and
37% respectively in both years. In other words, 63% and 64% of the candidates failed
this examination in 2005 and 2006.
3.2.1.2. Teacher participants
The teacher participants of this study had at least five years of experience in teaching
English grammar in the 10th and 11th grades. They were randomly selected from 1AB
and 1C schools in five educational zones in the selected district. Most were English
specialist trained teachers who had either followed training at TCs or CEOs. The
participants included both males and females. The teachers who participated in the
study were between 25-50 years old. They were invariably non-native English
teachers who learned English as a second language in government or private schools
in Sri Lanka. The main reasons for selecting experienced teachers are:
 they have experience regarding teaching grammar
 they were aware of the curriculum reforms
 they were able to judge and comment on their practices
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 they were familiar with textbooks and other resources used
3.2.1.3. Student participants
The students were English language learners who learn English as a second
language and between the ages 15 and 16. They have been learning English for seven
to eight years in government secondary schools. The students had been regular in
their attendance and they are aware of the classroom practices. They are mature
students who could wisely critique the methodology and the materials used in their
classrooms. They have had exposure to both formal and informal instruction in
English language. Therefore, their English competence skills were better than the
students who had failed the same examination, and they constitute the majority
according to the statistics of the examination department in Sri Lanka.
The students who participated in this study were successful at the O/L examination
and they had obtained a minimum of a credit (C) or over (A/B). Therefore, the
results of this study were based on the experiences and perceptions of good
students, whose English language repertoire was reasonably good. This was done
for consistency purposes and also as it was believed that these students would
provide useful information about the teaching of English. Unsuccessful students
were excluded to avoid the influence of other intervening factors that lead to the
students‘ lack of success. Sri Lanka is a developing country therefore economic
reasons are major barriers for some students. Some do not even meet their primary
needs such as adequate food, learning materials etc. Student absenteeism is also
another reason for lack of success and most of these students are also unsuccessful in
other subjects, not only in English. Lack of motivation can be another factor because
some do not see the immediate value of learning English. Therefore, for consistency
purposes I selected only successful students who had passed the examination to
avoid the influence of too many variables in the interpretation of the responses and
because their understanding of the learning process might have been limited.

The students were randomly selected on a voluntary basis from 1AB and 1C schools.
The students represented both urban and semi-urban schools in the selected district,
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and the schools are all convenient schools (had easy access from public transport and
were located in populated areas) but the school infrastructure facilities are of a
minimal standard compared to schools in developed countries. Most schools do not
have proper libraries to borrow books, and do not often use audio/video materials
in learning English.
The participants were selected based on their voluntary preference in participation
in the questionnaires, interviews and observations. The participants could
participate in the research based on their preference and availability according to
their school timetables. They could participate in the research either by filling in the
questionnaire or by facing an interview with the researcher. This was entirely
voluntary. The researchers‘ previous profession would have been an added
advantage because most of the interviewees knew that the researcher was a teacher
trainer, whom they have seen in their schools engaging in teacher observations with
the teacher trainees from the teachers‘ college from 1998-2006. Hence, the
interviewees interacted with the researcher with ease and confidence and their
responses to questions were spontaneous. The outcome would have been different if
the researcher was an unknown person from a different profession.
3.2.2. Administration of the questionnaires with teachers: January and February
2009
The questionnaires were distributed to 120 teachers in the selected schools and 61
questionnaires were returned to the researcher. Consent was obtained from the
teachers for the participation. Some questionnaires were collected on the day they
were distributed, allowing teachers to take 20-25 minutes for completing them. But
some teachers needed more time for completion as they had other commitments in
the schools, and questionnaires were collected after a few days from distribution.
However, there were some teachers who did not like to fill in the questionnaire and
they said that they were busy and had no time to be involved in the research.

108

Chapter 3: Research Methodology

3.2.3. Administration of the questionnaires with students: January and February
2009
In January 2009, 120 questionnaires were distributed to the selected students in the
schools, and 96 questionnaires were answered and returned to the researcher. The
researcher at the distribution asked about their ability in reading and understanding
skills of English. The participants read information letters and consent forms before
their participation. Some participants requested assistance in understanding some
items in the questionnaire. However, most of the subjects told the researcher that
they had good reading and understanding skills in English, and therefore they were
happy to answer the questions in English. Nonetheless, support was given to them
by the researcher or their classroom teachers when participants had difficulties in
understanding vocabulary and meaning of some questions. Most of the
questionnaires were completed in the presence of the researcher or students‘ English
teacher who helped them with language difficulties. However, care was taken not to
influence the learners‘ responses. The researcher or the classroom teachers did not
help students in selecting answers to the questions. Only the meaning of the words
or phrases, where students had difficulty in understanding, was translated while
students were answering the questionnaires.
3.2.4. Administering interviews
In the present research, the interviews were conducted cross-sectionally and the data
were collected from two groups of participants. Most learner participants were
identified through the teachers in the schools and either took part in the research by
completing a questionnaire or by participating in the interviews. The learners‘
consent was obtained first and they were requested to obtain permission from their
parents before participation.
3.2.4.1. Administering interviews with teachers
The thirty teachers who participated in the interviews had qualifications which are
discussed above in the section about the participants of this research. In January and
February 2009 the researcher visited randomly selected schools in the selected
109

Chapter 3: Research Methodology

district based on the convenience of travelling and accessibility. With the permission
of the principal of the respective schools, she personally talked to the participants
and consent was obtained for participation in the interviews. Teacher participants
were interviewed during their free periods or after school. Before conducting the
interviews with the teachers, a brief introduction to the research was given in order
to maintain a good rapport and to inform participants that research did not intend to
gather information for the teacher monitoring processes conducted by the MOE.
Respondents were without exception very frank in their responses and took a great
interest in discussing their experience and perceptions regarding grammar teaching
and learning. They were invariably non-native English teachers and their experience
in the field of teaching and professional qualifications enabled them to discuss the
topic in the medium of English. They were quite familiar with most of the
terminology used in the interviews except for a few instances where the researcher
had to explain what she meant. The researcher‘s knowledge of the teachers‘
experiences and her personal experience as a teacher assisted in building a healthy
relationship with respondents and encouraged their honest responses. As Heigham
& Croker (2009) note ―[i}nterviewing is a craft and the relevant techniques can be
honed only through practice, which will develop key skills in experiential
knowledge‖ (p. 186). Moreover, Hayes (2005) discusses the researcher/interviewer
as an ‗actor‘ when he or she is part of the culture. ―The researcher is also an actor in
the process of creating shareable understandings and his/her own thoughts,
feelings, perceptions and preoccupations—in a sense his/her own life history—affect
their creation‖ (p. 171). The researcher was very familiar with the history in
grammar teaching and the present situation. The respondents respected highly the
researcher‘s profession as a Teacher Educator in a reputed institution and this
created an amiable environment during the interviews.
Interviews were semi-structured and lasted about 30-40 minutes and were audio
recorded. All the interviews were conducted in English. It was decided not to take
notes while interviewing as it would disrupt the flow of conversation and possibly
embarrass the participants. However, cross questions were asked for further
clarification and confirmation. When responses were unclear the participants were
110

Chapter 3: Research Methodology

asked to explain their answers further. When the participants were unclear in their
expressions, the researcher paraphrased utterances in order to check or verify the
participants‘ meaning. As most of the interviews were conducted during school
hours the researcher and the respondents had to bear with noisy environments, and
occasionally they were disturbed and the recording was stopped. The interview was
again continued after the interviewee attended to the cause of the disturbance.
However, this did not severely affect the flow as the summary was presented before
continuing. All respondents responded to all the questions scheduled. The
participants did not simply reply to the questions but they were satisfied as they felt
that they participated in a ―conversation with a purpose.‖ (Heigham & Croker, 2009,
p. 186)
3.2.4.2. Administering interviews with students
The interview participants were confident in conversing in English. Those who did
not have the confidence did not wish to take part in the research. They wanted to
speak in English but did not have sufficient language competency or they were shy
to speak with the researcher. Most interviews were conducted in English and most
respondents could communicate even though some were not fluent and had
difficulties in vocabulary and grammar. The researcher translated some questions or
words or phrases into Sinhalese when the respondents had difficulties in
comprehension. When the respondents found it difficult to express themselves, the
researcher encouraged them to speak in Sinhalese. Most of these interviews lasted
for 10-15 minutes and a few interviews lasted for approximately 30 minutes. Some
responses were short and ended up with ‗yes‘ or ‗no‘ because some respondents
were not confident in talking to the researcher. The researcher therefore, had to alter
questions where respondents were given two options to select. This was successful
as respondents produced more extensive responses than ‗yes‘ or ‗no‘ answers.

111

Chapter 3: Research Methodology

3.2.5. Administering observations
The classroom observations were organised with teachers based on their timetables
and researcher‘s availability to observe them.

There were also instances when

teachers changed the schedule due to other commitments in schools. The teachers
were informed that they did not have to plan their lessons specifically for
observations and they were asked to conduct lessons as per normal, as the research
intended to examine what happens usually in classrooms.
The participants for the observations were selected from the volunteer teachers from
the above selected schools, and their consent was obtained. The request was made
after the interviews and most teachers who participated in the interview were
willing to be observed. However, there were difficulties in organising observations
due to school timetables or teachers‘ personal commitments. This whole process was
time consuming and the researcher had to organise different times because of
internal arrangements such as urgent school assemblies and sport practices. The
research aimed to examine what is naturally occurring in the classrooms and
teachers did not have to prepare especially for the lessons. This relieved many
participants‘ worries as they did not have to prepare visual aids and lesson plans for
observations. They were also happy to contribute to the research as they felt it is
useful for the country because there is no systematic research conducted by the
educational authorities in Sri Lanka. However, some teachers who were requested
did not like to be observed. They did not explain reasons for their reluctance. It is
possible that observations were perceived as a threat and invasion of their privacy.
Therefore, according to the ethical consideration of the study, only teachers who
volunteered were observed.
The observations were non-participatory and lasted 35-40 minutes. In the
observations what the teacher and the learners did in each step of the lesson were
recorded in points. The observer made a great effort not to include subjective
comments about the teacher and the learner. After the observation the researcher
showed the observation notes to the respective teacher and led a 3-5 minute
discussion with the teachers in order to clarify and confirm aspects noted by the
112

Chapter 3: Research Methodology

observer. Some participants were generous and confident and they declared that the
researchers‘ presence in the classroom did not affect their normal teaching
procedures.
3.3.

Data analysis and management

Another important aspect of the thesis is the data management that involves, data
organisation, presentation and analysis. The study used the mixed methods
approach combining questionnaires, interviews and observations. Therefore, the
data analysis involved both quantitative and qualitative methods. Then the data
were triangulated to improve the validity of results. Therefore, this section will first
briefly introduce the concept of triangulation, followed by the analysis processes
conducted with each research instrument.
3.3.1. Triangulation
Triangulation plays a vital role in the mixed method approach to research. As can be
seen from the previous discussion about data collection methods, no data collection
method is without limitations. Therefore, triangulation of these methods is a wise
way to organise research, and some researchers see triangulation as a very useful
tool for arriving at findings. Sarantakos (1998) defines the combination of more than
one research methods in data analysis as triangulation.
Therefore, triangulation has become popular in modern research as it allows
researchers to improve the reliability of an inquiry by combining more than one
research method to study the same phenomenon/phenomena using both
quantitative and qualitative methods. Thurmond (2001) explores different types of
triangulation by reviewing a range of research studies and defines triangulation as
follows:
Triangulation is the combination of at least two or more theoretical
perspectives, methodological approaches, data sources, investigators,
or data analysis methods. The intent of using triangulation is to
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decrease, negate or counterbalance the deficiency of a single strategy,
thereby increasing the ability to interpret the findings.
Thurmond (2001, p. 253).
According to Denzin (1989) triangulation is of two types: inter-method triangulation
which ―includes two or more methods of different methodological origin or nature‖
and intra-method triangulation, ―which employs two or more techniques of the
same method‖ (Sarantakos, 1998, p. 168). Thurmond (2001) classifies triangulation
into five categories based on how and where the combination is used in the research:
1.

Data source triangulation: combining data derived at different
times; longitudinal data and cross-sectional data.

2.

Investigator triangulation: consideration of data derived by
different researchers.

3.

Methodological triangulation: this refers to the triangulation that
occurs in the research design or data collection method. This
triangulation is of two types: within method and between methods.
An example of ‗within method‘ is comparing two types of
qualitative data (e.g. non-participatory observation combined with
focus groups) or quantitative data (e.g. questionnaires combined
with pre-existing data). An example of ‗between methods‘ is
combining data derived from two paradigms: quantitative and
qualitative, (e.g. combining questionnaires with interviews or
observations).

4.

Theoretical triangulation: this is when two or more theories are
used for the study of the same phenomenon.

5.

Data analysis: combination of different methods for analysing the
same data.

There are several advantages in data triangulation in research. It helps to increase
the validity and reliability of the research, and enables the researchers to overcome
the inconsistencies of using a single method while providing a wider set of
information on the same phenomenon (Sarantakos, 1998). As Michelle (1986) points
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out, triangulation is used by researchers to minimise the ―deficiencies and biases that
stem from any single method‖ (p. 19) and create ―the potential for counterbalancing
the flaws or the weaknesses of one method with the strengths of another‖ (p. 21).
Hence, triangulation can be wisely used in research in order to make the research
findings more reliable.
In contrast, triangulation may not be useful in some research, for several reasons. As
Thurmond (2001) concluded, triangulation may not be advantageous if the whole
study is a failure, but it may prompt the researcher to understand and explain better
the phenomenon explored in the research. But if the researcher fails to articulate the
contribution of triangulation in a particular research, it may not be used effectively.
Therefore, triangulation should be utilised depending on the need decided by the
researcher.
3.3.1.1. Triangulation adopted in the present research
The present research employed triangulation as it is advantageous for the research in
many ways. According to Thurmond‘s (2001) classification, the present research has
used methodological triangulation. Triangulation is used not only in the research
design as it combines both qualitative and quantitative data, but also in the data
analysis as it combines the data from three different data collecting methods. The
results of the questionnaires were compared with the results of the interviews and
the observations. This would provide a stronger basis from which to make
recommendations about grammar teaching. Triangulation has helped:
 to increase the number of participants in the research and thereby
strengthened the validity of the research.
 to enhance research validity because the research focuses on
examining beliefs and perspectives. The classroom observation was
particularly helpful for triangulation data received from the
interviews and questionnaires, even though the number of
observations is relatively small.
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 to enable the researcher to examine the whole phenomenon indepth: what is said, believed and done.

3.3.2. Analysis of the questionnaires
Individual and discrete coding categories for all items in both questionnaires were
developed and the data were entered on a spreadsheet. This information was
subsequently transferred into the Microsoft Excel programme in order to make
calculations. Frequencies and relative frequencies were calculated for obtaining
results of each item in the survey. More often, Strongly Agree and Agree were
combined into one category and Strongly Disagree and Disagree Likert items into
another category on some occasions in the presentation of results, which will be
presented in Chapter Four and Five.
Coding of pen-ended responses
Grounded theory was adopted in coding and analysing the open-ended responses in
the teachers‘ questionnaires. Major classification sections were established and
responses frequencies were counted and recorded on a spreadsheet. These were
compared with interview and observation results (triangulation). In the same
manner, all responses in the questionnaire for students were collated and major
classification sections were established. Response frequencies and relative
frequencies were calculated and recorded. The questionnaire responses were
subsequently compared with interview results and observations relating to the same
questions.
3.3.3. Analysis of interviews
The purpose of the qualitative data analysis was to interpret the data collected. It
was important to collate data and search for patterns and recurring themes. This
process is grounded and exploratory as there is no assumption or hypothesis at the
beginning of the search. Therefore, first of all, the audio recorded interviews were
transcribed into Microsoft word files. They were transcribed by a professional
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transcriber who lives in Sri Lanka. It was a word- to-word translation but pauses,
intonation and stress pattern were ignored. The transcriptions were then checked by
the researcher to improve interview data accuracy.
The interviews with the teachers provided a rich data source and they were both
illuminative and representative, even though the number of interviews is relatively
small compared to the entire population6 of English teachers in Sri Lanka. The
themes emerging from the data were interesting and each interviewee contributed
largely to this research: they enthusiastically talked about their professional
knowledge and the pedagogical practices.

3.3.3.1. Application of grounded theory
In order to make sense of the raw data (responses against the questions), grounded
theory (Strauss & Corbin, 1990; Charmaz, 2006; Creswell, 2007; Starks & Trinidad,
2007) was adapted in the analysis. Charmaz (2006) provides an interesting
introduction to grounded theory analysis and how to conduct it in a study. It helps
the researcher who has no sense regarding the data to examine his raw data. She
states:
Grounded theory method will help you to get started, stay involved and
finish your project. The research process will bring surprises, spark ideas,
and hone your analytic skills. Grounded theory methods foster seeing your
data in fresh ways and exploring your ideas about the data through early
analytic writing. By adopting grounded theory methods you can direct,
manage, and streamline your data collection and, moreover, construct an
original analysis of your data.

(Charmaz, 2006, p. 2)
The above description is elaborate and clear. However, use of grounded theory
involves careful planning, organisation and critical thinking. Grounded theory
suggests different levels of coding in order to make sense of the raw data. Coding
means ―reorganising the data according to conceptual themes recognised by the
6

Sunimal Fernando (2008) noted that there are 21, 850 English teachers working in the state school system in
Sri Lanka.
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researcher‖ (Minichiello, 1998, p. 255). In grounded theory ―generalisations (theory)
emerge out of data themselves and not prior to data collection‖ (Mertens, 2005, p.
242). Some writers introduce several steps in grounded analysis (see Charmaz, 2006).
However, Starks & Tirinidad (2007) introduce three stages in the analysis:
Grounded theory involves a constant comparison method of coding and
analysing data through three stages: open coding (examining, comparing,
conceptualizing, and categorizing data); axial coding (reassembling data
into groupings based on relationships and patterns within and among the
categories identified in the data); and selective coding (identifying and
describing the central phenomenon, or “core category,” in the data) (Dey,
1999; Strauss & Corbin, 1998).
Starks & Trinidad (2007, p. 1376)

The process of coding and analysis in this thesis involved the following three
grounded steps shown in the table below as in Starks & Tirinidad (2007) above:
Step 1

Step 2

Step 3

Reponses

Open

Axial

Selective coding

to

coding

coding

Quantification of

Questions

Responses

Crystalising

recurrent themes

(raw data)

the themes,

and examination

&

emerging

of common

intermediate

from data

patterns among

questions

the participants

from the
researcher:
T1
T2
Tn
Table 3.7: Use of grounded theory on interview responses

Grounded analysis of the interviews from 30 teachers and students consisted of the
following steps against their responses to each questions asked in the semistructured interviews:
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Step 1: Collating data into a table from all the participants based on the
question number
Step 2: Conducting open coding, identification and organisation of data into
components and segments: ―examining, comparing, conceptualizing,
and categorizing data‖ Starks & Trinidad, 2007, p. 1376). This involved
comparing themes from different questions and different methods.
Step 3: Conducting axial coding to crystallise the emerging themes:
―reassembling data into groupings based on relationships and

patterns within and among the categories identified in the data‖
(Starks & Trinidad, 2007, p. 1376)

Step 4: Conducting selective coding to see commonalities and patterns that
match with the current theoretical concepts/or new concepts based
on the topic discussed: ―identifying and describing the central
phenomenon, in the data‖ (Starks & Trinidad, 2007, p. 1376)
This analytical coding resulted in in-depth analysis and themes about
Sri Lankan teaching and learning. The findings from teachers are
presented in Chapter 4 and findings from students are presented in
Chapter 5. Then important concepts that relate to research questions
of this study are discussed in Chapter 6.

3.3.4. Analysis of classroom observations
The fieldnotes in the classroom observations were summarised into a data summary
table which includes the pseudonyms of the participants against the details of how
lessons were conducted including learners‘ involvements during the lessons. The
researcher‘s comments about the lessons were also included in the document and
data were organised by looking for salient themes. Then the grounded theory was
employed to examine themes and patterns in the observation. This table enabled the
researcher to compare and contrast the lessons procedures as well as the grammar
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teaching techniques adopted by the teachers. The observations notes were then
considered with results from other data collection methods.
3.4.

Conclusion

This chapter has presented the principles in relation to the research design, data
collection and data analysis of this thesis. Firstly, it offered the rationale for the
research design while outlining literature surrounding quantitative, qualitative and
mixed methods approaches. Then, it provided the rationale for the choice of the data
collection tools with a short analysis of issues in relation to questionnaires,
interviews, classroom observations and ethical considerations in research. Then it
discussed the data collection procedures used, beginning with an introduction to the
participants of the study. Finally, this chapter provided a description of data analysis
procedures which occurred for each data collection method, offering a detailed
description of how triangulation and grounded theory was adopted in this study.
Chapters 4 and 5 of this thesis will present the results from teachers and students
respectively.
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Chapter Four
Presentation of results from teachers
This chapter presents the results derived from the teachers‘ survey, interviews and
classroom observations. The study analysed 61 questionnaires, 30 face-to-face
interviews and 22 non-participatory observations from teachers. The chapter
presents results based on the themes that emerged from each data collection method,
along with a brief summary in each section. Firstly, it will present the demographics
of teachers who participated in the survey, interviews and the observations (in
section 4.1). Secondly in section 4.2, the results in relation to grammar teaching
practices and teachers‘ beliefs about them will be presented. This section will include
the beliefs about specific approaches about how grammar should be taught, the
teachers‘ practices and views about the deductive and the inductive methods of
grammar teaching and grammar practice activities. It will then present the results in
relation to teachers‘ practices and beliefs about the use of metalanguage in section
4.3. It will proceed in section 4.4 with the results of teachers‘ views about grammar
lessons in the prescribed textbooks. Finally, in section 4.5, the results of teachers‘
suggestions for improvements of grammar teaching will be presented. The chapter
will provide a conclusion in section 4.6.
4.1. Demographics of teachers
The study collected data from non-native teachers who teach English in secondary
schools. Their mother tongue is Singhalese which is the language spoken by the
majority in Sri Lanka. The teachers had more than five years experience in teaching
ESL including teaching of grammar. These teachers represented 1C and 1AB schools,
which are school categories given by the MOE based on the facilities available.
Usually, 1C schools are smaller than 1AB schools in student numbers and size. Most
1AB schools are popular and crowded. The research incorporated both school types
to provide a good cross-section of schools in Sri Lanka. The teachers‘ demographics
relative to the data collection methods are presented in the sections below.
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4.1.1. Demographics of teachers who participated in the survey
The completion and return rate of the teachers‘ survey was almost 50% and therefore
the study analysed only 55 female and 6 male teachers. The female to male ratio of
the participants is 9:1. There were 46% teachers who represented 1C schools and 37%
teachers were from 1AB schools. Teachers‘ profile of experience and professional
qualifications is shown in Table 4.1 and Table 4.2 below respectively.
5-10 years

10-20 years

Over 20 years

9

33

19

55%

31%

14%

Table 4.1: Teaching experience of teacher participants in the survey

English

Degree or Diploma/

Trained

and a Degree

45
73%

Diploma

MA TESOL

5

11

0

8%

18%

0%

Table 4.2: Professional qualifications of teacher participants in the survey

As seen in table 4.1 above, all teachers were experienced and the majority had more
than ten years experience in ESL teaching. Therefore, it could be assumed that the
participants were aware of the practices, their strengths and weaknesses. Table 4.2
above shows that the majority of teachers (73%) were trained by teachers‘ colleges in
which they learned ESL methodology, English language skills consisting of a short
term teaching practicum session. 18% were diploma holders and were trained in
Colleges of Education for three years (one additional year for internships). 8% of
teachers had extended their education up to a degree, but no teacher had obtained a
master‘s degree or higher.
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4.1.2. Demographics of teachers who participated in the interviews
The face-to-face interviews were conducted with 30 teachers including 10 teachers
from 1C and 20 teachers from 1AB schools. They were 86% of female and 14% of
male teachers. The female male ratio was almost 9:1. Tables 4.3 and 4.4 below show
the profile of their experience and qualifications respectively.
5-10 years

10-20 years

Over 20 years

5

13

12

17%

43%

40%

Table 4.3: Teaching experience of teacher participants in the interviews

English

English trained /

Trained

Diploma with BA

20

4

61%

Diploma

MA TESOL

10

0

13%

33%

Table 4.4: Professional qualifications of teacher participants in the interviews

All the teachers had more than five years of experience in teaching English, and the
majority of the teachers had over 10 years experience. There were 20 teachers who
had received teaching qualifications from training colleges whereas only 10 teachers
had followed the Diploma in Teaching. Only 4 teachers had obtained a degree, and
none had received a masters‘ degree in teaching English.
4.1.3. Demographics of teachers who participated in the observations
There were 17 female and 5 male teachers who volunteered to be observed, and
therefore the study analysed 22 classroom observations. The researcher observed 12
lessons conducted in 1C schools and 10 lessons conducted in 1AB schools. The
participants‘ profile of teaching experience and professional qualifications are shown
in table 4.5 and 4.6 below.
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5-10 years

10-20 years

Over 20 years

5

7

10

23%

32%

45%

Table 4.5: Teaching experience of teacher participants in the observations

English Trained

BA

Diploma

MA TESOL

18

3

4

1

81%

14%

18%

Table 4.6: Professional qualifications of teacher participants in the observations

As seen in table 4.5 above, the teachers who conducted lessons for observations were
also experienced, and the majority possessed over ten years experience. There were
18 trained teachers while there were only 4 teachers who had completed a diploma.
Among them, 4 teachers had extended their qualifications: 3 teachers had completed
their degree (BA) and one teacher had completed her master‘s degree in a university
in Sri Lanka.
4.1.4. Summary of the demographics of teachers
As seen in the demographic detail, altogether 113 teachers participated in this study.
The results in tables 4.1 - 4.6 demonstrate that the participants were well experienced
and qualified and had followed the professional development programmes available
to them in the country. The majority have e teacher training or a diploma in
teaching, which is equivalent. However, there was only one teacher who had
obtained a higher qualification like the master‘s degree in TESOL. The results also
show that the data have been collected from more female teachers. The main reason
for this may be the larger proportion of females who are employed as teachers
according to the census conducted in 2007. A considerable number of teacher
participants in this study represented both 1C and 1AB schools.
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4.2.

Grammar teaching practices and teachers’ beliefs on these practices

The analysis of the teachers‘ survey, face-to-face interviews and non-participatory
observations have provided interesting results about teachers‘ grammar teaching
practices and their beliefs toward those practices. The topics which emerged from
the survey, interviews and observations cannot always be paired up in this
presentation because the analysis of the interviews which was grounded and the
observations revealed different topics than in the teachers‘ survey. Hence, this
section firstly presents the results of the teachers‘ reported practices in relation to
teaching approaches (4.2.1), beliefs of grammar teaching (4.2.2), the deductive and
the inductive grammar teaching methods (4.2.3) and grammar practice techniques
(4.2.4), including a brief summary (4.2.5).
4.2.1. Teachers’ reported practices of teaching approaches, based on the survey
The survey questions examined the practices of three popular teaching approaches
used in the system. These three approaches are the Competency Based Approach
(CBA), the Eclectic Approach (EA) and the PPP or 3P approach introduced with the
Communicative Approach (CLT). CBA and EA are the approaches recommended by
the 2007 reforms in their ESL teaching. CLT was the method recommended by the
previous reforms in the mid 1980s and it has been a practice since then. Table 4.7
below demonstrates teachers‘ responses to the Likert scale questions.
Item

Strongly
agree

Agree

Undecided

Disagree

Strongly
disagree

Not
responded

Use of
Competency
18%
69%
13%
Based Approach
(CBA/5E)
Use of the PPP
34%
43%
10%
2%
11%
(3P) Approach
Use of Eclectic
Approach :
41%
51%
5%
2%
1%
Combined
methods
Table 4.7: Teachers’ practices of CBA, PPP, and EA approaches, based on the Survey

Table 4.7 demonstrates that some respondents did not respond to all the statements
given under this topic. The majority, 92% (combined ‗Strongly agree‘ and‘ Agree‘) of
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teachers reported that they used the Eclectic Approach in teaching grammar, and
87% of the teachers reported that they used CBA in their teaching. Interestingly,
none of them disagreed with the use of CBA, and 100% of the participants
responded to CBA approach which is the recommended approach for their teaching
at present. 77% of teachers stated that they used the PPP Approach in grammar
teaching.
On the other hand, the analysis of the open-ended question in the survey which
required teachers to mention their preferred methods of teaching grammar showed
that 33% of the respondents preferred to create real life situations to teach grammar.
This suggests that they use the communicative approach in teaching. The remaining
majority indicated that the classroom activities would depend on the teaching
situation. This suggests that they preferred an Eclectic approach which allows them
to choose techniques suitable for their students‘ levels and needs.
4.2.1.1.

Teachers’ reported practices in relation to grammar teaching, based on
the interviews

The face-to-face interviews with teachers lasted for 30-45 minutes. The first section of
the interview schedule was about teachers‘ approach to grammar teaching. Many
participants were enthusiastic about discussing their practices and commenting on
them. Most of them offered reasons for their practices. The grounded analysis
indicated that teachers discussed this topic in three different terms: the approach, the
methods of deductive and the inductive grammar teaching (see in section 4.3), and
grammar practice techniques (see in section 4.4). The discussion of approaches
included the following approaches which will be addressed separately in the
proceeding sections.
1. Competency Based Approach
2. Communicative approach
3. Task based approach
4. The Eclectic Approach
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4.2.1. 2.

Teachers’ reported practices in relation to the Competency Based
Approach

As mentioned earlier in this chapter, the Competency Based Approach (CBA) is the
suggested approach by the Ministry of Education and the respondents named it as
the 5E approach because the chronological stages of the lessons are engagement,
exploration, explanation, elaboration and evaluation. Interestingly, only 13% of
teachers reported that they used CBA, and they seemed to be overwhelmed with the
new approach to ESL teaching but believed it was effective. Therefore, there were
several reasons why teachers preferred CBA. The three main reasons that were
significant in this discussion were:
1. 5E steps where discovery learning is encouraged
2. The eight competencies that focus on skills of students
3. Collaborative learning techniques like group work
Only 6% of teachers thought that it was easy to use the E5 steps in teaching. For
example, T6 believed that these steps helped her to avoid giving explicit instructions
straight away in her first stage of the lesson which she thought was ‗boring‘. She also
said that E5 steps led students to engage in discovery learning and the approach
motivated discovery and collaborative learning. Another 3% of teachers believed
that the competencies that are highlighted (see Appendix 15) in the books were
useful; therefore, T1 said she could plan her lessons based on them. All the teachers
mentioned group work as suggested by CBA is useful.
In contrast, some teachers (23%) had mixed feelings towards CBA. A few said that
CBA is good for advanced students. They reported that apart from its strengths CBA
has some crucial problems in its application. For example, T27 remarked:
CBA is good. The children learn lot of things, not like in the traditional
approach. But the classrooms become noisier because there are a lot of
practical activities.

Thus, CBA was conceptually good but practically difficult in their context. Only a
small minority reported using it while the majority accepted its strengths.
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4.2.1.3.

Teachers’ reported practices in relation to the Communicative Approach

Another approach that the teachers were familiar with was the Communicative
Approach (CLT) which was popular in Sri Lanka in the 1980s. The teachers used
CLT and the 3P approach interchangeably, while this is not always the case as is
evident in the literature. Only 17% of teachers mentioned that they predominantly
used 3P and CLT approach in their teaching. All the participants presented positive
views about 3P and CLT. They thought that 3P steps were useful because they
allowed their students to practise a particular structure in the practice stage of the
lessons. For example, T8 explained how she followed the 3P steps lesson procedures
in her lessons:
First I put the structure on the blackboard- then I do a little bit of
presentation and then the children practise that, because they should know
what they‟re learning. So I motivate the children to come out with their
responses. Not writing, but orally. Then they practise it. It‟s actually the 3P
and in the production stage- when they‟re thorough with it- I ask them to
write sentences or paragraphs.

Another teacher, T15 claimed that 3P steps helped her students to build up language
knowledge because they understand the language functions through the 3P steps.
Moreover, some teachers were attracted by the functional grammar that CLT
highlighted. For example, T15 explained how she typically conducts her lessons: she
first introduces the structure, then she shows how grammar functions in a sentence,
and later she provides instructions explicitly. She said that knowing the language
functions in this way is important for her students.
In one question, when the respondents‘ were specifically asked about the
effectiveness of CLT, they were positive and used terms such as ‗it is good‘, ‗I use it‘,
and ‗quite good‘ and ‗I like the idea‘. However, when they elaborated their answer,
some teachers (a small minority) suggested that CLT was only good for low level
learners, but the majority suggested that the communicative activities should be
accompanied by the explicit instruction in grammar. Some responses were:
‗I use this method but grammar explanations are also needed to a
certain extent –not in all lessons‘ (T27),
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‗Communication is important but it is also important to know the
rules‟ (T1).
These responses suggested that a purely communicative pedagogy was not enough
without explicit instructions in grammar, and therefore they incorporated explicit
instruction in grammar teaching. This indicated possibly that teachers were not
aware of the two different versions of CLT: strong version without grammar, and
weak with some grammar. Nobody strictly rejected the CLT approach but the
majority insisted that the deductive teaching of grammar was important, even
though CLT had its strengths.
4.2.1.4.

Teachers’ reported practices in relation to the Eclectic Approach

The respondents did not use the term ‗Eclectic‘ in their responses. However, it was
obvious that they dominantly used the Eclectic Approach (EA) when they said that
they used a mixture of approaches. Some teachers straight away said that they used
more than one approach. For instance, T4 chose between CLT and CBA depending
on the level of the students. She said that CBA was good for advanced learners and
CLT was suitable for low level learners. She said.
I usually use presentation, practice and production steps. Sometimes I use
the new method, E5 method. However, it depends on the level of the student,
sometimes when the students who have an advanced knowledge, I sometimes
change the approach. It definitely depends on the level of the student.

They seemed to use a range of approaches instead of choosing one particular
approach. Another teacher, T23, mentioned that after explaining grammar rules to
her students, she asked them to do group work, and T4 said that she used both E5
steps and 3P steps in her teaching.
When they were asked to describe how they teach grammar, many teachers
promptly responded ‗it depends‘. The majority highlighted that they considered the
following aspects in their teaching, and their pedagogical decisions depended upon
these aspects:
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Current language competency level of the learners
E.g. T1: ‗My method depends on the level of the students and their
needs‘



Needs of the learners (grammar knowledge they required to
perform a task)
E.g. T3: I plan my lessons depending on the need....... ‗.



Intelligence level of the learners



E.g. T6: ‗When I know their abilities I get them to discover things
by themselves.....‘
Nature of input
E.g. T19: ‗It depends on the grammar lesson‘

Hence, the results demonstrated that teachers adopted the EA approach according to
their beliefs about their students‘ needs.
4.2.1.5.

Teachers’ reported practices in relation to the Task Based Approach
(TBA)

TBA was another approach included in the discussion. The results showed that none
of the participants described TBA as their choice of teaching method when they
described the steps of their typical grammar teaching lessons. Nonetheless, they
presented their views as responses to question number 6 which inquired about their
views toward TBA. The most common response was: ‗it is good but...‘. According to
the results 27% of teachers presented positive views about TBA. Some teachers
pointed out the usefulness of it, quoting the theoretical underpinnings of this
approach. In other words, they thought that the natural approach was positive
because the conscious effort to language learning may be disturbing. For example,
T12 said that the tasks in TBA may provide students with a natural like learning
environment, and therefore it provided a relaxing and less stressful environment to
allow them to speak English. He said,
I think it‟s good, they learn Sinhala naturally, so I need them to learn
English too in the same way, so if you teach more grammar they feel scared
to use it, and speak, so if they get it naturally they speak, they aren‟t aware
that they are making mistakes but when they go on they‟ll learn, so if we
teach more grammar they‟ll feel scared to use the language.
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Moreover, some teachers suggested that TBA should not be adopted in their
situations. They said that explicit instructions should be followed by the tasks. The
reason for their opinion was that some students did not have adequate knowledge to
perform the tasks. Thus, in their point of view, the tasks should be given only in
practice activities. Some teachers claimed that it was their responsibility to provide
support to students because students did not have a good repertoire of language to
respond to tasks. T26 remarked:
In some activities, they discuss the things with group members and learn
but for some students do not know to respond because they do not have
enough language skills. They need help. So I think grammar teaching is
important here.

T29 too offered a very similar opinion based on her experience. She said that some of
her students encountered problems when they engaged in tasks. She said that her
students often ask for scaffolding. She said the students come with numerous
questions such as „how can we do this madam? how can we say this madam?. Therefore,
she provides explicit instructions as an alternative to this problem. Overall, the
results indicated that some teachers knew about the strengths of TBA but they also
acknowledged the usefulness of explicit instructions in grammar teaching. The
teachers seem to respond to a version of TBA that concentrated on purely
unconscious learning of grammar. Hence, the majority disagreed with the value of
excessive use of TBA.
4.2.2. Teaching approaches as revealed in observations
The observations included 22 grammar lessons: 20 were derived from students‘
textbooks, one lesson was a grammar revision lesson organised by the teacher, and
the other was a grammar lesson in Advanced English Grammar by Raymond Murphy
(p. 200). See Appendix 8 for more details of the lessons.
The observation could not provide generalisable conclusions about the use of a
particular approach to grammar teaching. The steps of the lessons showed that there
were presentation and practice stages in most of the lessons. 64% of the lessons
consisted of long presentation stages where teachers explained grammatical rules. In
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those lessons teachers provided practice activities, based on the rules taught. There
was not a significant production stage and lessons were more teacher-centred. The
other 36% of lessons were activity based lessons that consisted of mini-tasks where
students were asked to perform various tasks individually or collaboratively. The
results indicated that teachers used the 3P steps more often in their practice than as
indicated in the interviews. The observations did not reveal teachers‘ use of CBA or
clear 5E steps recommended in TIM.
4.2.3. Summary of teachers’ practices in regard to teaching approaches
In the survey, the teachers reported that they used the CBA, the CLT and the EA. In
contrast, in the interviews only a few teachers reported that they adopted CBA in
their teaching, and a significant number of teachers said that they used CLT and the
3P approach. Teachers also knew the strengths of TBA but found it difficult to
integrate it in the classroom. However, EA is a widely used approach because
teachers could adopt their teaching to suit the students‘ level, need and the context.
Data from the observations indicated that the majority, 64%, used the 3P approach
where presentation stages were quite significant, and 36% of the lessons were
teacher guided activity based lessons that are further discussed in section 4.4.3 of
this chapter.
4.2.4. Teachers’ beliefs about how grammar should be taught
This section summarises and presents the data gathered on teachers‘ beliefs about
teaching grammar. The survey was more limited and included fewer topics than the
topics emerging from the interviews. The interviews were relatively long and
illuminative.
4.2.4.1. Teachers’ beliefs about grammar teaching, based on the survey
The survey inquired about teachers‘ views about three popular beliefs (table 4.8
below), specifically how grammar should be taught in ESL classrooms: teaching
grammar through explicit instruction, teaching grammar in context, and teaching
grammar through communicative activities.
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Statement

Strongly
agree

agree

Undecid
ed

disagree

Strongly
disagree

No
response

Grammar
should be
explained

36%

46%

11%

2%

0%

5%

Grammar
should be
taught in
context using
real life
activities

31%

52%

7%

3%

0%

7%

Incorporate
grammar in
communicative
activities

21%

48%

13%

8%

2%

8%

Table 4.8: Beliefs about grammar teaching, based on the survey

According to the results, the majority of the teachers did not disagree with any of the
three statements. The results show that the majority, 82% of teachers (combining
‗Strongly agree‘ and ‗Agree‘ responses), believed that grammar should be explained.
They seemed to value the explicit instruction that was given to their learners.
However, 11% of teachers were unsure about the importance of explicit instruction,
and 2% of teachers did not believe that explicit instruction in grammar contributed
to students‘ learning. Moreover, many teachers seemed to believe that grammar
should be taught in context because 83% of teachers agreed with the statement. Only
3% of teachers negatively responded to this statement. Similarly, the results also
showed that 69% of teachers believed that grammar should be incorporated in
communicative activities. 8% of teachers disagreed with this option as well. All in
all, the results show that while the majority seemed to believe that the three methods
of grammar teaching were useful, a very few teachers responded negatively to all
three methods.
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4.2.4.2.

Teachers' beliefs about grammar teaching, based on the interviews

Teachers‘ beliefs are reflected in their responses to some questions in the interview
schedule. In the interviews, participants first presented their beliefs about ‗grammar‘
as a component in the curriculum, and then they presented their views about how
grammar should be taught. This discussion, as similar to the survey, included the
topics of explicit instruction, teaching grammar in context, incorporating grammar in
communicative activities including some views about ‗grammar‘ as a component in
teaching.
The majority of teachers interviewed expressed their great motivation and
enthusiasm for teaching grammar. They justified the need for teaching grammar in
their context, providing reasons. Some participants stressed that grammar is one of
the most

important areas in language teaching. Most

of the teachers,

characteristically, said that they were interested in grammar teaching. For example,
T1 said:
Actually I think grammar is the most important part in English language,
because during our school time we had lots of grammar lessons on those
books, now the grammar lessons are reduced. I think, it is the most valuable
thing.

As in the excerpt, T1 was not happy about the quantity of the present grammar
teaching lessons. She believed that the students needed more grammar. The main
reason for this belief as given by many teachers, including T1, was the learners‘ lack
of exposure to English in their context. Hence, learning English was difficult for
them. In their view, grammar helped to bridge the gap. For instance, T28 mentioned
children in rural schools where there was no opportunity for natural acquisition at
all. In addition, a few teachers said that grammar was important for developing
accuracy in writing. Others pointed out that the grammatical competence that the
students gain from the instructions given in the classroom motivated them to learn
English. Thus, 100% of the teachers believed that grammar is as an essential
component in their classrooms.
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Moreover, when they were asked to think about how grammar should be taught, the
majority of teachers argued that explicit instruction was beneficial, and important to
students in their context. For example, T29 remarked:
The other ideas are not bad I think, if the students can understand,
comprehend and manage depending on their ability, we do not need to tell
them about grammar. But in reality it is different; they need explicit
instruction to understand even the meaning of language.

As seen in the excerpt, T29 believed that grammar knowledge facilitated
comprehension. The majority questioned how they could deal with the skill-based
activities without explicit instruction.
Apart from the positive aspects pointed out by the majority, only 10% of teachers did
not endorse grammar teaching through explicit instruction. They said that explicit
grammar lessons were boring. They seemed to ignore conscious learning of
grammar but concentrated on other skills. Further in the discussion, when they
discussed how they teach deductive explicit grammar, they said that they used real
life activities to teach grammar. Similarly, when question 19 in the interview
schedule

prompted

teachers

to

think

about

incorporating

grammar

in

communicative activities, the majority pointed out that it was a good way of
teaching grammar. However, they did not seem to rely totally on communicative
grammar because their most common response was ―it is good, but...‖ This showed
that they believed that their students needed explicit instruction prominently in their
context. However, there were a few teachers who believed that the natural approach
was the best way for teaching grammar and they thought that teaching grammar
consciously made learners less confident to speak. For example, T11 explained:
If they get it naturally they speak, they aren‟t aware that they are
making mistakes. But when they go on they‟ll learn, so if we teach
more grammar, they‟ll be scared to use the language.
Furthermore, T6 mentioned that conscious approaches to grammar teaching were
not successful as they made learning a boring and tiring process. She seemed to have
had bad experience in grammar teaching and she mentioned that her students did
not like grammar lessons:
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Personally I hate grammar. In my childhood also I hated grammar
and most of the students don‟t like grammar lessons. When we switch
to grammar lessons they ask „oh teacher it‟s boring, can we proceed to
the next lesson‟.
T6 seemed to dislike to grammar lessons when she was a student and now as a
teacher.
To conclude, teachers seemed to have different beliefs about grammar teaching. Not
only had the majority believed that explicit instruction was useful for their students,
they also valued the usefulness of teaching grammar in context and incorporating
grammar in communicative activities.

Thus the interview results have also

supported the three views presented in the survey.
4.2.4.3.

Teachers’ beliefs about grammar teaching, based on the observations

The results of the observations have revealed that teachers used different methods in
grammar teaching. The majority of the teachers in the lessons observed used explicit
instructions to teach grammar. Some teachers provided explicit instructions,
providing a context, whereas some teachers did not provide a specific context. They
taught grammar in isolation straight away, explaining rules. Some lessons were
more communicative and it seemed that the teachers incorporated grammatical
patterns in those activities. More details of these activities are presented in section
4.4.3.below.
4.2.4.4.

Summary of teachers’ beliefs about grammar teaching

The majority of the respondents, who were surveyed, interviewed and observed,
believed that grammar was an essential component in teaching English as second
language, and they believed that explicit grammar teaching was also important in
their teaching context. The participants have pointed out some reasons for their
beliefs. The reasons were lack of exposure to English for natural acquisition and that
grammar helped accuracy in writing. However, a few teachers disagreed with the
usefulness of such lessons as they were boring and were not enjoyed by their
students.
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4.2.5. Teachers’ reported methods of grammar teaching
The present study investigated teachers‘ practices and views about the deductive
and the inductive techniques which are popular in grammar teaching in many
contexts. The following sections will present the results based on the survey,
interviews and observations.
4.2.5.1 Teachers’ reported methods of grammar teaching, based on the survey
Table 4.8 below shows how teachers responded for the deductive and the inductive
methods of grammar teaching in the survey.
Item

Strongly
Agree

Agree

Undecided

Disagree

Strongly
Disagree

Use of
Inductive
method

25%

52%

10%

10%

3%

Use of
deductive
method

33%

36%

20%

3%

2%

no
response

7%

Table 4.9: Teachers’ practices of inductive and deductive methods, based on the survey

According to the results, the majority of teachers reported they used both methods in
their teaching because, 77% (‗Strongly agree‘ plus ‗Agree‘) of the teachers agreed
with the statement that they used the inductive technique, while 69% of teachers
agreed with the use of the deductive technique. Only 9% of teachers disagreed with
the inductive method, and only 3% disagreed with the deductive method. Overall,
teachers seemed to adopt both methods.
4.2.5.2.

Teachers’ reported methods of grammar teaching, based on the
interviews

In the interviews, teachers revealed interesting opinions about the inductive and the
deductive teaching of grammar. The results indicated that the deductive and the
inductive techniques emerged at two different places of the interviews. Firstly,
teachers discussed these techniques as responses to the first question, on how they
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taught grammar. They were not prompted with the terms, ‘deductive or inductive‘
at that time. Close examination of the shape of their lesson descriptions showed that
they used both the deductive and the inductive methods. Later, they reported their
views about these methods when they were prompted with the terms inductive and
deductive in the interview questions 4 and 5.
Many teachers firstly responded ‗it depends‘ to the question concerning how they
teach grammar. However, later they continued to describe their typical grammar
lessons. The analysis of these narratives of grammar lessons showed that 87% of
teachers employed deductive grammar lessons, while only 13% of teachers described
their lessons as resembling inductive grammar lessons. However, close examination
of the deductive lessons indicated a distinction between two different types of
deductive lessons based on their steps: some teachers first created a context or a real
life situation to use the structure (Function first form focused), some teachers
straightaway explained grammar rules taking random examples of the rules (Form
focused). Table 4.10 below demonstrates the distinction of those two types
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Deductive

Example

Steps of the lesson

grammar
1.

Function
first
form
focused
deductive

2.

Form
focused
deductive

T25: First of all, I discuss with the students in
relation to their real life situations, for example
if I use simple present tense, 1st I ask different
questions relating to their daily routine, what
they do related to that, and come up with
those ideas and I ask them to form simple
questions whether they‘re right or wrong and
approach to that lesson and make their errors.
I ask questions like ―how do you spend your
day?‖ then when they‘re familiar with that
question, then they answer and they can use
some ideas about that, I need them to use the
verbs, if verbs are wrong and if they are not
familiar with the pattern I‘ll explain,
Correct and there after I try to make questions
with the help of them.

T23: First I tell them the lesson what I‘m going
to teach them, if I take passive voice- first of all
I teach them past participle. Then I write them
on the blackboard explain them what is a
subject, verb and object tell them when they
turn the sentence into passive voice object
becomes the subject, I tell them the have to
think whether the subject is singular or plural,
according to that they have to use is, are, was,
were, with the past participle verb.



Isolate a
grammatical
component



Use a real life
situation to
introduce it



Create a need for
communication



Explain rules



Do activities based
on situations



Correct errors



Isolate a
grammatical
component



Tell students about
it



Explain rules



Get students to
make random
sentences using the
grammar rule

Table 4.10: Distinction between function first form focused deductive and form focused
deductive grammar lessons

As seen in table 4.10 above, the two lesson types are different. In the first type, the
Function first form focused lessons, teachers create a context to show the function of
the structure, and then they focus on the form whereas in the Form focused lessons
teachers teach the structure first and then get students to practise using it in
sentences. Both of these styles are deductive. The teachers justified their preferences
as to why they used these steps in their teaching. The first type attends to practise
the form and the function, whereas the other type attends to practise only the form.
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4.2.5.2.1. Teachers’ views about function first form focused deductive grammar
lessons
Results showed that 47% of teachers (out of 87% of teachers who used deductive
grammar lessons) used the function first form focused grammar lessons. Their
claims for using these methods are twofold:
a. To create a communicative need and to make language functions clearer
b. To set the scene

a. To create a communicative need and to make language functions clearer
These teachers said that they create real life situations to elicit students‘ experiences
to learning and relate them to students learning context. For example, T12
mentioned that she created a situation for her students to use the present continuous
tense. In her description, she first required the students to do small tasks. Then she
wanted the other students to tell the class what they were doing. Hence, her students
needed to speak and this was an opportunity for them to use the present continuous
tense. They did not know how to articulate it in English. Therefore, she got the
opportunity to teach them the structure. Another teacher, T3, said that she made the
lesson interesting by creating a situation:
First of all while we teach grammar we create a situation for them, otherwise
it‟ll not be interesting for them, when we create a situation and they are
interested, they will definitely do it and at the same time we have to explain
certain things, as they are doing their studies in Sinhala and as they learn
English as the second language, certain things are difficult for them.

T3 used this style in order to motivate them to learn the structure by creating a real
life need for them. Many teachers who used this method said that they found it
useful in their teaching. They believed that this style had motivated the students,
gave an opportunity to speak, or created a need for them to speak, and also helped
students to understand the function of a particular structure.
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b. To set the scene
The teachers who preferred this deductive style said that they did not like to tell the
students that they were learning grammar at the beginning of the lesson. They
thought that it was de-motivating. They thought that students had negative attitudes
to grammar lessons. As pointed out by most teachers, ‗grammar is boring‘, and
therefore they did not think it was a good idea to start the lesson by introducing the
topic and the rules. Therefore, they preferred to start their lessons with a speaking
context. Teachers explained that this style helped them to have a good start to the
lessons.
4.2.5.3.

Form focused deductive teaching based on the interviews

Form focused grammar teaching is the deductive method that 43% of teachers used.
In these lessons, teachers did not provide a context but provided explanations of the
grammar rules by presenting examples (see T23‘s lesson in table 4.10).

These

teachers said that they usually told students they are learning a particular grammar
rule at the beginning of the lesson, and then they provided instructions about it. The
students often use the rule in their random sentences to get familiar with the rule.
For example, T23 (table 4.10) asks her student to convert active voice sentences into
passive voice sentences. This activity is in their textbooks.
The teachers who used this method said that they were very confident using it and
they said that it was useful. They informed that this method was quite beneficial in
the Sri Lankan context. They also pointed out some principal reasons to justify why
they used this style in teaching grammar. The following reasons were dominant
among these mentioned:
a.

to provide better explicit knowledge

b.

to remedy mistakes
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a. To provide better explicit knowledge
Some participants mentioned that their students could learn more effectively when
they focus on form and learn it accurately. For example, T19 insisted that the
learners need to know the basics like singular and plural nouns, and the tenses of
English. Moreover, as T26 pointed out, learners need to be thorough with a
particular structure, and therefore teaching grammar explicitly was mandatory to
her:
First we should teach the rules, where to use the particular tense and
all. The places, times we use, and correct structure. We give examples
and I ask them to do exercise after- teaching the grammatical
structure- I think they must be thorough with that, by doing the
exercises
As seen in the excerpt, this teacher had a strong opinion about this method. She
seemed to provide students with substantial details about the grammar rule: its use
and functions. She thought that this was compulsory because her learners had no
exposure to English in their homes and background. T22 argued that her students
had no way of learning English naturally; therefore, grammar teaching is
compulsory. She said:
In our school they don‟t speak any English in their home background
so they don‟t get it naturally so sometimes we have to explain to them
to get it.
Some teachers thought that clear explanatory simple steps that they used in teaching
grammar helped the weak students. For instance, T3 said that she took one grammar
item at a time and explained grammar rules straightway. T2 and T18 also mentioned
that they separated lessons to examine the abilities of students, particularly their
current language knowledge.
b. To remedy mistakes
Another reason for using the form focused method is that it helps learners to correct
their mistakes. T16 stressed the usefulness of clear instruction. She said:
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Sometimes we separate the grammar components and teach them
separately just to check their knowledge. We thought to teach
essential grammar like the tenses. We thought of teaching separately
because that they should know when writing and speaking if they
ignore them- they keep on making mistakes.
She thought that knowing the basic rules was significant. She also highlighted the
importance of such lessons, and therefore she got the students to learn the basic
terminology. She believed that her students liked her methods of grammar teaching.
Apart from the two deductive methods which emerged in their narratives, many
teachers provided views and reasons for using the overall deductive methods in
teaching grammar. The results showed that the majority of teachers preferred the
deductive methods because:
 some learners do not have the capability to figure out the rules unless
teachers explain the rules to them. Teachers believed that their
students got confused if the explanation was not given.
 some lessons were difficult. Therefore, teachers provided clear
instructions to their students.
 students found it easy to conceptualise grammar rules.
All in all, the majority of teachers reported that they used the deductive method in
teaching and they had reasons for choosing their pedagogy.
4.2.5.4.

The inductive grammar teaching method, based on the interviews

The inductive method is another grammar teaching method that the teachers were
required to comment on. The teachers were familiar with the term and they knew
about the benefits of this method. However, in their narratives about how they teach
grammar, only 13% of teachers described inductive grammar lessons as their typical
grammar teaching method. These teachers said that they did not usually employ the
deductive method. According to their reports, they organised their lessons in such a
way that students got an opportunity to discover grammar rules by themselves. For
example, T6 said she used both methods in teaching grammar and described how
she used the inductive methods in her grammar teaching.
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I give them few exercises or paragraphs and then they discover rules
and thereafter if I feel they are not competent with it, I help them. I
use both deductive and inductive methods.
These teachers explained reasons for their preferences for the inductive method. The
main reason was their resistance to too much explicit instruction as in the deductive
teaching. They thought that the deductive method is ‗boring‘. For example, T10
expressed her disappointment with the fact that students learned grammar
deductively. She said that some of them did not sometimes get the ‗singular‘ and
‗plural‘ right, even though they learned the rules numerous times deductively in
their classrooms.
Apart from the 13% of teachers who were positive towards the use of the inductive
method, others expressed mixed feelings towards it. They commented on both the
deductive and inductive methods. They pointed out some strengths of the inductive
method. Many teachers thought that students‘ opportunity for discovery is effective
in their learning. For example, T11 pointed out that discovery learning was good for
teaching any other subject, not only English. She said:
I think not only in learning grammar, it‟s good if they can discover
anything. When they discover things, they understand them better.
On the other hand, there were some teachers who mentioned some limitations of
using the inductive method in their context. Some teachers believed the students
should be intelligent to discover rules by themselves. For example, T22 said that only
some intelligent students could engage in inductive learning, whereas other students
usually found it difficult. Moreover, some teachers thought that it was not always
possible to use the inductive teaching because some grammar rules and structures
were complicated. For example, T23 pointed out that some lessons like passive voice
were complex: therefore, he reported that students needed to be provided with
explicit instructions first. Another limitation mentioned was that such lessons were
time consuming. Some teachers thought that deductive teaching was easier and time
saving compared to inductive grammar teaching. The section below shows how
teachers conducted their grammar lessons in reality.
144

Chapter 4: Presentation of results from teachers

4.2.5.5.

Grammar teaching methods adopted in observations

All the 22 lessons were grammar teaching lessons. The main objective of the lessons
was to enable the students to learn and practise the selected structure/s. The
curriculum suggests the use of CBA as method of instruction, and insists that
grammar teaching is important. The fieldnotes kept for these lessons included the
steps of the lessons (teacher‘s behaviour and students‘ behaviour). The analysis of
these lessons based on their steps demonstrated that teachers adopted four methods
in teaching grammar. These methods are indicative of the various purposes that
lessons serve:
a. Deductive form-focused lessons
b. Deductive function first form - focused lessons
c. Deductive activity based lessons
d. Inductive lessons
The above a, b, and d methods were also discussed in the interviews, while c
emerged only in the observations. Table 4.11 below illustrates the steps of these
lessons.
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Method
a.

Steps of the lessons

Deductive



Introduces the topic of the lesson

form focused



Provides the structure and explains grammar rules adopting
random examples



Gets students to use structure in their own sentences



Provides students with an extension activity
Lessons were based on random examples

b. Deductive



Provides a scenario and gets students to respond

function first



Records students‘ responses on the board

form focused



Gives feedback on students‘ responses



Provides the structure and explains grammar rules adopting
examples from the given scenario



Gives student another scenario and gets them to respond
using the correct form



Provides students with an extension activity
Lessons were based on real life situations

c.

Deductive
activity based



Instructs students to do a language task e.g. write five verbs



Instructs students to do another task e.g. put them in your
sentences and write them on the board



Corrects errors and explains rules based on the target lesson
e.g. convert active sentences into passive



Provides students with an extension activity
Lessons were structured into mini tasks

d. Inductive



Instructs students to do some reading/writing



Students notice a particular dominant form in their reading
or writing



Gets students to discover the patterns e.g. underline a form



Provides instructions to the form in brief
Lessons were based on students’ engagement in
discovering rules

Table 4.11: The methods used in grammar teaching, based on the observations
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The above c and d methods may look similar, however, c is more guided than d. The
following figure 4.1 shows the distribution of the methods as in the observations.
10
9

Number of lessons

8
7
6
5
4
3
2
1
0
Deductive form Deductive function Deductive activity
focused
first form focused
based

Inductive

methods

Figure 4.1: Distribution of the methods adopted in grammar teaching as in observations

a.

Deductive form focused grammar lessons

As seen in figure 4.1, the majority of the lessons were Form focused grammar
lessons. Further examination of these lessons showed that they were more teachercentred, where students engaged in listening and teachers did most of the talking.
However, the teachers got the students involved in the lessons by asking questions.
For example, T31 in her lesson showed some examples of suffixes, as in the
photograph below, and asked the students to find out their own list of words with
suffixes.
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Figure 4.2: T31 introducing suffixes to the class

Some significant characteristics of these lessons that were common across all 9
lessons were:


teacher first told the students that they were going to learn a grammar item



teacher explained the rules and gave direct instructions



teacher made use of a fair amount of terminology in explaining



teacher used the mother tongue to a certain extent in these lessons



teacher got learners to join the lessons by asking questions of them



teacher assigned the students to do a task using the structure: the students
performed the task individually, in pairs or groups (first written and then
orally)

Apart from the above characteristics, some teachers who used this method used the
blackboard/whiteboard sketches or pictures or substitution tables and realia in the
presentation stage of those lessons. All the lessons consisted of a very significant
presentation stage which was between 15-20 minutes at the beginning. The lesson
duration in the secondary grade is 40 minutes. Therefore, teachers took almost half
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of the lesson for teacher-fronted instruction. Therefore, the practice stage was shorter
and teachers were involved in this stage too. For example, T33 in her lesson got her
students to use drills to practise the structure of the passive voice. After her
introduction she put an active voice sentence on the board and got her students to
convert it into passive, checked it, corrected it and got all students to repeat it. In
some lessons, teachers got the students to create their own sentences for them to
practise using the rule or the structure. The teachers used substitution tables in the
practice stage to help their students to write their own sentences.
In these lessons, the learners were active listeners and only some students interacted
with the teachers. Most of the time, learners were quiet and followed instructions
given by the teachers. They copied off the blackboard and wrote their own
sentences. Some students perhaps wrote the sentences with the help of the examples
or the substitution tables. However, T34 put the students into small groups and got
them to come out with the correct question tag for the given statement. So this
allowed most of the students to participate in the lesson by talking to their peers.
b.

Deductive function first form focused grammar lessons

In contrast to the Form focused grammar lessons, the Function first form focused
lessons consisted of different steps, as shown in table 11 above. Only 5 of 22 lessons
belonged to this category (figure 4.1). In these lessons, the presentation stage was
different from that of the form focused grammar lessons. The teachers started the
lessons by providing a scenario or a situation without mentioning to their students
that they were going to have a grammar lesson as in the form focused lessons. These
lessons consisted of a ‘setting the scene‘ stage. For example, T42 started her lesson
with a game ‗the minister‘s cat‘ where students played with adjectives. In the second
stage she got them to draw their attention towards the words they used and
introduced the term ‗adjectives‘. Moreover, T6 started her lesson referring to a
scenario that she happened to face in the morning. She said ‗I was late to school
because I went to my daughter‘s school‘. She asked the students whether they had
any situations like that to tell her. In this manner, she created a situation for her
students to learn the form. Most teachers spent 5-10 minutes to introduce the
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scenario and then they introduced the rule or the form. These lessons resembled
inductive lessons, but the teachers did not wait until students discovered rules by
themselves. They gave direct instructions to students as soon as the students
understood what the lesson was about. T44 at the beginning of his lesson asked the
students about their forthcoming examination, before introducing the term
‗conditional clause‘ and the form (see the picture below).

Figure 4.3: T44 introducing the conditional clauses to his class
Moreover, T12 asked one boy to come in front of the class and asked other students
to describe him. She used her sense of humour to motivate the class. Then she called
another student and asked similar questions. This took about 8 minutes and in her
next stage she got the students to compare boy 1 with boy 2. She asked them
questions like ‗is he thinner‘. Then she introduced the comparative adjectives. These
lessons consisted of short practice stages. The lessons were followed by an extension
activity based on the learnt structure. The observations saw that these lessons were
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more interactive and communicative. Students had more opportunity to interact
with the teachers. The lessons drew on students‘ experience and students actively
joined in class discussions.
c.

Deductive activity based grammar lessons.

As seen in figure 4.1, 6 of 22 lessons belonged to this category. These lessons were
structured into mini tasks in which learners could actively participate. The lessons
were directed from the known concepts to the unknown concepts. For example, T28
in her lesson first put the students into groups, and then each group was given a
task, e.g. ‗Write down what your doctor asked you to do last time you saw him‘,
‗write down what your mother asked you to do yesterday‘, and so on. Then she got
the children to present their list of commands to the class. Then they were asked to
write the reported speech sentences and read them out to the class. She corrected
them and introduced the correct form. Later they were given an extension activity.
The following are the significant features of the deductive activity based lessons:


the lessons consisted of a series of tasks guided by the teachers



the lessons followed the direction from known concepts to unknown concepts



the teachers gave direct instruction when students needed the correct
structure



many students participated in the lessons



students worked in groups

Activity-based grammar teaching lessons required students‘ participation, and
therefore they were more student-centred. These lessons were also communicative to
a certain extent. They were deductive as the teachers gave direct or straightforward
instructions to the students. Therefore, the teachers used a fair amount of
metalanguage where necessary but did not force the students to learn metalanguage.
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d.

Inductive grammar lessons

Two lessons out of 22 were inductive. They were categorised as inductive based on
the opportunity that teachers provided their students to discover language
structures in the process of the lesson. For example, T38 got her students to use a set
of pictures and jumbled sentences to build up a story. The students in groups looked
at the pictures and arranged the story in sequential order. Then the students were
asked to read the story aloud to the class, and to look at the different verb patterns
used in the story and to examine them carefully. The students said to the teachers
that they were different past tense verb patterns. Then the teacher mentioned that
they were regular and irregular verb forms. After that, the teacher provided the
students with some words and phrases to use in their own stories.
It was observed that all the students in T38‘s class actively participated in the
lessons. Similarly, T46 got the students to match the simple sentences with phrases
and clauses to make complex sentences. The students were then asked to read the
sentences aloud to the class, and to examine the difference between the sentences at
the beginning and after joining the phrases or clauses. The students answered that
the sentences had become longer and consisted of more information. Then the
teacher told students that they were complex sentences. After that the students were
put into groups and they were given a task where they had to make meaningful
complex sentences using the phrases given to them, as shown in the picture below.
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Figure 4.4: One of the worksheets used by T46
The students in each group read out their sentences to the class while the teacher
and the peer groups examined the correctness of those sentences.
The above two lessons (T28 & T46), were inductive and these teachers did not take
more class time to explain grammar rules. It was expected that the students would
discover the rules in the process of the lesson. The above two lessons were
conducted in 1AB schools located in main cities, and it was seen that the students
could perform the tasks well. They actively participated in the lessons and it seemed
that they possessed adequate language skills to work independently.
4.2.5.6.

Summary of the teachers’ views and practices of the deductive and
inductive methods.

The survey indicated that teachers used both the deductive and the inductive
methods in grammar teaching. Nevertheless, interview results demonstrated that
teachers used deductive techniques predominantly in teaching despite the fact that
they valued the contribution of the inductive teaching principles. The deductive
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lessons, as described by teachers, were of two shapes: function first form focused
and form focused grammar lessons. Teachers adopted these methods because they
believed that each method was advantageous to students. Interview results also
demonstrated that teachers knew about the advantages of the inductive method, but
they thought it would suit only some learners who have a good language repertoire.
Three different types of the deductive methods emerged in the observational data:
form focused, function first form focused, and activity-based deductive grammar
lessons. In observations, only two teachers used the inductive method in grammar
teaching. The activity-based deductive lessons had some features of inductive
lessons. Therefore, results suggested that teachers used a variety of deductive
lessons more often in teaching grammar.
4.2.6. Teachers’ implementation of and beliefs about grammar practice
techniques
Apart from the main methods adopted, teachers employed other scaffolding and
grammar practice activities in teaching grammar. These grammar practice activities
have been widely used in many contexts, and some evolved alongside different
approaches to teaching (Ur, 1999). This study intended to find out teachers‘ views
towards these techniques while examining whether they were employed in teaching
grammar in Sri Lanka.
The selected techniques were:


use of classroom drills: supported by the Audiolingual Approach



use of translations: supported by the Grammar Translation Approach




use of games and speaking activities: supported by the Communicative
Approach
consciousness raising: evolved independently with focus on forms



comparing L1 and L2: supported by Grammar Translation Approach
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4.2.6.1. Teachers’ views and practices of grammar practice techniques, based on the
survey
Table 4.13 and figure 4.5 below demonstrate the results in relation to the selected
techniques in the survey. The ‗Strongly agree‘ and ‗Agree‘ responses have been
combined in the discussion of results/percentages.
Strongly
agree

Agree

Undecided

Disagree

Strongly
disagree

no
response

Use of
classroom
drills

18%

54%

16%

7%

2%

3%

Use of
translations

16%

28%

21%

28%

7%

Use of games
and speaking
activities

38%

52%

2%

Consciousness
raising

28%

52%

8%

2%

0%

10%

Comparing L1
and L2

20%

44%

16%

13%

0%

7%

Item

8%

Table 4.13: Teachers’ reported practices of the classroom techniques based on the
survey
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Figure 4.5: Teachers' preferences for the use of Grammar practice activities

Figure 4.5 above clearly displays teachers‘ preferences for the selected classroom
techniques. The graph above demonstrates that all techniques are popular. The most
popular techniques were games and speaking, and consciousness raising activities.
Drilling was also used by 70% of teachers, and over 60% of teachers reported that
they used comparing L1 with L2 in teaching grammar. Translation is the least
popular technique reported to be used by only 42% of teachers, while 32% rejected
using translation in their teaching. Even though some teachers disagreed with the
effectiveness of some the techniques selected (figure 4.5), games and speaking
activities emerged as very popular. Thus, many teachers indicated that games and
speaking activities were the most useful techniques in grammar teaching. The
section below presents the results of the teachers‘ interview responses in regard to
these techniques.
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4.2.6.2. Teachers’ views and practices of grammar practice techniques, based on the
interviews
In the interviews, teachers were asked to comment on each grammar practice
technique, indicating whether or not they used them in their grammar teaching.
a. Use of direct translation and comparing L1 with L2
Direct translation is one of the oldest techniques in language teaching and the
respondents‘ perceptions of it in the interviews were both positive and negative.
Translation was not a dominant technique because most teachers reported that they
did not usually employ it in their teaching. However, the majority insisted that it
should not be totally disregarded as it was useful to them on some occasions. 16% of
teachers particularly acknowledged the usefulness of translation in the classrooms as
they mentioned they occasionally used it. Some pointed out that it was difficult to
avoid translation in their classrooms as the learners asked them to translate when
they found difficulties. T11 was a teacher who did not like translation conceptually,
but she said:
That depends on the situation, not always; even when we avoid they directly
ask the meaning in Sinhala. I believe that when teaching English I want to
teach them in English.

T14 claimed that translation was only good for adult students but not for young
students because only adult learners could learn through translation:
Actually it is good for adults. They can approach language somewhat easily
with the translation. There are certain places when they need translations.
When they learn, it is useful. Good for school leavers as well. They get it. I
rarely use translations in grade 11.

On the other hand, there were a few who insisted that translation should not be used
in classrooms at all. They resisted translation because they believed that translation
would hinder students‘‘ learning and also direct translation would confuse students.
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Apart from direct translation, some teachers said that comparing and contrasting
rules in the target language with rules in the mother tongue (L 1 and L2) was useful.
These teachers pointed out that that their students understand the rules when it is an
existing feature in their mother tongue. They argued that languages operate
differently, and by comparison students were able to get an understanding of the
rules in the target language. For example, T19 said:
Most of the students don‟t understand the sentence patterns: Subject, verb
and object. In Sinhala it‟s the subject, object and verb, so by comparing and
contrasting they understand how English sentences work. Sometimes I use
translations, and even write the Sinhala sentence and show them the
difference. They get a clear idea.

As in the above expert, comparing and contrasting the forms in the mother tongue is
useful to some students. The results indicated that some teachers still used these
techniques in their teaching. Teachers said that their students acknowledged them
too. However, some teachers believed that these techniques should be avoided.
b. Classroom drilling
Drilling is also another technique that teachers commented upon in the interviews.
The results demonstrated that the majority of the teachers reported using drilling in
their lessons, and also revealed their perceptions towards drilling. The majority of
the teachers was very positive about drilling. Teachers said that drilling helped in
students‘ learning. They claimed that it is one of the ways that students get familiar
with the language structures, and thus repetition helped students‘ language
acquisition. Teachers also thought that some students acquired the language through
drilling. A few teachers acknowledged the usefulness of drilling in learning correct
pronunciation. Some teachers pointed out that drilling helps students to minimise
inhibition: especially with students who have lack of exposure to English.
However, some teachers insisted that drilling should be used more cautiously. 6% of
teachers thought that drilling should be used only in primary and junior secondary
classes, and some other teachers insisted that it should be used only with low level
learners. For example, T4 pointed out that students may forget the structures they
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repeated when they left the classroom, but she thought that at least a few students
would remember what they had learnt. She said:
With drilling after they leave the class they might forget even then a few
students would grasp what they have been taught- even a few students
would use it. Basically as a whole when you think of long-term results it is
that much useful.

Some thought that drilling should be used depending on the level of the students.
There were only 13% of teachers who rejected drilling and said that they never used
drilling in class. T18 pointed out that drilling was not possible in her teaching
because the classrooms were overcrowded and she found it difficult to control the
noise level. Moreover, some teachers thought that drilling was boring and not
effective. T3 said that she replaced drilling with group work where learners were
asked to work on a particular structure. She articulated her thoughts as follows:
It can be done through group activities I think, it is not very effective
because the child becomes mechanical, and without any understanding he
repeats things. So it is not that important, the meaning is not understood, it
is not emphasized- but there are some other ways that we can do this. I do
group work instead.

In a nut shell, drilling was a technique that was supported by the majority of
teachers even though there was a minority who resisted the use of drilling in their
classrooms.
c. Consciousness-raising
Consciousness-raising (CR) is a recently introduced inductive grammar teaching
technique through which students are encouraged to explore rules. The term
‗Consciousness-raising‘ was not a familiar term to most of the teachers and the
researcher had to explain what it meant to elicit their experiences. The intention of
the question was to examine whether it was a useful technique and whether it was
being used despite the fact that the teachers were unaware of it. Teachers‘ responses
indicated that it was not an alien concept and the respondents said that they usually
integrated consciousness raising activities with their explicit instruction. This was
obvious when T14 reported how he employed this techniques:
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That is also one way of teaching grammar. Like in passive voice I teach them
grammar by taking newspapers. Ask them to find the past participle from of
the verbs with the helping verb. Then I explain the grammar rule.

As the respondents were not aware of the details of the techniques in depth they
avoided critiquing it, yet they stressed its usefulness. T12 recalled one of her past
lessons where she used a CR activity and she mentioned that CR was a good
revision activity:
Last week I gave my students a paragraph. In the paragraph there were
around 15 past tense verbs- I did not tell them. I asked then to study it and
tell me what they see in it. That‟s how I do.

This indicated that some teachers amalgamated consciousness raising activities with
deductive and inductive grammar lessons.
4.2.6.3.

Teachers views and practices of grammar practice activities, based on
observations

The table below shows the list of techniques that teachers used in their lessons which
were observed by the researcher. The results suggest that some techniques are used
more than others.

160

Chapter 4: Presentation of results from teachers

Technique

Use of mother tongue

Classroom techniques demonstrated by teachers in the observations
L1
T31

L2
T32

L3
T28

X

X

X

Use of translation
Use of drills
Use of terminology
Use of substitution tables

X

X

X

X

Use of group work

X

L4
T5

L5
T33

L6
T34

L7
T35

L8
T12

X
X

X

X

X

X

X

X

X

X

X

X

L9
T36

L10
T37

X

L12
T14

L13
T39

X

X

X

X

L14
T40

L15
T41

X

X

X

X

X

X

L17
T43

L18
T44

L19
T45

L20
T46

X
X
X

X

L16
T42

X

X
X

X
X

X

X

X

L21
T47

L22
T48

Total

X

X

9

X

X

8

X

X

8

X

X

21

X

X

X

Use of reading aloud

5
X

X

X

Comparing L1 and L2

L11
T38

X

X

X

X

6

X

4

X

*Teacher correcting
errors

X

X

X

X

X

1
X

*peers correcting errors

X

X

X

X

X

Integration of grammar

X

X

X

X

X

X

X

X

X

X

X

X

X

X

19
3

X

4

Making sentences

based on examples
Games & speaking
incorporated in
grammar

X

X

X

X

X

X

X

X

X

X

X

X

X

X
Consciousness raising
Table 4.15: Classroom techniques demonstrated by the teachers in the observations * (not addressed in this thesis)
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Table 4.15 provides a good overview of the degree to which various techniques were
used in the observed lessons. The results show that teachers used the following
techniques quite often in their grammar teaching.
 Error correction: this occurred in many lessons because the lessons were
basically focused on a form. Error correction has not been the focus of this
investigation because it is a major part of language teaching that needs to be
studied in detail.
 Use of terminology: the results show that there is dominant use of
terminology in grammar lessons and this will be further analysed in section
4.6
 Making sentences based on examples: this was also quite common in
deductive grammar teaching lessons. This is one of the typical activities in
these lessons
 Use of group work
 Use of reading aloud (not a focus in this thesis)
 Translation: 8 teachers out of 22 teachers used translation in their lessons
while 9 teachers used the mother tongue to explain grammar rules
 Drilling: 8 of 22 teachers in the observations used drilling in their practice.
The students were asked to repeat the sentences three-four times.
 Games and speaking activities, integration, substation tables and
consciousness-raising were the least common techniques.
 Comparing L1 with L2 was used only in one lesson. The teacher translated
English passive voice sentences into Sinhalese passive voice sentences, and
asked students to examine the patterns.
As seen in the results above, it could be concluded that translation and drilling are
frequently used than other selected techniques.
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4.2.6.4.

Summary of teachers’ implementation of and beliefs about grammar
practice techniques

The results of the survey, interviews and the observations demonstrated that the
teachers used some grammar practice techniques more frequently than others. The
selected techniques for investigation were direct translation, comparing L1 with L2;
drilling, games and speaking activities and consciousness-raising. The results from
the survey indicated that the majority of teachers acknowledged the use of games
and speaking activities and consciousness-raising while drilling and comparing L1
and L2 were also commonly used. Translation was the least frequent technique.
However, interviews indicated that teachers use translation and comparing L1 and
L2 based on the needs and level of the class. In the interviews teachers suggested
that speaking and activities are useful. On the contrary, observation revealed that
teachers employ a wide range of techniques when practising grammar in their
classrooms. The results suggest that there is some disparity between what teachers
have reported and what they actually do. However, the observation sample is small
and there is limited possibility for such generalisations. It needs to be mentioned that
these techniques are employed in grammar lessons only, and that more techniques
such as integration and games could also be used when teaching skills.
4.3.

Teachers’ beliefs and practices of metalanguage

Metalanguage has been considered as an important component of grammar teaching
and it has been a controversial topic. The syllabus for the secondary grades
textbooks in Sri Lanka includes a considerable amount of metalanguage. Therefore,
use of metalangauge is one of the aims of this study. The sections below present a
summary of results derived from each research instrument used in the study.
4.3.1. Teachers’ beliefs and practices of metalanguage based on the survey
The survey included three statements for teachers‘ response to concerning
metalanguage in teaching. The second statement in table 4.16 below is taken from
Mohammed‘s (1996) research, in which the majority of his participants said that only
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basic terminology was useful for teaching and leaning. The third statement is a
device that this study used to double check the validity of the first statement.
Strongly
All
terminology is
useful
Only the basic
terminology
useful

Terminology
make
learning
difficult

Agree

Undecided

disagree

Strongly

No
response

75%

5%

10%

3%

0

7%

7%

33%

18%

33%

7%

2%

0

18%

25%

34

13%

10%

Table 4.16: Teachers’ beliefs towards the use of metalanguage

The survey also included an open-ended question for teachers to respond. Teachers
were asked to comment on the use of terminology in their teaching. 80% of the
participants responded to this question and the following are their beliefs. Beliefs are
categorised into two sections as positive and negative comments. There were more
positive comments than negative comments.
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Positive comments

Comment

Negative comments
Frequency

Students need to know terms
to face the exams

3

ML helps learning correct
grammar

4

ML helps learners to perform
better in writing skills

8

Without the knowledge of
terminology it is difficult to
teach grammar rules
It is the foundation for learning
English correctly

N

Comment

Frequency

Use is more important than the
terminology
I teach them to a certain extent
but take care not to embrace
terms
I use terminology with the
advanced students, I never use it
with weak students

2
3

1

5

Learners get confused with the
terminology

1

1

I teach terminology, but
students‘ response is very poor

1

21

N

8

Table 4.17: Teachers’ positive and negative comments on the use of metalanguage

The results, shown in tables 4.16 and 4.17, strongly suggest that teachers were very
positive towards the use of terminology in teaching. The majority, 85%, believed that
metalanguage was useful, and only 18% of teachers agreed with the statement that
metalanguage made learning difficult. The majority had responded positively to the
open-ended question. Thus, teachers seemed to believe that metalanguage was a
useful component in teaching grammar.
4.3.2. Teachers’ attitudes towards teaching metalanguage, based on interviews
The second group of questions in the interview plan were subtitled as teaching
metalanguage, and anticipated responses towards the teaching of grammatical
terminology in the secondary grades. The results revealed that there were three
groups of teachers according to their attitude to the teaching of metalanguage.
1.

The teachers who believed that teaching metalanguage was very useful

2.

The teachers who believed that teaching metalanguage was useful to a certain
extent

3.

The teachers who believed that teaching metalanguage was not useful
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The following graph (figure 4.6) shows the proportion of the above categories in the
interviews.

Number of participants

16
14
12
10

8
6
4
2
0
Very useful

Useful to certain
Not useful
extent Responses

Figure4.6: Distribution of teachers’ responses about the use of metalanguage in the
interviews

The majority of the teachers believed that learning metalanguage was very useful for
their students (figure 4.6. 50% of teachers reported that they taught metalangauge
and ‗strongly‘ believed that those lessons had been very useful to their students. 33%
pointed out that metalanguage was useful for their students ‗to a certain extent‘.
They supported this statement drawing on examples from their experiences of
teaching metalanguage. All the teachers who supported the use of metalanguage
(‗strongly‘ and ‗to a certain extent‘) had reasons for these practices. The main reasons
were as follows:
a.

to achieve better understanding of the language

b.

to achieve accuracy in writing

c.

to achieve success at examinations

d.

to help and teach other students and gain autonomy
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a. To achieve better understanding of the language
The majority who teach metalanguage thought that their students achieve better
understanding of the language through learning the terminology. Some teachers
specifically stressed the usefulness of metalanguage to achieve better understanding
and develop students‘ confidence. For example, T4 provided the example of learning
the use of prepositions and said that when they learned about it they learned to use
it more effectively. At the same time, T5 compared his students with the students
who learn English for specific purposes, and said that the secondary students should
know about the language well to get a better understanding of it. He said that it was
better when you know the terms than not knowing them. T11, who thought
metalanguage was useful to a certain extent, said that students gain confidence by
learning the terminology. She said that she would not force her students to learn the
terminology but she would use them in her teaching so that students grasp these
terms unconsciously and have better understanding of the language they were
learning.
b. To achieve accuracy in writing
Some teachers who preferred to teach metalanguage in their classrooms thought that
their students benefited because they could develop accuracy in writing. For
instance, T12 emphasises grammatical appropriateness of sentences. Additionally,
she pointed out that teachers should make metalanguage interesting to their
learners. She thought that some children found it difficult because of the
methodology used by some teachers. She insisted that teachers were responsible for
this. She said:
Children need to know the terms because without those you can‟t
build up a sentence, so I teach them. For example if you take
„adjectives‟ they are called modifiers. So I teach them, like if you put a
noun, like a bag you can modify it or decorate it, then they say
„leather bag‟, then I ask them „where is the bag?‟ then they say „the
bag is on the table‟ so I say that‟s how you modify a noun, so have to
teach them because they are very necessary, you should teach them in
a way the students will like it and take it and learn it, not telling
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them that grammar is difficult I‟m going to teach grammar like that,
sometimes it confuses them.
As seen in the excerpt, she believed that she made her lessons interesting. She
thought that the main reason why many children found grammar boring was that
they got confused by the techniques used by teachers to teach it. She was critical of
teachers who conducted tuition classes and taught numerous terms to confuse
students. She further said:
Children say grammar is difficult, but I say „no‟, what happens here is
that the children go to tuition classes. There, all the grammar items
are taught and they try to compare. You have to be careful in
handling these types of things.
Another teacher, T14 also supported the idea of teachers‘ responsibility to make
grammar interesting to their learners. He said that teachers needed to use interesting
techniques to teach terminology. T23 stressed the importance of accuracy in writing.
Therefore, these teachers thought that knowing terminology and how it occurs in
sentences helped the students to perform better. Furthermore, T27 insisted that
students‘ understanding of terminology helped them to write grammatically correct
sentences.
c. To achieve success at examinations
Some respondents who preferred to teach terminology thought that the knowledge
helped their students to be successful at examinations. For example, T18 pointed out
that most test papers in her context had questions to test students‘ knowledge of
terminology. Thus, she thought that it was the responsibility of a teacher to teach
them in order to help their students perform better at these examinations. Another
teacher, T30, also thought that the knowledge of terminology was helpful at
examinations. She used the example of subject and verb agreement in sentences
which was a frequent text item in which the students had to pick the right answer
from the multiple answers given. Thus she thought that the knowledge terminology
was essential for her students.
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d. To help and teach other students
On the other hand, some teachers thought that the knowledge of terminology helped
learners to develop their autonomy. For example, T3 pointed out that terminology
helped some students a great deal. She said that these students could become good
teachers and help other students who did not understand their teachers‘
instructions. She pointed out that peer teaching was very important in her classes
and bright students helped the students who were slow. Another teacher, T6, also
pointed out that knowledge of terminology made some students very confident, and
therefore she thought that they enjoyed these lessons.
Teachers who believed that teaching metalanguage was not useful
Apart from the positive aspects shown by the groups of teachers above there was a
minority, 16% of teachers, which did not agree with the usefulness of teaching
metalanguage. These teachers thought that grammar was boring and could be
something that de-motivates students to learn English. For example, T2 believed
that metalanguage was difficult to teach and not useful for students. She said she did
not know how to teach metalanguage and she had encountered difficulties when
teaching them to her students. T26 had also felt similarly that she did not know how
to teach metalanguage to her students.
Another argument made by some teachers was that language was mainly for
communication, and therefore they thought that terminology did not play an
important role in communication. For example, T19 thought that the patterns of
sentences were more than enough for students. Hence, she believed that terminology
was not useful to students. These teachers also thought that terminology made them
less confident in communication.
4.3.3. Teachers’ use of metalanguage, based on the observations
As seen in the table 13 (on p. 161), with the exception of one lesson in all other
lessons observed the teachers used a certain amount of metalanguage in their
teaching.

In most of these lessons, teachers introduced the terminology to the

students. This terminology included the tenses and other parts of speech. The form
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focused grammar lessons included the most terminology. For example, T31 used
terminology like prefixes and suffixes. The focus of this lesson was teaching word
formation but the teacher integrated this with a sentence building activity. In some
meaning focused grammar lessons, teachers used terminology to a certain extent,
but the terms were generally basic such as verbs, adjectives etc. However, some
activity-based grammar lessons included a relatively lower amount of terminology.
None of the lessons was terminology free. In the inductive lessons too teachers used
only a limited amount of terminology. The lesson that did not have terminology was
about linking words and it was observed that the teacher was more interested in the
pattern of the sentences. Therefore, she did not use metalanguage at all.
4.3.4. Summary of the beliefs and practice of teaching metalangauge
As seen in the results presented in previous sections, the majority of teachers in the
survey, interviews and observations believed that teaching metalanguage was
beneficial to their students. The survey results were very positive towards the
usefulness of metalanguage, where the majority responded positively.

In the

interview results, the majority stressed the importance of terminology for different
purposes. According to them, metalanguage was useful for developing accuracy in
writing, achieving success at examinations, and developing autonomous learning.
However, there was only a small percentage of teachers who thought that
metalanguage was not useful for their students. The classroom observations also
supported teachers‘ practices of metalanguage. It was seen that the majority of
teachers used terminology when explaining grammar.
4.4.

Teachers’ perceptions of textbook grammar lessons

This study intended to examine the usefulness of textbooks prescribed by the MOE,
in regard to the teaching of grammar lessons. The results are presented in the
sections below.
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4.4.1.

Teachers’ perceptions of textbook grammar lessons based on the survey

The survey included three statements about grammar lessons in the textbooks. The
first statement (table 4.18 below) examined teachers‘ preference to grammar teaching
activities in the textbooks. The second statement examined whether teachers thought
that these grammar activities limited their grammar teaching skills and the third
statement inquired whether they were prefer to teach without textbooks but with
their own materials to teaching. The results are shown in table 4.18 below.

Strongly
agree

Agree

Undecided

Disagree

Strongly
disagree

No
response

The
textbook
activities
are useful

11%

52%

21%

5%

5%

6%

Methods
are
constrained
by the
textbooks

7%

33%

21%

16%

5%

18%

Prefer to
teach
without
textbooks

15%

30%

28%

18%

9%

Statement

Table 4.18: Use and attitudes to textbook grammar lessons, based on the survey

The results indicated that 63% of teachers (‗Strongly agree‘ plus ‗Agree‘) believed
that grammar teaching activities given in the textbooks were useful for their
students. However, 40% of teachers agreed with the statement that their method of
teaching is constrained by the textbooks. Only 45% of teachers preferred to teach
without using textbooks. The open-ended question, in the survey, required teachers
to list the other books or materials that they used (if) other than prescribed
textbooks, in teaching their classes. The results showed that 95% of teachers had
responded to this question, and had mentioned 18 different books which were
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frequently used in their teaching. The results demonstrated that teachers used a
wide range of textbooks published in the UK, the USA, India and Sri Lanka. Table
4.20 displays the results. Some respondents had included more than one book in the
list. Teachers did not include the full reference of the books. The table below shows
how teachers included books in their list. The full reference of these books cannot be
provided as the teachers only mentioned the titles and the authors.
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Book Title/Author/s

Frequency

Essential English Grammar ,Raymond Murphy

17

English Grammar & Exercise Longman & Chapman

14

Intermediate English grammar by Raymond Murphy

7

High school English Grammar S. Chan

7

Living English structures (Stenard Allen)

3

English with a Smile Samaranayaka

3

Advanced English Grammar

3

Grammar and Usage Wren & Martin

2

English grammar, an Indian book

2

Oxford English Grammar

2

Steps to mastery of English grammar, Bertrin Chinnaiyah

2

English Grammar & Composition

1

Grammar Tree (Oxford)

1

Active English

1

Headway English

1

Foundation to English, Patrick Fernando

1

Cambridge Grammar Exercise Books

1

N

78
Table 4.19: The titles of the non prescribed books used by the surveyed teachers

Results demonstrated that Raymond Murphy‘s books are most frequently used by
the teachers selected for the study. These books basically focus on de-contextualised
grammar lessons. Almost all the books mentioned above only provide explicit
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instructions and activities followed activities except Headway English which provides
explicit instructions and integrated activities. Some teachers use grammar books
compiled by Sri Lankan authors. This suggests that grammar lessons are
supplemented by a variety of textbooks.
4.4.2. Teachers’ perceptions of textbook grammar lessons, based on the interview
data
The interview questions (Appendix 5), particularly question 9, inquired about
participants‘ views of the textbooks, prioritising whether the textbook is a constraint
for teachers when selecting their pedagogy. Question 10 inquired about whether the
respondents use any other sources of materials apart from the textbooks and their
attitude to them. The results of question 9 and 10 provided information regarding
teachers‘ perceptions of the present English textbooks and other materials, and how
teachers select their grammar teaching input. The results helped to categorise
teachers into two groups:
a. Group 1: Totally independent
b. Group 2: Dependent or semi independent
a. Group 1: Totally independent

According to the results, 66% of teachers fall into this group and seem to be
independent and autonomous. Their pedagogical choices are independently made
even though there are suggested activities in the textbooks and a prescribed
syllabus. They said that they adapted and adjusted their teaching materials to suit
the level, interests and needs of their students. The majority mentioned that the
textbook was not a must, and therefore they had freedom whether or not to use it.
For example, T11 said that she had freedom and she had borrowed materials from
the British Council which is located close to her residence. She said she worked for
the benefit of the students. She remarked:
That‟s up to the teacher; the teacher is the one who puts it into practice, so I
don‟t think our freedom is limited. That depends on the teacher. If I explain
a grammar component and if I feel that it‟s not sufficient to the child to
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understand, then I use my freedom to find extra activities to explain those
things and I think of the future benefits of the child.

She also mentioned that she used internet resources, CDs and pedagogical grammar
books like Raymond Murphy‘s series. Nevertheless, she acknowledged the
contribution of the new text books as well. Many teachers who fell into this category
believed that the textbook was not a ‗must‘, and therefore they chose materials from
other books and papers apart from the suggested activities in textbooks. Some
teachers noted that some activities in the textbooks did not suit the level of the
learners, and sometimes the students found that they were boring, therefore teachers
used their own activities. Some teachers, like T29, particularly mentioned their
ability to create their own activities for their classes. For example, T15 said that the
textbook was not a constraint but a facilitator. She said that she had used interesting
materials from ‗National Geography‘ which was a useful website. Another teacher,
T16, too affirmed:
I am not very strictly bound to the text, I don‟t follow all the instructions
given in them, I use my freedom to teach, because every individual has his
or her own method though „they‟ say to do these and that. I teach in my own
ways.

As seen in the excerpt above, T16 seemed to be very confident about her pedagogical
choices. She also sounded a bit critical of ‗them‘ possibly according to the curriculum
developers and planners. Overall, it was seen that these teachers‘ input for grammar
pedagogy depended on their individual knowledge, cognition and skills as teachers.
For example, T14 believes that his demonstration skills and talents at drawings made
him a good teacher.
However, most teachers within this category did not undervalue the contribution of
the textbooks. They indeed did not reject the textbooks but they said that they
changed and adapted them depending upon their students‘ needs. They were not
‗strictly bound by the books‘ as T16 mentioned in the excerpt given above. Some
teachers said that they sometimes skipped lessons because they thought that that it
was useless to struggle with textbooks if they were too challenging for students.
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b. Group 2: Dependent or Semi independent

The results indicate that 34% of teachers had restrictions in their pedagogical choices
to a certain extent because of the textbooks. Their freedom was limited because they
considered that the text was the syllabus; thus, they thought that they needed to use
the activities in the textbooks within a year‘s programme. All of the teachers said
that they tried to ‗keep within the syllabus‘ in the secondary grades, even though
they could use other materials to teach grammar. For example, according to T27,
time was a constraint that prevented her from using other materials, even though
she knew that the standards could be raised by using some of them. Assessment
procedure was another reason why some teachers thought of covering the syllabus.
Some teachers seemed to be stressed with the workload. For example, T28 expressed
her tension about completing the activities in the textbooks. She thought it was a
must because the principals insisted on students completing the syllabus. At the
same time, some students and parents also were interested in completing the
activities in the textbook. This teacher seemed to face difficulties in meeting these
expectations. She said:
It‟s a must, because at the end of the year the principal questions the
students. He also gives the information of teachers who have not completed
the syllabus to the ministry. So we have to cover it.

The teachers who fell into this category believed that they had limited freedom in
selecting their own materials in classroom teaching. Hence, they depended totally on
the textbooks when organising their lessons. Nevertheless, some teachers seemed to
believe that they could perform better if they had freedom. For example, T1 said that
she could to select her own materials. She stressed:
Only problem is the textbook actually, without the textbook we can teach a
lot.

Another teacher, T2, thought that first she should complete the textbooks and then
could find her own activities depending on the time available to her to organise
those lessons. This was obvious when she said:
The ISA says that you‟ve freedom to select any activity, so we‟ve that
freedom, but we‟ve to go beyond that lesson.
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These responses indicated that this group of teachers was confused with selecting
materials for teaching, unlike the teachers in group 1.
4.4.3. Teachers use of textbooks, based on classroom observations
As seen in the table in appendix 8 teachers used grammar teaching lessons from
their textbooks. One teacher conducted a revision lesson for students and another
conducted a lesson from a grammar book by Raymond Murphy. All grammar
lessons selected for classroom teaching included explicit instruction in anticipation
of students acquiring grammar knowledge. The results seem to favour teachers‘ use
of activities in textbooks in their teaching. The selected grammar lessons were
isolated grammar lessons, even though teachers teach grammar differently as shown
in the lesson categories.
4.4.4. Summary of teachers’ perceptions of the usefulness of textbook grammar
lessons
The results showed that the majority of the teachers saw the usefulness of textbooks
in grammar teaching. Some respondents who participated in the survey, interviews
and observations supported the use of the prescribed textbooks. Some respondents
were happy to select materials independently from other sources. Specifically, 67%
of teachers who were interviewed said that they used their own materials in
teaching grammar, but the majority agreed with the survey statement which said the
textbooks were useful. This is perhaps because of lack of access to other textbooks
for most of them. However, interviews revealed that 33% of teachers were
constrained by the textbooks, and they did not think they had freedom to select their
own activities in grammar teaching.
4.5.

Teachers’ suggestions for improvement

The study, finally, investigated teachers‘ suggestions to improve grammar teaching
practices in their context. The survey and the interviews were designed in order to
gather data in relation to improvements as perceived by the teachers.

177

Chapter 4: Presentation of results from teachers

4.5.1.

Teachers’ suggestions for improvement, based on the survey

The survey included only three Likert scaled questions (Appendix 4.) under
improvement. All teachers responded to the statements given in the survey.

Strongly
agree

Agree

Undecided

Disagree

Strongly
disagree

No
response

Grammar in
textbooks
should be
changed

18%

34%

25%

16%

7%

0%

Teachers need
more training
in preparing
classroom
activities

39%

56%

3%

0%

2%

0%

Training on
grammar
teaching
methods

51%

39%

0%

5%

5%

0%

Item

Table 4.20: Teachers’ responses to the suggestions given in the survey
As seen in the results in table 4.20, 52% of teachers agreed with the statement which
said that grammar lessons in textbooks should be changed, while 25% were
uncertain. 95% of the teachers positively responded to the statement which said that
teachers needed more training in preparing classroom activities, and 95% of teachers
want training on grammar teaching methods. This suggests that teachers were
doubtful as to the exact use of the textbooks.
Apart from the above statements given in table 4.20, the survey included an openended question which inquired teachers‘ suggestions to improve grammar teaching
pedagogy in secondary schools. Only 60% of the participants responded to this
question and the responses were categorised as follows (see table 4.19 below).
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a. Suggestion for professional development
b. Suggestion for curriculum development

Suggestions for

Suggestions for

professional development

curriculum development

Comment

Need for more seminars and
workshops to update knowledge on
grammar teaching
Need for having opportunities to
share experiences
Need for introducing and practising
new methods in grammar teaching
Need for incorporating grammar in
communicative activities such as
games and real life situations

Fre:

Comment

Fre:

Need for more grammar rules
included in the textbooks
15

3

1

Need for more teaching and
learning time for grammar

1

3

Lessons should be organised
from simple to complex

4

10

Need for grammar textbooks
for different levels

3

Need for teachers freedom to
select their input and materials

5

Need for learners to have more
1
opportunities to practice English
N
24
29 N
Table 4.22: Teachers’ suggestions for improvements in teaching grammar based on
the open-ended question in the surveys

As seen in the results presented above in table 4.22, teachers provided suggestions
for two areas. They seemed to embrace improvements in their pedagogy as well as
the curriculum.
4.5.2.

Teachers’ suggestions for improvement based on the interviews

Questions 20-25 in the interview plan were designed to elicit teachers‘ ideas about
improvements in grammar teaching methodology. Question 20 inquired about their
suggestions for improvements, and questions 21-24 examined teachers‘ views about
the contribution of the services provided by the Ministry of Education and National
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Institute of Education in Sri Lanka. Question 25 probed teachers‘ perspectives
regarding the practicality of the school-based curriculum.
All the respondents provided great responses to the above questions, and the
responses were long and contained rich data for analysis. The results are presented
under the topics emerging from the discussions. The most prominent topics that the
teachers discussed in the interviews were:
a. Improvements related to the

syllabus, curriculum and teaching

materials
b. Improvements related to professional development programmes
c. Problems and concerns
d. Practicality of the school-based curriculum

a. Improvement related to the syllabus, curriculum and teaching materials
The majority of the respondents was very critical about the text-based syllabus
which prescribes a common syllabus for all the state schools in Sri Lanka. Their
concerns were basically about the children in rural areas and disadvantaged schools.
Some teachers (e.g. T1, T3, T5, & T28) said that the system was unfair for rural
schools because they had to study the similar syllabus that is prescribed for the
children in Royal College which is one of the most prestigious schools in the capital
of Si Lanka. Thus, teachers said that the syllabus should relate to and reflect the
immediate context. They pointed out that students in rural areas were not very
much exposed to English and their parents may not speak English. So learning
English was more challenging for students in the rural areas whereas some students
in the cities even speak English at home. As T11 mentioned, some rural schools do
not have adequate teachers to teach English and some students did not have teachers
for some years to learn English. Students had gap years and when the teachers
started teaching the prescribed textbooks, and the students had not developed
adequate skills to follow the syllabus of that particular grade.
T22 provided a good solution for the above situation. She said that it was useful to
have different levels for textbooks and thereby the schools could select their texts.
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Some teachers (e.g. T5, T15 and T12) highlighted the fact that teachers should be
trained so they could adapt and exploit different materials to suit the students. They
said that teachers should be more responsible for making changes in their schools.
They were critical of the present teachers who are employed and they said that the
majority are dependent and do not possess adequate effective teaching skills.
Apart from the above suggestions, some respondents suggested a prescribed
grammar book with effective teaching activities, and an activity book which has
activities to suit different levels of students. Some insisted that the ministry needs to
support them by providing these resources. For example, T6 mentioned that
students should be provided with a book with the latest grammar notes. In
consequence, teachers did not have to use different grammar books which
sometimes confuse their students. Some teachers noted their frustration with
constant changes in the syllabus. This seems to be consistent with the result that
showed that a variety of grammar books is used to supplement recent secondary
textbooks.
b. Improvement related to professional development programmes
Almost all the respondents mentioned there was a dearth of effective professional
development programmes. They particularly talked about the quantity and quality
of the programmes conducted by the NIE and the MOE. 17% of teachers who were
interviewed had not attended professional development workshops within a couple
of years. They criticised the administration for isolating them, while agreeing with
the contribution of those programmes for updating their professional knowledge.
For example, T3 mentioned her principal who did not release her to attend
professional development programmes because students in her classes would miss a
lesson. Therefore, she suggested that resource persons should visit schools and help
teachers in their professional development. Some teachers pointed out that some
seminars they had attended recently were not really useful to them. For example, T4
said:
I think the teacher should be given more training on creating their own
activities for their needs of the students. In most of the schools the teachers
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don‟t consider the needs of the children but they just teach the text. So it is
not useful. If they have the freedom to decide what is best for their students
and they should be given opportunities to create activities for the level of
their students. Training programs will be useful, I think, even when the
teachers go to seminars „people‟ are still with traditional ideas. They are
stuck with the traditional approaches, teachers should be taught to be more
innovative.

T4 wanted programmes for shaping her knowledge in creating classroom activities.
However, she expressed her distress about the current programmes which were
‗traditional‘, and she was looking forward to updating her knowledge about
innovative teaching techniques. On another occasion in the interviews, she was very
appreciative of the workshops conducted by the Chamber of Commerce because she
had participated in the activities rather than listening to lectures. Some teachers
expressed their keen interest in updating their knowledge about current issues in
grammar teaching. For example, T2, T6 and T7 suggested that they needed to
upgrade their knowledge about grammar teaching, and they also insisted that they
needed more materials and new techniques in grammar teaching.
On the other hand, some respondents were critical of the quality of the workshops
conducted by the NIE and the MOE. For example, T18 said that cascade or topdown training programmes were not really useful because the instructors
themselves were not well informed about the newer concepts. According to her, they
had made the issues too complicated for teachers. She said that teachers needed to be
well informed as they were the ones who implement the regulations. Another
teacher, T10, also supported this view, mentioning that that the presentations that
she had attended were conducted by inefficient people and who were not prepared
for their workshops.
As can be recapitulated from Chapter 1, English teachers in state schools can seek
support from the In Service Advisers, known by the abbreviation as ISAs. One
education zone has one or two ISAs employed by the MOE. The ISAs‘ main
responsibility is to visit schools and provide the necessary support for English
teachers. An ISA also informs teachers of new changes and policies regarding their
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subject area. The results of the interviews showed that some teachers (about 50%)
appreciated the service rendered by these ISAs, and said that they had received
adequate support from them in organising their lessons. Nonetheless, according to
another 50% of the teachers, ISAs were not assistants but were seen as ‗inspectors‘
who come to find fault with what teachers did. They pointed out that ISAs should
not come looking for teachers‘ mistakes, but instead they should support teachers.
For example, T15 insisted that it was the responsibility of the MOE to ‗appoint the
right person to the right job‘. Moreover, a few teachers said that even ISAs were not
well informed as they became confused with the English syllabus that has been
subjected to constant change during the past decades.
c. Problems and concerns
In their interviews teachers had an opportunity to comment on problems that they
encountered in English language teaching in their classrooms. The majority of the
teachers‘ concern was for students‘ lack of exposure to English. Some teachers
emphasised that their classroom teaching had become less effective because the
students did not use much English in real life situations. Some of teachers were
worried because students forgot what they had learnt in classrooms as a result of
lack of practice. Some teachers suggested that schools should provide more
opportunities to students. For example, T11 pointed out that it was important for
schools to organise activities for students to use English in addition to the classroom
environment.
Another problem that was frequently mentioned by teachers who worked in schools
in the cities (1AB schools) was overcrowded classrooms. For example, T9 and T16
were concerned about the correction of students‘ written work which was time
consuming and difficult in this case. They said that some classrooms were packed
and consisted of 40-50 students. Moreover, another problem mentioned by a few
teachers was the excessive use of paperwork that teachers have to complete, apart
from the full teaching load. For example, T2 mentioned she hardly had time for
preparing her own materials because of other paperwork such as school-based
assessment sheets that they had to complete.
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Additionally, some teachers (especially in 1C schools) claimed that they did not
receive the textbooks, teachers‘ guides and other materials on time. Therefore, their
teaching was affected by these delays. However, T28 seemed to manage this
problem in her own way. This was obvious when she said that she did not wait until
she received teachers‘ guides to start teaching. She had compiled her own
curriculum instead of waiting. However, this is a significant problem that is difficult
for teachers to resolve easily.
d. Practicality of the school-based curriculum
The last question of the interview plan inquired about teachers‘ views about the
practicality of the school-based curriculum which is practised in many contexts. The
results indicated that 20% of teachers agreed with the school-based curriculum
without seeing any problems. For example, T9 said:
I think it is good not only to me, but also for other teachers too. They
can work according to the culture of the school, standard of the school,
children, level of the school, so it should be done, because we feel some
activities are only good for some classes: they are not very appropriate
to them. Therefore, we should aim at some sort of development.
All these teachers (20%) said that they had adequate skills to write their own
curriculum and organise teaching. They also reported that they were happy to be
free from a set curriculum prepared by somebody else who did not know about their
needs and context.
On the other hand, the majority pointed out that the school-based curriculum was
conceptually ideal for Sri Lanka but would not be practical unless certain
improvements were made before implementation. Some concerns raised by these
teachers were:


inadequate facilities in many schools



teachers‘ limited access to materials and resources



teachers‘ limited skills in material development and designing



possibility to increase teachers‘ workload
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possibility to increase competition for schools‘ admissions (schools that are
in high demand)



the question of preparing all students for a national examination
(Ordinary Level and Advanced Level)



the question of linking school-based curriculum with

the national

curriculum


the uncertainty of how the curriculum should be implemented

The majority of teachers who raised these concerns about the school-based
curriculum said that the schools did not have enough facilities such as human and
physical recourses, to implement it. They also pointed out that rural schools (most
1C schools) would suffer if this was introduced to the system. They said that even
today rural schools had limited access to resources, and those teachers did not have
access to materials and resources to select activities for their classes. About 50% of
teachers questioned the teachers‘ lack of skills in adopting the school based
pedagogy. For example, T15 believed that teachers‘ current training programmes
were not as effective as in the past (during her time, in the 1960s). She emphasised
the importance of effective teacher training. Another concern raised by a few
teachers was the teachers‘ workload. For example, T13 said teachers had enough
workload now and did not need any more work. Another problem raised by the
teachers was competition between schools. According to them, a school based
curriculum might increase the competition for schools, and therefore it was not fair
for everybody. T12 further explained:
I don‟t think it‟ll be that successful because then children will come
out with various types of attitudes from the schools they come. “My
school is the best one”. They will have some attitudes like this.
Unless it‟s provincial basis, the schools in rural areas can get together
and have a curriculum, because the English books here is not easy to
teach in rural areas. So if it‟s like that there won‟t be problems, but if
schools have their own curriculum then it‟ll be a problem. They will
think that one school is better than the other. I don‟t think it‟ll be
good for the students also.

185

Chapter 4: Presentation of results from teachers

As seen in the excerpt, T12 suggested a curriculum that was common to a province
as an alternative to the school-based curriculum. This means that instead of a schoolbased curriculum she suggested a common curriculum for each district that might
have similar schools. For example most schools in rural areas are quite similar.
Finally, another concern raised by most teachers was the question of integrating all
curricula in national testing, which is a practice in Sri Lanka now. In other words,
teachers questioned how their students could face a common examination at the end
of grade 11 if they used the school-based curriculum.
As seen in the discussion above, a majority of the respondents thought that the
school based curriculum was good if they could sort out the concerns.
4.5.3.

Summary of teachers’ suggestions for improvement

The teachers have provided important suggestions for improvements in English
language teaching in their context. The summary of the survey and interviews
results is as follows:
 most teachers believed that they needed to update their teaching
pedagogy by attending training programmes, conducted effectively
 most teachers suggested some improvements to be made in the
curriculum. The English language syllabus needed improvement to
provide every chance to learn even for disadvantaged students in rural
areas.
 some

teachers

raised

concerns

regarding

certain

problems

they

encountered in teaching. These included students‘ lack of exposure to
English, overcrowded classrooms, lack of resources and materials, and
ineffective teacher training programmes.
 teachers were divided with regard to the effectiveness of implementation
of the curriculum, and questioned the support offered form the
government
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4.6.

Conclusion

This chapter has presented the teachers‘ attitudes and beliefs about grammar
teaching as revealed in the survey, interviews and classroom observations. The
results supported the fact that teachers adopted the Eclectic Approach (EA) in
teaching grammar. However, results pointed out some strengths and weaknesses of
other teaching approaches, such as the CLT, CBA and the TBA. Teachers‘ beliefs
about grammar teaching were varied. The majority of teachers believed that explicit
teaching of grammar was useful in the Sri Lankan context, while acknowledging the
contribution of teaching grammar in context and communicatively. Some teachers
also acknowledged the usefulness of inductive lessons. The results revealed that
teachers adopted deductive method quite dominantly. These deductive lessons were
distinguished into three types: the deductive form focused, the deductive function
first form focused, and the deductive activity based. Furthermore, it was seen that
teachers showed preferences for a few commonly used grammar practice techniques.
The majority preferred to integrate grammar teaching with games and speaking
activities. Some teachers also seemed to adopt drilling and translations in their
teaching.
With regard to metalanguage, results indicated that the majority of teachers
acknowledged the contribution of metalanguage in grammar teaching. They
believed that it was an important component in grammar teaching that improved
learners‘ accuracy and autonomy. Another result was teachers‘ perceptions towards
grammar lessons in textbooks. The majority believed that these were useful activities
and used them in teaching grammar. At the same time, many teachers used their
own materials quite independently, and some other teachers thought that their
freedom was restricted by suggested lessons in the textbooks. Finally, this chapter
presented some suggestions for improvements in teaching while raising some
concerns about certain problems teachers encounter today. These will be discussed
in more detail in Chapter 6.
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Chapter Five
Presentation of results from students
This chapter will present the results of the students‘ survey, face-to-face interviews
and classroom observations. The study included 96 questionnaires, 30 interviews
with students, and 22 classroom observations. The observations included altogether
563 students who were studying in 22 classrooms. The first section of this chapter,
5.1 will present the demographics of the students. Section 5.2 will present the results
of the students‘ views about grammar teaching practices. This is the largest section
and will include students‘ views about grammar as a teaching component, the
teaching approaches used in ESL, deductive and inductive teaching methods, and
grammar practice techniques used in their classrooms. Next section 5.3, will proceed
to present the results in relation to metalanguage. In section 5.4, students‘ views
about grammar lessons prescribed in their textbooks will be presented. Finally,
section 5.5 will present problems in regard to grammar teaching as perceived by the
students, and section 5.6 will provide a conclusion to the chapter.
5.1.

Demographics of students

As mentioned previously, the students who participated in this study had obtained
at least a credit pass for English at their first7 attempt in the Ordinary Level
examination. Other students were excluded because their responses might have
reflected various other reasons possibly impacting their failure to succeed in
learning, such as absenteeism, sickness etc. The students‘ detailed demographics
will be presented in the sections below.
5.1.1. Demographics of students in the survey
The survey was completed by 41 male students and 56 female students, who were
between 15- 16 years of age and were from 1AB and 1C schools in the selected
district. The survey was completed in English and the majority of the students were
able to understand the questions, except for a few students who were supported by
their teachers who explained the meanings of some words which were unfamiliar.
7

The students can repeat this examination several times if they want to get better results
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Firstly in the survey, the students were asked to assess their English language skills
and table 5.1 below presents a summary of the results of students‘ self-assessment in
regard to their English language skills.

Reading

Writing

Very Good Poor
good
60%

40%

-

Very
good
49%

Listening

Speaking

Good Poor Very Good Poor Very Good Poor
good
good
51%

-

70%

27%

3%

17%

79%

4%

Table 5.1: Self-assessment of English language skills of surveyed students

This inquiry was designed to examine whether these students find a particular skill
difficult and to cross examine their confidence in regard to their language skills. The
majority assessed their overall language skills positively, and only a small minority
assessed them as poor. Overall, results in table 5.1, show that while the majority of
students were confident with their reading, writing and listening skills, they were
unsure about their confidence in speaking. The above results indicate that students
were less confident in their speaking skills as the majority (79%) chose the option
‗Good‘. Only 17% students believed their speaking skills were ‗Very good‘. Thus, the
majority of students was relatively less confident with speaking than their
assessment of other language skills.

5.1.2. Demographics of students in the interviews
Only 14 male students and 16 female students, who were between 15- 16 years of age
from both 1AB and 1C schools participated in the face-to-face interviews. These
participants were selected on a voluntary basis and the majority was quite fluent in
speaking English (researcher‘s observation), but a few students had difficulties in
expressing themselves clearly. According to their self-assessment, all students
believed that their reading, writing, listening and speaking skills were ‗Very good‘.
This data was collected very informally before the interviews.
190

Chapter 5: Presentation of results from students

5.1.3. Demographics of students in the observations
The observations were non-participatory and the students‘ demographic information
was not gathered by the researcher. The students were between 15 – 16 years of age,
and studying in grade 10 and 11 of 1AB and 1C state schools. Some of the classes
observed consisted of 15-20 students, whereas others were large with 35–55 students
(see class sizes in Appendix 8). Most of the larger classes were from 1AB schools
which were located in the main cities, and most were high demand schools 8. The
main focus of the observations was teacher and student activities and behaviour
within grammar lessons. Fieldnotes were taken based on teacher-activity and
student-activity. Altogether 523 students were indirectly observed in the 22 lessons
conducted by the teachers who volunteered to be observed.

5.1.4. Summary of demographics of students
All the students who participated in this study were between 15 to 16 years old.
Altogether, 55 male students and 72 female students took part in the survey and the
interviews. Each student who volunteered could either participate in the study by
filling in a questionnaire or being interviewed. These were invariably the students
who passed their O/L examination at least with a credit pass or above (marks
obtained over 50). At the time of data collection in January 2009, the students were
studying in grade 12 in either 1AB or 1C schools in the selected district. Thus, the
sample chosen for the study represented only a small proportion of the entire
student population in this grade which was around 21 -22 billion students as seen in
the statistics by the Department of Examination.

5.2.

Grammar teaching practices and students’ views

In this context, grammar is a component in ESL teaching. The MOE and the NIE
encourage teachers to teach grammar in their classrooms. This study examined the

8

These schools are popular in the community as ‘prestigious’ or ‘high demand’ schools and the school
admissions are highly competitive. Most children of affluent and educated parents have access to these schools.
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students‘ perspectives about these lessons and their views about the methods of
grammar teaching. This section presents the results in four sections: students‘ beliefs
of grammar as a teaching component; students‘ views about the deductive and
inductive methods; students‘ beliefs about grammar practice activities; and
students‘‘ beliefs about metalanguage.
5.2.1. Students’ reported beliefs about grammar teaching and learning
One of the research questions concerned students‘ beliefs learning grammar in their
English language classrooms. Thus, the study employed various direct and indirect
questions in the survey and the interviews to investigate students‘ belief systems. In
the survey, students were required to rate their interest through Likert scale
questions. In the interviews, students were requested to recall and articulate their
past experiences in grammar learning. Students ‗narratives revealed useful
information about their beliefs of learning English grammar in their classrooms, and
the findings are presented in this chapter.
5.2.1.1. Students’ reported beliefs about grammar as a component in teaching and
how grammar is taught, based on the survey

Table 5.2 below presents students‘ reported beliefs about grammar learning towards
the areas investigated in the survey.
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Learning Grammar
is useful
Teaching grammar
in isolation is
useful
Contextualised
grammar teaching
is useful
Explicit instruction
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90%

8%

-

1%

-

1%

13%

41%

35%

7%

2%

2%

35%

41%

21%

25%

38%

26%

3%

11%

-

-

Table 5.2: Students’ reported beliefs about grammar teaching and learning, based
on the survey
By combining ‗Strongly agree‘ and ‗Agree‘ results, almost 98% of students believed
that grammar learning was beneficial for their learning. The results also showed that
the majority preferred a contextualised approach. 76% of students believed that
teaching grammar in context is useful for their learning, whereas only 54% of
students agreed with the usefulness of learning grammar in isolation. Interestingly,
none of the participants disagreed with the usefulness of teaching grammar in
context, and 21% chose the option ‗Undecided‘. Perhaps students were not sure
about the contribution of the contextual approach or did not understand what the
contextual approach to grammar teaching meant. The survey has supported the
explicit instruction to grammar teaching because 63% of students believed that the
explicit instruction about grammar rules that they receive in their grammar lessons
helped them to expand their learning of English. It can also be seen that only 11% of
students disagreed with the contribution of explicit instruction for their self-learning
and 26% students did not really agree or disagree. Therefore, they chose the option
‗undecided‘. On the whole, the majority of the students wanted grammar teaching
and they preferred the contextualised approach (leaning grammar in context).
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5.2.1.2. Students’ reported beliefs about learning grammar, based on the
interviews
The interviews with students were relatively long and the students were
forthcoming and open and did not feel threatened. The first question of the
interview plan was about the usefulness and students‘ likes and dislikes of
grammar lessons in their classrooms. As responses to this question in the interviews,
all the participants generally agreed with the contribution of grammatical
knowledge for improving their English competency. This view was supported by the
data collected through the survey where 98% of students agreed with the usefulness
of grammar. The interviewees seemed to be highly motivated in learning English as
some said that English was an important language in the modern world, and
therefore, they wanted to learn English for their own progress and betterment. For
example, S7 insisted that without English it was difficult to do anything in Sri Lanka.
He said:
English is an international language and it is important: we can‟t do
anything without it. The knowledge we get from teachers is very
good.
Additionally, most of the students believed that their knowledge of grammar helped
them in various ways. They provided reasons and justifications for the usefulness of
learning English grammar. The most frequently mentioned reasons in the interviews
were:
 grammar knowledge helps to develop accuracy both in writing and speaking
 grammar helps to monitor their language mistakes
 grammar helps to understand the meaning of language
 grammar helps to pass examinations
 Grammar knowledge helps to develop accuracy both in writing and
speaking
Approximately 50% of the students in the study pointed out that grammar is
important in achieving accuracy both in speaking and writing. The majority of the
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students said that grammar was very helpful for improving their writing skills. For
example, S17 said that grammar makes one confident in writing:
Just knowing English is beneficial but if we know grammar it‟ll be
more beneficial. For example, if I‟m going to write an article I need
grammar. If we have only the language we can‟t produce good
writing. So learning grammar is beneficial, and I‟m trying to learn
my grammar.
Some students like S17, said that without grammar they may not produce effective
writing. Moreover, a few of these students were also concerned with their accuracy
in speaking. For example, S7 emphasised the importance of accuracy in speaking.
Grammar is beneficial because you can‟t speak wrong English; it is
very useful. When you learn English, it should be grammatically
correct; therefore, the grammar lessons are beneficial.
S7 also mentioned that some students speak broken English due to lack of
understanding of grammar. He said that these students would benefit from
grammar instruction. There were other students who believed that accuracy in
speaking is essential, and therefore did not like to speak broken English. Thus, they
wanted grammar in their curriculum for several reasons.

 Grammar helps to monitor their language mistakes
About 18% of students pointed out that grammatical knowledge helps them to
monitor their mistakes. They argued that without grammar knowledge they would
not be familiar with correcting their speech. They said that if they knew grammar
they could consciously attend to mistakes in their speech. It also seems that they
engaged in peer correction in speaking. For example, S7 said he monitors his own
language mistakes with the support of his existing grammar knowledge. Therefore,
he believed that the grammar knowledge that he received in grammar lessons in the
classroom was very useful to him.
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 Grammar helps to understand the meaning of language
A few students in the study indicated about the importance of grammar for
understanding meaning. They said that grammar is part of the language and they
questioned how students can understand the meaning of language without
grammatical knowledge. For example, S6 said:
Because when we‟re reading something- if we don‟t know grammar
we can‟t understand the right meaning of it- if we know it, we can get
the right meaning of the text and when we‟re speaking we can give
the right ideas effectively.
She also said that grammar was part of language and has to be taught, and that
second language learners should learn it. These students seem to have felt that the
question which inquired about the usefulness of grammar instruction was strange as
they could not think of a teaching programme without grammar. The reason for this
attitude was perhaps the fact that they were instructed learners (Ellis, 1993).

In

other words, all of them had little exposure to a natural environment: they had
received instruction.
 Grammar helps to pass examinations
As mentioned earlier in Chapter 1, examinations like Ordinary Level and Advanced
Level include test items about grammar. Students need some knowledge of grammar
in order to successfully answer these questions. However, only two students in this
study emphasised the importance of grammar knowledge to pass their examinations
which are national examinations and English Language test papers including items
on grammar testing. Two students, S1 and S2, pointed out that it was difficult to pass
examinations without understanding English grammar. It was seen that these
students believed that without grammar knowledge they would not have passed the
examination.
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5.2.1.3.

Summary of students’ beliefs about grammar

Almost all the students who were surveyed and interviewed agreed that grammar
learning was beneficial. In the interviews, the students justified the importance of
learning grammar by pointing out a number of reasons. In the previous section
above, the results were mainly drawn from the interviews and the survey. The
classroom observations did not seem to reveal students‘ beliefs about grammar.
However, the majority students did not question or argue against the grammar
lessons they studied in class. The positive predisposition towards grammar has
useful implications for language learning, which is further analysed in the in chapter
six.
The next section discusses the results in relation to grammar teaching practices in the
classrooms. These practices include the grammar teaching methods and grammar
practice activities.
5.2.2.

Students’ beliefs and attitudes about grammar teaching practices

The results of the survey and the interviews presented in the previous sections above
showed that the majority of students was optimistic about the teaching and learning
grammar. Nonetheless, the study revealed students‘ diverse beliefs about grammar
teaching practices in their classrooms. This discussion includes their beliefs about
deductive and inductive grammar teaching, and grammar practice techniques used
by teachers such as drilling, translation, and so on. The students were not aware of
the terms such as ‗inductive‘ ‗deductive‘: therefore they were asked indirectly.

5.2.2.1.

Students’ beliefs about deductive and inductive grammar learning based
on the survey

According to the results presented in table 5.4 below, the students report that they
learnt grammar both inductively and deductively. However, the majority (94%) of
students surveyed supported the deductive learning while 69% of students agreed
that they learn grammar inductively. However, 22% of the students were
unaware/unsure if they learned inductively or not.
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1%

2%

2%

Table 5.3: Students’ views about deductive and inductive learning and teaching of grammar,
based on the survey

5.2.2.2.

Students’ beliefs about the deductive and inductive methods, based on
the interviews

The interviews demonstrated that the students had experienced both methods in
their classrooms. This section presents the students‘ views about deductive and
inductive grammar lessons as directly reported in section 1 of the interview schedule
(see Appendix 4). It will also report the responses to the questions of ‗what grammar
lessons they enjoyed most in their classrooms and why‘ and ‗what grammar lessons
they did not enjoy and why‘. Therefore, in the interviews, students reflect on these
methods in two different places: when they were directly asked about them, and in
their descriptions (narratives) of grammar lessons. The students‘ responses about the
deductive methods when directly asked demonstrated that there were three groups
of students:

a) the students who reported positive attitudes.
b) the students who reported negative attitudes.
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c) the students who reported neutral or mixed attitudes.

a. Students who reported positive attitudes about deductive method
The majority of students (77%) reported that deductive grammar teaching was
helpful for them to improve their English knowledge, and therefore they wanted
their teachers to teach them grammatical aspects of the language explicitly, and all
students mentioned that they enjoyed such lessons and never felt they were boring
and uninteresting. These students did not really criticise their teachers for teaching
them rules and grammar but appreciated what was being done. They believed that
some students did not like these lessons because they were not interested in learning
English. According to them, the reason for the lack of interest shown by some
students was their lack of motivation. These responses indicate that participants
were not critical of deductive grammar if it is used creatively.

b. Students who reported negative attitudes about deductive method
Only 17% of students were not very impressed with the deductive grammar lessons.
They were not critical of the usefulness of grammar, but the classroom practices
were their main concern. They felt that the lessons were boring and they did find
them useful. They believed that the methods of teaching grammar should be
changed, and wanted their teachers to teach grammar more creatively. For example,
S8 pointed out that English is a language and not a subject to be learned in
classrooms by listening to teachers‘ explanations. He said:
I actually don‟t like when they teach us grammar with explanation:
English is not like Science or Mathematics. It‟s not a subject. It‟s just
a language: we„ve to practise it and get the feeling that it‟s a language
and we have to use it.
However, this student was certain of the benefits of grammatical knowledge to the
improvement of language knowledge, yet he further declared:
Yes, grammar lessons are beneficial, if we do it in fun way, if we do
activities like speaking with each other- some sort of conversational
type activities- we have some fun and that‟d be effective for us.
This student did not like when grammar was explained to him, perhaps as theory,
but he wanted to learn English in a different way.
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Thus, it is noticeable that these students did not like to learn grammar through
explanations. Like S8, four other students also wanted their teachers to change their
methodology of teaching grammar. S10 said:
I do not like grammar lessons because they are very much based on
examples; if we‟re learning the past tense they just give random
examples, so we don‟t know how to grasp it and use it in our
sentences, so just we‟re writing it. I don‟t think it‟s so effective.
S10 did not like grammar because he did not think it was useful to learn grammar or
focus on forms through examples. He wanted to learn grammar in context, not
through random examples. He said that some teachers could make lessons
interesting whereas some teachers had made lessons difficult for them. He also
appreciated activities that are linked to real life experiences. As seen in the excerpts
above by S8 and S10, these students were critical of the practices of grammar
teaching, not the curriculum that includes grammar as a component. On the other
hand, S11 considered that the boredom she had experienced in grammar teaching
classrooms was an individual factor. When the researcher asked whether she
considered that the lessons were boring, she said:
No I mean when I‟m tired, I don‟t say that lessons are boring- but
when I‟m tired, I don‟t like to learn grammar because I cannot
concentrate sometimes: we should make effort to learn grammar.
When I am tired I cannot do that.

Another student strongly disagreed with the view that deductive teaching is useful.
Her view was that the deductive teaching was one of the major reasons why the
majority of students fail English examinations. She believed that this method makes
learning English more difficult because students consciously attend to structures.
She pointed out that inductive teaching was much more effective. For example, S12
mentioned that it was a big mistake on the part of the education ministry to include
grammar in isolation in the curriculum. She believed that this had resulted in the
poor outcome in the results at the Ordinary Level examination, and also for the
substandard English that the majority of Sri Lankans use. S12 believed that there
were other students in his class who did not really enjoy grammar lessons and had
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often found the lessons to be too easy. This student had been in Australia and the
UK for long periods. Therefore, she rejected the practice of separating grammar
lessons as a skill. She said that grammar can be taught through other language skills
not necessarily as a separate skill.

c. Students who reported neutral or mixed attitudes about deductive method
Moreover, 6% of students reported their neutral feelings towards deductive
grammar lessons. They were not sure whether the deductive grammar lessons were
useful or not, but they believed that they learned English naturally as it is a language
used by their parents. They did not particularly dislike grammar lessons, but did not
believe that these lessons had great impact on their language improvement.
All in all, it seemed that this group of students preferred to learn grammar through
creative and fun activities, whereas another group of students were prepared to
learn from explanations. In other words, when one group of students did not
criticise the activities chosen by their teachers, the other group of students wanted
their teachers to make lessons interesting to them.

The students who were interviewed were not sure about the term ‗inductive‘ and
what inductive grammar lessons are like. Therefore, they were prompted to provide
explanation of inductive teaching with emphasis on the discovery aspect of grammar
learning, with less instruction from the teacher. The answer given by the majority
was positive and most of them said they used inductive method ‗sometimes‘ and
emphasised that this was also a useful technique for teaching. However, students
mentioned the difficulty of discovering rules and patterns in lessons, thus, much
preferred teachers‘ instruction and intervention in teaching grammatical forms (the
deductive method). The reasons students provided was their lack of exposure to
language. They said that their English language skills were perhaps inadequate to
explore rules and patterns by themselves. They also said that the other students in
their classrooms may not also prefer this method of teaching. Therefore, they said
they preferred when teachers assist them to identifying rules. Only 10% of students
emphasised that inductive teaching was very good for their memory. Some said that
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when rules were identified by the students themselves they would remember it well.
However, it was clearly seen that the majority of students did not really understand
or recall inductive grammar learning that occurred in their classrooms, and which
influenced their learning. However, there was also a small group of students who
liked the teaching approaches used in grammar teaching by teachers working in the
British Council. They said that these teachers did not explain grammar rules.
Instead, the teachers provide them with speaking activities to explore grammar rules
and patterns. Overall, in the interviews the students did not provide clear
expressions about inductive learning, perhaps because they were less exposed to this
kind of teaching in their classrooms.

The study also indirectly investigated students‘ preferences for grammar teaching
practices by asking them in the interviews to identify a particular memorable
experience in grammar learning. This question was used to verify students‘
responses to individual techniques. In the interview, students were asked to recall a
lesson that was useful and a lesson that was not useful, and to describe how their
teachers conducted those lessons.
According to the results, 27% of students mentioned they had enjoyed all grammar
lessons taught in their classrooms. They did not describe a particular experience and
their answers to this question were short and they were reluctant to recall one
specific lesson. However, 70% of students described their grammar learning
experiences with enthusiasm. All the lessons the students described were deductive
grammar lessons. This was determined from the way the students described how
teachers conducted the lessons. Surprisingly, some students could remember the
grammar lessons that they had learnt in their previous grades. Further analysis of
their narratives showed that the students were attracted to lessons which displayed
the following features:
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Useful content
1. Lesson‘s usefulness to their speaking
2. The knowledge which was obtained in these lessons was applicable in
writing. For example, S29 found the grammar lesson very useful because he
came to know about 12 tenses in English, with which he could use to convey
the right time in English.
Delivery techniques
3. Clear and simple explanation: the majority was attracted by the clear and
simple explanations given by their teachers.
4. The use of tables and examples used in lessons to teach and break up
important content.
5. The nature of engagement in the lessons. For example, S18 liked the project
on grammar that her teacher asked her to do.
6. The interactive nature of the lessons. This included pair work, group work
and speaking opportunities in class.

The results indicated that students‘ attitudes of good lessons are influenced by the
factors: knowledge of useful input and how teachers teach them. Therefore,
grammar lessons can be memorable if teachers include useful content and employ
engaging interactive techniques, with clear explanations of grammatical rules.
Explicit instructions seem to be an important contribution to their learning.

Apart from the positive responses, only two students out of 30 (6%) mentioned they
did not like any of the grammar lessons they had experienced and thought that these
lessons were boring. 33% of students said ‗nothing‘, and that they had enjoyed all
grammar lessons. The other 61% of students had bad grammar lessons to describe.
They had not liked them for the following reasons.
Content
1. Complexity level of those lessons:

some students mentioned that some

grammar lessons were complex and difficult.
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2. Usefulness or relevance: some students found the lessons were not useful.
For example, some found that lessons were not directly relevant to real-life
speaking.
3. Not sufficiently challenging: some students mentioned that the lessons were
not challenging. Therefore, they got bored in these lessons.
Teachers and their delivery techniques
4. Teachers’ personal trait related characteristics: some students mentioned
that they did not seem to like teachers who were not fluent in English and
friendly.
5. Lack of interactivity: some mentioned that the lessons were not engaging.

Results indicating bad grammar lessons overlap with results on good grammar
lessons. Hence, results show that students judge their lessons by the content and the
teaching methods. The content should be useful and at the right level in order to
engage students. Moreover, teachers and their teaching methods also influence how
students feel about their grammar lessons. Students did not seem to focus on
deductive or inductive style but on usefulness of content and creative presentation.
5.2.2.3.

Students’ practices as reflected in the observational data

The above sections presented students‘ attitudes and beliefs about the deductive and
the inductive teaching styles as expressed in the survey and the interviews. This
section of the chapter examines how students reacted to the different teaching styles
they were exposed to during observations. The observed lessons were categorised
into four groups in section 4.2.6 in Chapter 4. These four lesson types showed
typical student activities in relation to each style. Table 4 below shows the
characteristics of students‘ behaviour that occurred, as recorded in the fieldnotes.
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Deductive

Lesson Type

Deductive function first form focused

form focused

Typical

 listening (whole class)

 listening (whole class) and

student

 copying lists/exercises

speaking (the majority

activities

 less than five students

involved)

responded to teacher‘s

 whole class drilling

questions

 pair work (speaking & writing)

 whole class drilling

 engaging in exercises

 writing sentences

individually/groups/ pairs

individually and reading
them out to the teacher

Observations

 majority were passive
 fewer than five students

 some students were
active/engaged in speaking

were active/ engaged in

 some were silent

speaking and writing

 majority completed writing
tasks

Deductive

Lesson Type

Inductive

activity-based

Typical

 whole class or group

Student

activity (writing)

activities

 reading or writing in
individually/groups/pairs

 presentations (speaking)

 presentations (speaking)

 another activity (writing)

 another reading or writing

presentations

activity (individually)

 guided discussions
(whole class)
 activity
Observations

 majority were active

 majority were active

 engaged in speaking and

 engaged in speaking and writing

writing
Table 5.5: Typical students’ activities represented in the methods of teaching in the
observations
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The observations made by the researcher confirmed some of the views presented by
the students in the survey and the interviews. It was seen that some students were
very keen in their learning in all four styles presented above. They were active and
they enthusiastically engaged in activities or class discussions. Nevertheless, some
students looked confused and puzzled, particularly in deductive de-contextualised
and deductive contextualised styles. More student participation was encouraged in
deductive activity-based and inductive styles of teaching. However, it was not
confirmed whether the students learned grammar from those activities because the
students were not evaluated on their learning after observations. It was observed
that the deductive activity-based and inductive lessons were more interactive than
the other two.

5.2.2.4.

Summary on students’ beliefs on deductive and inductive grammar
learning and teaching

As presented above, 98% of the students who were surveyed and 100% of the
students who were interviewed considered that grammar knowledge of English is
beneficial in developing their English competence. However, students‘ beliefs with
regard to grammar teaching methods were varied. The majority of the students who
were surveyed and interviewed preferred deductive teaching because it contributed
to their autonomy. Observations also revealed dominant use of deductive teaching.

As far as the inductive method is concerned, 69% of the students agreed in the
survey that they learn inductively. The majority of the students did not deny the
usefulness of the inductive method when they were prompted to think about its
usefulness but they said it is sometimes difficult for them to explore forms.
Additionally, a few students believed that inductive teaching was very useful. The
results of the observations showed that the students were exposed to different
practices in their classrooms in different degrees.

On the other hand, results of the recounts of their grammar lessons showed that
students appreciated deductive grammar lessons, and that these lessons had been
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productive. Several reasons contributed to the effectiveness of the lessons, from the
students‘ perspectives: clear explanation, useful content, interactive nature, and
suitability for their level. Moreover, some lessons were found to be difficult because
of the high level of complexity, irrelevance of content for their real life use, and lack
of interactivity.
5.2.4.

Students’ reported beliefs about grammar practice activities

Another important area investigated in this study was students‘ beliefs about
grammar practice activities with which that they were familiar. These activities are
frequently used in many contexts of ESL teaching and some are associated with the
pedagogical approaches described in Chapter 2. The results are presented in the
sections below.
5.2.4.1. Students’ reported beliefs about grammar practice activities, based on the
survey

Table 6 and figure 5.1 below summarise the results in the survey. Graph 1 was
drawn by the combination of ‗Strongly agree‘ and ‗Agree‘ results in order to display
the propositions clearly. It can be observed that students showed different degrees of
preference towards the grammar practice activities. According to the results shown
in table 5.6 and figure 5.1, the majority of students responded positively to all the
classroom techniques, while only a minority rejected them. However, some
techniques were favoured more than others. The results showed that most students
believed that spoken activities and games were useful for their learning. Similarly,
many students, over 90%, thought that writing their sentences was useful. Drilling
was also supported by a considerable number of students. Translations and
comparing L1 with L2 were the least preferred activities as can be seen in the figure
5.1.
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15%
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-

Translations helps learning

32%

14%

17%

23%

14%
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17%

28%

24%

19%

12%

-

Writing my own sentences
helps learning
Spoken activities and games
help learning

63%

26%

6%

3%

1%

1%

64%

27%

4%

1%

1%

3%

Disagree

No
response

Drilling helps learning

Agree

34%
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Strongly
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-

Table 5.6: Students’ reported beliefs about grammar practice activities, based on the survey

Figure 5.1: Students' responses to the usefulness of grammar practice activities, based on
the survey

Additionally, table 5.7 below summarises the results of the open-ended question
which required students to suggest their preferred activity/activities in grammar
learning. Only 70% of the students responded to this open-ended question, and
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some students suggested more than one activity. Thus, the activity against the
frequency and then the relative frequency was calculated.

Suggestions
Interactive games

Frequency

Relative
frequency (%)

41

24

Writing activities integrated in
grammar

22

13

Speaking activities/dialogues
integrated in grammar

41

24

Group and pair work

29

17

Debates

4

2

Reading integrated in grammar

22

13

Making sentences

10

6

Find grammatical errors exercise

1

1

Using CDs and DVDs

1

1

Stories and poems

3

2

Total responses

174

Table 5.7: Activities suggested by students, and their frequencies, based on the
survey

Similar to the closed questions in the survey, the most frequently suggested activities
were interactive language games and speaking activities. This showed that students
preferred to have speaking activities integrated in grammar teaching. Similarly,
many students mentioned the usefulness of writing sentences. Another technique
that was mentioned was group and pair work, and many students suggested this as
their preferred classroom experience in grammar teaching.
suggested were debates, and use of stories and poems.
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5.2.4.2.

Students’ reported beliefs about grammar practice activities, based on
the interviews

The interviews were open-ended and prompts encouraged the students to think
critically about grammar practice activities. In the interviews, unlike the teachers, the
students were not familiar with some terminology, and therefore the researcher had
to describe terms in more detail. The techniques that were discussed in the
interviews were:

 Direct Translation
 Comparing L1 with L2
 Drilling
 Use of substitution tables
 Games incorporated in speaking
 Use of group and pair work

The students had different views about the above techniques. 33% of students
indicated that translation was useful. Another 33% of students said that translation
was useful to a certain extent when students have difficulties in understanding the
meaning of vocabulary. They said that some form of scaffolding was necessary when
students encountered difficulties. Thus, some students thought that translation was
helpful on certain occasions. On the other hand, students also mentioned that too
much translation would change the purpose of the lesson and would make students
bored. Apart from the positive and neutral feelings presented, 13% of students
disagreed with the use of translation. Moreover, 20% of the students did not have an
opinion because they did not know how translation was used by their teachers. They
reported that their teachers only used English in the classrooms. A similar result was
obtained with the use of comparing English with Sinhalese (students‘ L1). The
majority reported that comparing was also necessary depending on the context and
they also thought that overuse of comparisons would be useless and ineffective.

The students‘ views towards drilling were also dichotomous and were dependent on
their own experiences of how it was used in the classrooms, and their preferences
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towards drilling as a learning technique. According to the results, 23% of students
reported that drilling was good and useful. At the same time, 40% indicated that it
was useful only for young learners for teaching pronunciation. Some students
indicated that drilling may be useful depending on their English language
competence. These students believed that drilling was not good for advanced
learners, but could be useful for beginners. However, 16% of the students reported
that drilling was not at all useful for them and seemed to believe drilling did not
help them much. They said that it was not productive to repeat sentences. For
example, S16 was strongly opposed to drilling. She said:
I don‟t like, and don‟t think anybody would learn by repeating over
and over again. It makes you feel stupid- Like you don‟t get from the
first time- it‟s not the case with many people, they‟re not that stupid.
You don‟t have to drill it 100 times over, besides making someone by
hearting something is not going to work.
However, the researcher experienced that S16 particularly spoke much more fluently
than most of other students who were interviewed. She had acquired language from
her home background and she had also stayed in the UK for one year. Therefore, she
had had direct exposure to English, which might have affected her view towards
grammar learning.
Similarly, students‘ responses to the use of substitution tables in grammar teaching
varied greatly from student to student. About 50% of students did not know what
substitution tables meant in grammar teaching as they had not used these tables in
their learning. Nonetheless, 30% of the students said that it was a good technique to
teach grammar, and they agreed with the usefulness of tables because they can
consolidate information, and this was good for students‘ future reference. For
example, S10 said that he still used his table for how to construct passive voice
which his teacher had given him when he was in grade 9.

Furthermore, the usefulness of examples was another technique for which students
were asked to provide an opinion. The results showed that 40% of students valued
the contribution of teachers‘ use of examples to exemplify a grammar rule. They
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believed that when their teachers asked them to write their examples they had to
attend to the meaning and the structure of the sentences. Therefore, they said that
they had time to examine the rule and practise producing it. However, a few
students did not like this activity because they thought that it was boring and such
lessons were not interesting to them. The results showed that language games and
speaking activities used in classrooms had been very useful to these students. The
majority of the students, above 90%, appreciated language games and speaking
activities used in grammar lessons. They all believed that these activities increased
their interaction and had been very useful. 50% of students regarded these activities
highly in their learning, and they emphasised that learning through fun activities
was more beneficial for them. Moreover, when they discussed these interactive
activities they mentioned pair and group work, which they thought was very useful
in learning grammar. For example, S25 mentioned:
English should be taught for the children in a practical way: like
group work or something because children like to learn in that way, so
then the teacher should ask children to do their activities in groups or
something else, and then they can improve their grammar knowledge.
Speaking is important for us.
Apart from the techniques that were included in the interview plan, the interviews
revealed some other techniques mentioned by the students. 50% of the students had
used their own learning strategies to learn English: reading English books and
newspapers. These were frequently mentioned, and these students had read books
in order to improve their English. They also said that some of their teachers had
used daily newspaper articles as reading materials, which they had enjoyed in
learning English. Another technique mentioned was watching English movies.
However, none of the students mentioned that they had seen movies in their
classrooms. These students had seen movies in their homes and they believed that
they had learnt a lot from them. Therefore, they thought that movies were good
learning resources. Finally, a few students indicated that they were interested in
taking part in competitions like ‗English Day‘ and other projects that they were
212

Chapter 5: Presentation of results from students

asked by their English teachers to complete. For example, S11 said that she even
used the internet to learn English.
I read a lot of novels, and browse internet. In such instances there are
ways where I learn English: while chatting on internet I improve my
English.
However, the majority of schools that were visited did not have internet access
though each school had at least a small library for students to borrow books.
In conclusion, it was observed that the students preferred a range of techniques in
learning and their preferences varied greatly. Both the survey and the interviews
suggested that students preferred interactive activities, while also appreciating other
techniques such as learning from examples and reading.

5.2.4.3.

Grammar practice techniques in classroom observations, and students’
reactions to them

Teachers used a range of techniques. The following table 8 summarises the
techniques with, their frequency of occurrence in the lessons.

Number of

Techniques

lessons

Sentences composition based on examples

15

Translation

8

Use of group and pair work

5

Use of substitution tables

5

Drilling

8

Games and speaking activities

2

Comparing of L1 and L2

4

Table 5.8: Grammar practice activities used in observed lessons

As seen in the results in table 5.8, most teachers asked their students to write their
own sentences based on examples. Translation and drilling also seemed to be
frequently used techniques. Comparing of L1 with L2 had been observed only in 4
lessons. In some lessons teachers also used substitution tables, and group and pair
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work had been used in only five lessons. Games and speaking activities incorporated
in grammar lessons seemed to be a less commonly used technique because it was
observed only in two lessons. It seems that teachers incorporated a range of activities
in grammar lessons but did not incorporate games and speaking, which were
students‘ preferred activities.

The results of the observations also showed that 73% of the lessons were more
teacher-centred, because the teachers took much class time to explain grammar to
students. The teachers played a major role in explaining and the students responded
by listening or responding to teachers‘ questions. In the majority of these lessons, the
students learned from the teachers. Moreover, these lessons were more writing
oriented. The students had to actively engage in writing. In a few of these lessons,
the majority of students did not speak at all. Only 27% of the lessons were highly
interactive: the students interacted with the teacher and their peer groups. In these
lessons, the students got opportunity to speak when they engaged in group and pair
work. Moreover, in 9% of these lessons, teachers incorporated language games. In
those lessons, the students seemed to be happy and active. However, their
achievement was not measured or evaluated.

5.2.4.4.

Summary of students’ responses to grammar practice activities

According to the survey and the interview results presented above, the majority of
students preferred speaking activities and games in grammar teaching. They
supported the use of pair and group and other interactive language games and
speaking activities incorporated in grammar teaching. The reflections in the
observations showed that only a few teachers made their lessons interactive.
However, it is important to remember that the observation data sample was very
small. The results also indicated that writing sentences and drilling were also
frequent techniques that many students preferred despite the fact that some students
critiqued them in the interviews. Translations and comparing L1 with L2 were also
preferred by only a small group of students, while the majority did not like them.
Some activities were found to be suitable techniques depending on the context when
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students encountered difficulties. On the whole, the techniques that were chosen for
investigation were being used in grammar teaching to different degrees, as reported
by the students in the study and as confirmed in the observations.
5.3.

Students’ beliefs about the use of metalanguage in grammar teaching

As seen from section 2.5.2 (Chapter 2), metalanguage has been a controversial topic
in the literature. Instructed students usually learn the terminology or the
metalanguage of grammar many contexts. This study investigated students‘ views
about metalanguage in survey and interview data. The reflections from the
classroom observations also offered useful insight into the use of metalanguage in
the secondary classrooms.

5.3.1. Students’ reported beliefs about metalanguage, based on the survey
As seen in the results in table 5.9 below, 62% of students strongly agreed with the
usefulness of grammatical terminology (metalanguage) for their learning. Overall
85% of students believed that metalanguage helped their learning. Therefore, the
survey provided strong evidence for students‘ preference for learning metalanguage
in their grammar lessons. This view has been cross-checked from the negative
statements which stated that metalanguage is not useful and makes learning
difficult. According to the results, the majority of the students was not satisfied with
the basic terminology and seemed to acknowledge the importance of terminology.
Indeed, these students are directly exposed to terminology as can be seen from the
materials they use in grammar learning in their classrooms. The government
textbooks and other resources like Raymond Murphy‘s series of books contain much
grammar terminology. The students did not seem to find learning metalanguage a
difficult process. Only 27% of students agreed with the statement that terminology
makes learning difficult, and only 9% of the participants stated that terminology was
not useful to them.
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Terminology helps
learning

61%

24%

2%

3%

2%

8%

Terminology is not useful

3%

6%

12%

31%

44%

4%

Only the basic terms are
useful

4%

23%

12%

36%

20%

5%

Terminology makes
learning difficult

2%

24%

31%

24%

12%

7%

Items

Table 5.9: Students’ reported beliefs about the use of metalanguage

Moreover, the students‘ responses to the open- ended question in the survey which
allowed students to put forward their own opinions about metalanguage, indicated
that these students highly regarded the learning of metalanguage. The frequency of
students‘ responses was calculated. Table 9 below summarises their positive and
negative responses against their frequencies.
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Positive
Responses

Negative
Fre.

Responses

Fre.

Terminology useful

53

Difficult to understand

8

Helps with writing
tasks

11

Useless because it is never
use

3

Gives knowledge about
the language

3

Interesting and
enjoyable sometimes

5

Helps to correct errors

7

Not used in speaking
but useful

2

Need to change the
teaching methods
*
*
*

3

*
*
*

Table 5.10: Students’ responses to the open-ended question, based on the
usefulness of learning metalanguage
According to students‘ responses displayed in table 5.10, the majority believed that
metalanguage is an important component in their language learning. However, a
small percentage of students did not see it as useful because they had found it
difficult.

5.3.2. Students’ reported beliefs about metalanguage, based on the interviews
The students who participated in the interview had experienced learning
grammatical terminology in their classrooms and they described their views very
confidently. The results showed that 53% of students indicated their positive beliefs
towards learning metalanguage and provided reasons drawing examples from their
classroom learning. This demonstrated their understanding of some of the concepts
in relation to grammatical terminology in English. Nonetheless, 37% of participants
had mixed feelings about learning metalanguage whereas only 10% of participants
totally disagreed with its usefulness.
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The students (90%) who valued learning metalangauge mentioned four reasons in
support:
 metalanguage provides knowledge about the language. Thus it helps to
improve knowledge
 metalanguage helps students to become analytical and develop their
analytical skills. Thus it facilitates self learning
 metalanguage helps to develop accuracy in writing
 metalanguage helps to pass examinations, which consist test of items on
metalanguage
`
Knowledge about the language was a frequently mentioned reason for justifying
why they valued metalanguage. Students were impressed with the knowledge they
received about language. It was seen that some students felt confident and
impressed with the knowledge they obtained in these lessons. S17 seemed to be
quite idealistic in the way he expressed his attitude to metalanguage. He seemed to
value this knowledge greatly. He insisted:
as a student we should learn more and more and more - more creative
things –to be creative we need grammar like adverbial clauses and so
on- specially when I learn lot of things like that I get rich in languagewe need those things otherwise I will not fulfil my needs as a studentthe thing is we should know to make them useful- if we close the doors
for these sources we will not succeed. When we get to know things we
don‟t know – we are happy - if we face the world without these- I feel
confident -we should learn more and more.
A few students like S17 valued this knowledge and were prepared to absorb and
highly regarded new knowledge.
Another frequently cited reason was students‘ developing autonomy. They thought
that learning metalanguage encouraged them to become analytical. This experience
had enabled them to develop autonomy. Some students said that they were
conscious of metalanguage even outside the classroom. They seemed to explore to
find out more about it. Therefore, they thought that it should be a teaching
component. S14 mentioned:
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normally when I go through a lesson I think to my self- why it is like
this so on - It‟s useful for my improvement- when I read novels there
are instances I look at the language- how perfect it is- the idea and the
organization and the writing structure and styles.
It was seen that S14 was highly analytical in her learning, and like S14 some other
students also reflected on their analytical attitudes.

Accuracy is another reason why some students preferred to learn metalanguage. A
few students who expressed positive attitudes about learning metalanguage
mentioned that they can judge their accuracy when they know the language and
how it works. For example, S6 mentioned that he should know where the verbs
occur in sentences, and where adjectives occur, and so on. He thought that it was
great to know them as he could check them in his writing. S4 too said:
I consider about the word order and the sentence structure while
writing: How to use the right preposition- So it is essential to know
the terms.
It was seen that these students were interested in achieving accuracy in writing and
they valued the knowledge of metalanguage in assisting them to achieve it.

There were only two students who thought that metalanguage was important for
them to pass some examinations such as O/L and A/L in Sri Lanka. Their argument
was reasonable because the Ordinary Level and Advanced Level general English
examinations papers include a fair amount of test items about metalanguage.

On the other hand, 37% of students who had mixed feelings about metalanguage
mentioned two reasons for their feelings: the teaching approach and the complexity
of the content. They thought that some terms were good and some terms were not
really useful but boring. They frequently mentioned the usefulness of some basic
terms like verbs, nouns and adjectives, but some other terms like adverbial clauses
were not useful to them. Another argument, which some of these students pointed
219

Chapter 5: Presentation of results from students

out, was the teachers‘ approach. Some teachers had employed creative techniques
whereas some teachers had made lessons boring. It seemed that students‘
dissatisfaction is ascribed mainly to lesson consistency and not to the use of
metalanguage. They found some of these lessons to be not particularly constructive.
This implies that metalanguage did not seem to matter as much as its teaching. Thus,
the view of metalangauge depended on the teacher and how he/she had handled it.
For example, S5 said that he liked grammar and thought metalanguage was useful,
but said:
All are useful because we can get the use of it, I like grammar lessons;
sometimes they are boring so I don‟t like them.
The point that S5 raised here is that some lessons he had encountered were useful
and interesting and some had been uninspiring. This comment probably related not
to the use of metalanguage but to the grammar lessons.
Another reason for students‘ mixed attitudes was the nature and exercises of the
textbooks. Some students thought that some textbooks introduce metalanguage
interestingly, whereas some others are not stimulating. For example, S12 mentioned
a textbook which integrated metalanguage in reading activities. He seemed to like
this style and he could recall this experience well:
In some lesson there were nice stories and grammar terms were
highlighted in different colours, so when it comes to exercises they say
turn to this page and this is adjective, so we knew what we read was a
phrase, adjective and so on: Like this lots of students who know to
speak English don‟t know what they are speaking, they don‟t know
whether they said a phrase or clause, whether they used passive voice,
like that. That book was a really good hand to know what they said.
As seen in the excerpt, it could be seen that S12 is interested in learning grammatical
terminology. He seems to be inquisitive about it. He seems to be fluent and used
English with ease, yet he liked to know the terminology if it is interestingly
presented in textbooks.
The usefulness of metalanguage was questioned only by 9% of students which is the
minority based on their own personal perspectives. They said learning
metalanguage was unhelpful as they are more interested in the way language is
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spoken. They said that metalanguage was not necessary in speaking and it was
strange for them to think that this is important content for teaching. One student did
not provide a particular reason for his choice but two students confirmed that they
did not want metalanguage classroom content. They thought that it was good for
teachers to know them because they were teachers but not for students as they were
not going to end up as teachers. S16 thought that it was a strange idea for him to
think about metalanguage consciously when using language. He said:
When a pattern is wrong we can feel it, we can see if something is
wrong. It‟s that with everyone. I think, no one will think like-‟oh god
I got this adjective wrong in this sentence, and adverb wrong‟, - no
it‟s not that way.
This belief contradicted the belief of some students who thought that they were
conscious of the terms when using language. The main reason for this could be that
S16 used English more often than other students.

In conclusion, it can be seen that students have different beliefs about the study of
metalanguage. They were primarily based on their experiences.

5.3.3. Students’ use of metalanguage based on the classroom observations
Section 4.3.1 in Chapter 4 has provided a summary of how teachers used
metalanguage in their grammar teaching lessons. The results showed that in some
lessons teachers used metalanguage, whereas other lessons were metalanguage free.
The results also showed that the majority of the students in these classrooms had fair
knowledge of metalanguage from the way they responded to the tasks. It is
important to remember that all the lessons were grammar focused lessons. In some
lessons, the teachers did not emphasise the importance of metalanguage. The
summary of observations in regard to the students‘ activities as shown in table 5.11
below indicates that the students were expected to be aware of the terminology to
perform the tasks given to them in the lessons.
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Lesson
1

2

3

Lesson

Focus

Prefixes and

Students were expected to learn the terms prefixes

suffixes

and suffixes

Comparative

Students were expected to learn the relevant

adjectives

sentence structures.

Reported

Teachers or students did not use metalanguage

speech
4

5

Simple present

Students wrote the list of verbs

tense

Separated them as infinitives

Passive voice

Students identified subject and object of the
sentences. Most students knew the past participle
form of the verbs.

6

7

Conditional

The focus of the lesson was on the sentence pattern

clauses

not terminology.

Linking words

The focus was the patterns
Metalanguage free

8

Comparative

The focus was on the patterns and teacher asked

adjectives

them not to worry about the metalanguage that
she used in the explanations

9

10

Adverbial

The focus was on the pattern. The term adverbial

phrases

phrases

Adverbs

The focus was adverbs. The students learned the
suffix, ‘ly’

11

Past tense

Metalanguage free

12

Question

The students were expected to know terms for

formation

different tenses, but they had vague idea about
them

13

Passive voice

The focus was the pattern and the students were to
identify the subject, object and the verb
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14

15

Complex

The focus was more on terminology: main clause

sentences

and the subordinate clause

Linking words:

The focus was the pattern: terminology free lesson

because
16

Adjectives

Students were expected to identify nouns, verbs
and adjectives

17

Adverbs

Students were expected to identify nouns, verbs,
adjectives and adverbs
*as in the picture below

18

Conditional

The focus was the pattern. The teacher mentioned

clause

the main clause and the subordinate clause

19

Questions tags

Terminology free

20

Linking words

Terminology free

21

Adjectives and

The focus was to identify and differentiate

adverbs

adjectives and adverbs

Prepositional

The focus was the term prepositional phrases and

phrases

identify them in sentences

22

Table 5.11: Summary of metalanguage focus lessons in classroom observations
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Figure 5.2: Students identifying the categories, based on the picture given

As seen in the summary above in table 5.11, the students were expected to know
metalanguage to perform tasks in 16 lessons. The other 6 lessons were terminology
free. The majority of the students in these classes seemed to possess some
understanding of metalanguage. This interpretation was based on the way some
students interacted with the teacher and the tasks. However, there students were
passive and did not actively contribute to the lessons, but that cannot necessary be
attributed to metalanguage only.

5.3.4. Summary of students’ beliefs about using metalanguage in grammar
learning
The above results in the survey, interviews and the observations suggest that the
majority of the students was exposed to a great deal of metalanguage in their
grammar learning and they expressed positive attitudes to it. The majority believed
that the knowledge of metalanguage was important for their language development
(language accuracy), to pass examinations and for autonomy. The survey and the
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interview results showed that there were students who had mixed attitudes. Some of
these students had found that some lessons were useful to them. Nevertheless, they
felt that some lessons became boring and were not useful. The main reason for this
was the way teachers handled those lessons, or the teaching approach. Only 10% of
students completely disagreed with the usefulness of metalanguage and thought it
was not important and useful to them.

5.4.

Students’ attitudes to textbook grammar lessons and other materials used in
grammar learning

As has been pointed out in Chapter 1, textbooks are one of the important resources
that the students use in learning grammar, especially in Sri Lanka where internet
resources are scarce.

New educational reforms had changed the format of the

prescribed textbooks three years before this research was conducted. The syllabus
prescribed what students should learn each year of high school. The grammar
lessons in the textbooks provide students with explanations followed by different
activities for students to engage with their grammar learning. The research
investigated students‘ attitude to the grammar lessons in the textbooks. Apart from
the textbooks teachers also use other supporting pedagogical grammar books in
teaching grammar in their classrooms. The survey, interviews and the observations
intended to investigate what students believed about all the materials used in
learning. This section will present the results on students‘ attitude to textbooks
(coursebooks).

5.4.1. Students’ attitude to textbook grammar lessons, based on the survey
The survey included three Likert scaled statements and an open-ended question
regarding the use of textbooks.
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30%

5%
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Textbook activities
are not authentic

9%

18%

35%

23%

15%

1%

Disagree

No
response

Textbook grammar
lessons are easy to
understand
Textbook grammar
activities are useful

Agree

63%

Strongly
agree

Strongly
disagree

Item

Undecide
d

Chapter 5: Presentation of results from students

Table 5.12: Students’ attitude to grammar lessons and activities in their textbooks
The students who were surveyed seemed to like the activities and lessons in the
textbooks, as seen in the results in table 5.12 above. 89% (strongly agree and agree) of
students believed that textbook grammar lessons were easy to understand whereas
only 5% of students disagreed with the statement. Moreover, 88% (‗Strongly agree‘
and ‗Agree‘) believed that the activities in the textbooks were useful to them. It was
also seen that 38% of the students disagreed with the negative statement provided
about textbooks, which stated that the activities are not authentic. According to the
results, 35% of students chose the option ‗Undecided‘ perhaps for two reasons: that
they may not have understood the statement; or they would have found it difficult
to judge according to their experience. The responses to the open question about
their comments on textbooks summarised in table 5.13 below showed similar results.
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Positive
Comment

Negative
Fre

Useful
38
Easy to understand

Comment
Boring and difficult
/out-dated

FQ
7

Not useful
24

Encourage
collaborative

Mixed

3

Comment

Fre.

Some are good
some are not
useful
Need to include

8
2

more examples

Not authentic
2

3

learning
Colourful and
interesting

2

Not interesting &
challenging
Not in order

Total

66

9
2
24

10

Table 5.13: Summary of open-ended responses about the textbook, based on the survey

As seen in table 5.13 above, students seemed to have positive, negative and mixed
feelings towards grammar lessons in the textbooks. The majority of responses were
positive and the students found the lessons useful. The lessons need some
improvement to be effective.
5.4.2. Students’ attitudes to textbook grammar lessons, based on the interviews
The results obtained through interviews revealed three groups of students based on
their views towards the grammar lessons in the textbooks. One group of students,
about 30% expressed positive views about them, while 16% of students were
negative. Another 53% of students expressed mixed attitudes. In other words,
students were divided about the usefulness and presentation of textbooks, the
majority suggesting improvement. All the students provided reasons for their beliefs
and they explained these by drawing examples from their experiences of some
lessons in the grade 6-11 text books. Apart from the textbooks, students expressed
their views about other materials that they had used in learning grammar.
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The students who expressed positive views (about 30%) did not have any complaint
against the grammar activities in the textbooks. They said that the books were good
and useful to them. The main reason for this opinion was the clarity of the examples
followed by good activities in the textbooks. Students thought that these activities
were engaging and the present books were better than the previous textbooks. They
said that present books were more attention grabbing; colourful and interesting (see
a page in Appendix 10).
In contrast, 16% of the students were very critical about the textbooks. Their opinion
was that the books were useless and the activities seemed to de-motivate them. They
believed that the textbooks needed improvement in every respect; themes, topics
and activities. Moreover, two students used the adjectives ‗typical Sri Lankan‘ and
‗traditional‘ to describe them. They believed that there were other interesting ways
to provide interactive activities rather than providing example-based activities.
According to them, these books needed to be replaced with communicative oriented
books which have interesting themes and topics to suit the interests of teenagers.
Many students who had mixed feelings also stated that they it liked if the books
provided them with interactive activities.
As has been mentioned, the majority had mixed feelings about the textbooks and
thought that some grammar activities are good: yet they proposed that the books
should comprise more interactive activities to encourage student participation. Some
of the students who were in this group did not think that it was the fault of the
books basically. They argued that it was indeed in the hands of the teachers to
exploit the books appropriately to suit the students, and they could recall some
lessons that were conducted well by their teachers. S17 characteristically mentioned:
The text books are ok - we can improve- it‟s good. I think we get 25%
to 35% from the books but the rest 75% or 65% is in the hands of the
teacher. She is the instrument to make us interested because every
thing is short in the text books and after everything we have exercises
like fill in the blanks and underlining- if we can extend it like adding
spoken things - it‟ll be useful and it‟ll be entertaining and through
that entertainment we can make the children like grammar.
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S17 did not criticise the textbooks for having short activities because he expected that
the teachers could adapt and adopt them to suit the students. Similar views were
expressed by S20 who mentioned that her teacher knew how to use the books, and
therefore she did not have any problems or complaints about the activities. This
group criticised the textbooks for the material being too easy or difficult and
sometimes not relevant to students‘ interest.

Other than the activities in the textbooks, the students discussed other materials. The
results indicated that the majority did not rely only on their text books except for 7%
of students who did not use any other materials in their learning. Thus, 93% of
students had had experience in using other textbooks and materials in their
classrooms and the tuition classes. About 23% of students mentioned the usefulness
of Raymond Murphy‘s grammar books (1991) on learning grammar. The main
reason for choosing these books was the clear explanation and the type of activities
given in each lesson unit. Other students mentioned High School Grammar book and
grammar books by Chapman and Longman (full reference was not provided). Some
students had used these books without guidance and instructions from their
teachers.

Apart from these books, some students said they had read English language novels
and newspapers to learn English. For example, 13% of students had used internet
resources to learn English. They mentioned that they browsed the internet for the
purpose of learning English. A few students considered English language movies as
good resources for them to learn English. For example, S12 said:
Those days I had the problem, I speak in English now but I wasn‟t
fluent, so wanted to improve, when I watch movies I read the subtitles
along with what the character says: sometimes if there are different
structures I stop and read them and make use of it. I used it as a
technique, in the beginning. I learnt a lot from that: vocabulary,
pronunciation and more.
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S12 seemed to be autonomous and had used movies as learning sources to improve
her fluency and accuracy.

5.4.3. Students’ attitudes to grammar lessons in the textbooks, based on the
observations
The observations were scheduled only to observe grammar teaching lessons.
Observations showed that teachers used the textbook activities to teach grammar: 20
out of 22 lessons were based on textbook grammar lessons in grade 10 or 11. The
focus of all these lessons was to teach a particular rule or a pattern of English
(Appendix 10). One of the lessons was derived from Raymond Murphy‘s Advanced
Grammar Book and the other was a revision lesson planned by the teacher about
question formation. The observation did not provide evidence of students‘ attitude
to the activities. The researcher did not interview the students after their lessons due
to ethical reasons, time constraints as well institutional regulations.

5.4.4. Summary of students’ attitudes to grammar lessons in the textbooks
The results indicated that the majority of students had provided positive evidence
toward grammar activities in the textbooks. About 88% and 89% respectively of the
students who were surveyed thought that the lessons were easy to understand, and
useful to them. The interview results also indicated that 30% of the students did not
have any complaints about the textbooks. They valued them and also thought that
the lessons were very useful for their learning. In addition, 53% of the students who
had mixed feelings also thought that some lessons were useful, relevant, engaging
and challenging for them despite the fact that they pointed out some problems with
some of the lessons in the textbooks. In contrast, 16% of students did not like the
lessons at all and argued that the lessons were boring, sometimes irrelevant and not
engaging. They offered some suggestions for improvement. The classroom
observations demonstrated that the teachers mainly used grammar activities in the
textbooks, but there were no observations about attitudes. The results also revealed
that 93% of the students did not only rely on the textbooks but that their teachers
had used other grammar books in teaching grammar. The students‘ beliefs about
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textbooks

and

grammar

practices

shed

considerable

light

on

curricular

implementation, which will be discussed in Chapter 6.
5.5.

Students’ suggestions and additional comments about grammar teaching
practices

This section presents some comments that emerged from the interview data about
improvement to grammar teaching. In the interviews students offered some
suggestions and comments about their grammar learning when they discussed their
classrooms, pedagogy and teachers. Therefore, the following comments and
problems were drawn mainly from the interview data.
 Comments about their teachers and pedagogy
 Comments about their classrooms and other students

Comments about their teachers and pedagogy
In the interviews students mentioned they attended tuition classes to learn English.
According to these results, about 87% of students who were interviewed attended
tuition classes to learn English. About 13% of students did not attend tuition classes,
10% of which had learnt English at home from their parents and grandparents, and
thus only 3% had attempted self-learning. When these students talked about their
teachers and the pedagogy, they pointed out some differences between their teachers
and the tuition class teachers and their pedagogy for grammar teaching.

About 60% of students who attended tuition classes appreciated their school
teachers as well as their tuition teachers, whereas another 40% did not like their
school teachers. The students appreciated the personality traits of their teachers
(both tuition and school) which had made learning easier and less stressful for them.
The majority mentioned the friendly and helpful nature of their tuition teachers
which was very useful for their learning. They mentioned that teachers needed to be
helpful and friendly. According to S25, when the teachers are friendly, the students
are less inhibited and are more relaxed to talk. Another student, S19, said that he
found lessons interesting because his school teacher always started the lessons after
checking whether everybody is ‗cool‘. Most of the students mentioned that teachers
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need to be less critical about their language mistakes to allow them to develop
positive relationships with their teachers. A few students mentioned the role of
humour in teaching. For example, S8 insisted that fun activities made learning more
interesting and enjoyable. She said:
We have fun basically, humour in teaching, games we play, we didn‟t
feel we were learning, and we had competitions between teams so we
had to grab the excellence of English and had to use. I like
competitions.
Many students indeed mentioned the motivating role of competitive techniques in
learning, such as games, debates and other different types of competitions organised
by the teachers. Moreover, a few students were keen to see changes in the way
grammar was taught in schools. They thought that grammar teaching methodology
needed improvement. They also said that teachers needed to be very creative in
teaching grammar.

Comments about their classrooms and other students
Some students said that the school class was crowded and noisier, but there was no
obstruction to learning in the tuition class. For example, S2 said:
But in school what we get bored when students disturb and
sometimes we can‟t do our work. But in tuition class there is no
disturbance only we are there. Tuition classes are not crowded but
schools are crowded.
As seen in the observation data, S2 seemed to be reasonable as in the excerpt as
most of the schools in the cities are overcrowded and there are over 45 students in
one class. Some students mentioned that this had affected their quality of learning.
For example, S9 mentioned that in the tuition class they get more individual
attention than in the class in school.

Some students thought that it was also important when students themselves were
keen on learning. They said that the students also needed to be responsible for their
own learning. Particularly, S13 said that students have to love the subject to
stimulate their learning. In the interviews, many students mentioned other students
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who did not want to learn English well. Their responses indicated that some
students were neither motivated nor interested in their own learning.

In summary, the results suggest students made the following suggestions for the
improvement of grammar lessons:

 less crowded classrooms in order for students to have more individual
attention
 teachers to develop positive relationships with students in order for the
students to be less inhibited and more confident
 the classroom needs to be interactive, engaging and competitive
 the students themselves also should be responsible for and interested in their
own learning.
5.6.

Conclusion

This chapter has presented the results derived from students‗ responses in the
survey, interviews and observations. The majority (80%-90%) of the students
believed learning grammar was beneficial for them. However, students had divided
opinions about the practices in their classrooms as far as grammar learning methods
are concerned. Students noted that they were exposed to both deductive and
inductive teaching of grammar, and the majority believed that deductive teaching
and explicit grammar instruction are useful; many students supported the practices
of both of these two styles of teaching grammar. However, not many inductive
lessons were observed. Similarly, the classroom techniques used in grammar
teaching had different impact on students. They appreciated a range of techniques
such as translation, and drilling but showed preferences for having communicative
and interactive activities more often in the classrooms. The majority of the students
also believed that textbooks were useful. There were some students who used other
resources in their own learning. Students appreciated lessons that were presented in
a simple manner, and they were aware of their usefulness to learning. Additionally,
the results showed that the majority preferred to learn the metalanguage of English
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as it develops their independent learning. Finally, this chapter summarised students‘
suggestions for improvements in grammar teaching. Overall, the majority of
students had presented different and important views about their grammar learning,
and the results will be further discussed in next chapter.
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Chapter Six
Discussion of Results
This chapter offers a detailed analysis of and a reflection on the results presented in
chapters 4 and 5 in relation to the research questions of this study. The first section
(6.1) will discuss teachers‘ practices in regard to grammar teaching, followed by an
analysis of their beliefs about those practices (in section 6.2), with reference to other
research studies. In section 6.3, the findings of students‘ beliefs about grammar
teaching practices will be discussed. The next section (6.4) will compare and contrast
the student beliefs and the teacher beliefs. Finally, this chapter will present the
implications of the research findings for teacher training and education policy for Sri
Lanka.
The research questions addressed in this study are:
1. What are the current practices in regard to teaching grammar?
2. What are the teachers‘ beliefs about grammar teaching?
3. What are the students‘ beliefs about the practices in grammar teaching?
4. Are the teachers‘ beliefs about grammar teaching compatible with the
students‘ beliefs?
5. What are the teachers‘ suggestions for improving grammar teaching?
6.1.

Current practices in teaching grammar in Sri Lanka

One of the focal interests of this study was to investigate English language teachers‘
practices of teaching grammar in grades 10 & 11. Examining teachers‘ practices can
enable researchers to understand the connection between teachers‘ beliefs and
practices which is important in educational research today (Clark and Peterson,
1986; Kagan, 1992; Pajares 1992; Borg, 1998, 2003, 2006; Ferell & Lim, 2005; Borg &
Burns, 2008). Pajares (1992, p. 327) remarks:
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It is also clear that, if reasonable inferences about beliefs require
assessments of what individuals say, intend, and do, then teachers‟
verbal expressions, predispositions to action, and teaching behaviour
must all be included in assessment of beliefs.

Hence, the investigation of practices is the primary research question in this thesis,
and the teachers‘ practices are examined through what they report on what they do,
are willing to do and how they actually behave in their classrooms. The study
triangulates the findings from the survey, interviews and the classroom
observations.
The discussion of teachers‘ practices has been divided into the following sub
questions based on the interview and also survey questions in order to make the
discussion more effective, comprehensible and presentable. The following flowchart
demonstrates the order of the sub-questions drawn from the survey and the
interview questions.

6.1.

What are the current teaching practices in teaching grammar?

6.1.1.

What language teaching approaches are used and valued in grammar
teaching?

6.1.2.

What grammar teaching methods are adopted in grammar teaching ?

6.1.3.

What other grammar practice activities are adopted in grammar
teaching and what are teachers' views about them?
Figure 6.1: The sub-questions of grammar teaching practices
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This discussion, therefore, first includes teachers‘ practices and beliefs about
teaching approaches, and then it examines grammar teaching methods followed by
grammar practice activities adopted in grammar teaching.
6.1.1.

Language teaching approaches used and valued in grammar teaching

Table 6.1 below summarises results on the use of teaching approaches derived from
the survey, interviews, and the classroom observations.
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Table 6.1: Grammar teaching approaches: summary of the results
Approach
Competency
Based Approach

Survey results
 87% reported that
they used it

(CBA)

Interview results

Observation results

 13% reported that they used CBA
 23% were positive and showed some
strengths of CBA

 No evidence of the use of E5
steps except for the use of
group and pair work

 The rest pointed out that it was
conceptually good but not quite
practical
Communicative
approach
& 3P Approach

 77% reported
they used 3P

 17% reported that they used the 3P
and the CLT

 There was strong evidence of
the use of 3P approach

 All had positive beliefs and thought
that CLT was useful because they can
highlight the language functions in
teaching grammar
 Majority suggested that the CLT
should be accompanied by the explicit
instructions

 64% of lessons had long
presentation stages
 Practice stages were first oral
and then based on written
work
 There was no evidence of
production stages in 64% of

 Some believed that CLT is good for
low level students

lessons
*See Appendix 16 for further
clarification of these lessons
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Eclectic Approach

 92% reported that
they used it

 Many reported that they teach based
on the context

 36% of lessons were activity
based or inductive

 Adopted various principles and

 There was no set procedures

techniques

Task based
approach

No evidence

 None reported that they used it
 A few presented positive views
especially about the theoretical
underpinnings of the approach
 Some pointed out that it is not
adequate, and explicit instructions
need to be provided for students to
help to deal with tasks
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The above results demonstrate that grammar teaching is a complex process for many
teachers and is a multidimensional issue. Hence, teachers find it difficult to explain
their grammar pedagogy under an umbrella of one particular approach. When
results are triangulated (in table 6.1), the findings are somewhat contradictory in
relation to some principal approaches included in the study. For example, the survey
results demonstrated that the majority of teachers was highly positive towards the
use of the CBA. According to the interviews, only a minority used CBA: even though
some had good feelings about it, they thought it was not practical in their context.
The observation results showed that no teachers strictly applied CBA principles in
their grammar teaching. However, they regarded group work (suggested in CBA) as
something useful but not very practical in overcrowded classrooms.
The reason for the above results in regard to the CBA could be teachers‘ lack of
understanding of the principles of that approach, and contextual factors that affect
the practice of the approach. The concept of CBA is quite new to the Sri Lankan
context and it has been recommended only since the 2007 reforms. The policy
planners in the MOE believe that it is the best approach for secondary schools as it
focuses highly on competencies or skills. This confusion could also be due to lack of
explanation in the textbooks of how skills – functions - grammar relate to
competencies (chapter 3). TIM highlights that CBA would help students to be
competent in language skills because each task in the classroom enables students to
develop their skills of the language. Therefore, teachers need to focus on skills and
each activity aims to help students to do something: being able to read, write, speak
or listen. Thus, the CBA seems to be an ideal principle to teachers and a few teachers
had acknowledged it. However, it is important to examine the validity of the claim
that one of the participants made (T2): ―telling is easier than doing‖. This teacher
particularly meant that it is easy for curriculum planners but difficult for
practitioners who have to deal with numerous other issues in relation to their
pedagogy and students. These results support the findings of Sakui (2004) who
found a mismatch between curriculum recommendations and teachers‘ practices in
the Japanese secondary schools. Sakui‘s teacher participants reported that
implementation of CLT (the recommended pedagogy) is not easy. However, in the
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present study, the results indicated that the majority of teachers in the survey and
the interviews was not clear about CBA. A mismatch was observed between their
recommended pedagogy and practice. This result also supports the findings of
Segovia & Hardison (2008) who found that there was disconnection between
curriculum policy and classroom practice in the EFL context in Thailand. Nunan
(2003) agrees that there is a loss of curriculum coherence in some contexts. Hence,
teachers find it difficult to adjust their behaviour according to curriculum
recommendations. Similarly, Gupta (2004) discusses a situation (in a university in
India) where teachers were apprehensive and found it difficult to adhere to the use
of CLT in their teaching. In that situation, in spite of the new reforms, the methods
remained unchanged. The main reason for this situation (shown by Gupta, 2004) is
the lack of understanding of the teachers‘ context (as in Bax, 2003). This can often be
ascribed to hasty decisions taken by the authorities or politicians with ambitious
expectations who want changes. This is a common experience in the Sri Lankan
context (King, 2009) because many reforms are imposed by government officials
without consultation with teachers and phenomenon in a top-down introduction of
innovation and myth that change will have good results (Ferguson, 1993).
Therefore, the above mismatch implies that teaching policies are hard to implement
unless teachers understand how to adopt them and believe that they are
advantageous. At the same time, teachers should feel that they are comfortable with
applying policies in their own context. Hence, pedagogical decisions should be
made by combining bottom-up and top-down approaches so that potential problems
can also be addressed. Graves (2000) highlights the importance of analysing the
context before implementing a language teaching program. However, more often, in
Sri Lanka, the new reforms are implemented based on decisions made by officials at
the top levels.
This finding reinforces and encourages the MOE to consult teachers, students and
principals, and to examine contextual factors when introducing new reforms and
new concepts to teachers. As Markee (1997) claims, innovation is a ―highly context
specific phenomenon‖ (p. 180) and therefore it is unlikely to be transferred directly
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to another context. Hence, Markee (1997) suggests that more research needs to
investigate the factors that affect successful implementation of reforms.
On the other hand, as far as teachers‘ views about CLT are concerned, teachers seem
to have mixed feelings towards it. In the survey, 77% of teachers believed that they
used it, and in the interviews, the majority believed that CLT is a good approach
provided it has an explicit focus on grammar. Many teachers thought that CLT was
compatible with their 3P approach, and therefore, some teachers highly regarded 3P
steps as useful. The observations have also provided evidence for the use of 3P steps
in which teachers provided a long time for the presentation stage of teaching
grammar. The interview results also revealed that teachers highly regarded CLT‘s
interactive principles, such as group and pair work. Observation has seen some
evidence of their use in their grammar teaching.
The results indicate that teachers‘ belief about CLT is also unclear and ambiguous.
Many teachers seem to believe that CLT is equal to the 3P approach because of its
focus on the oral practice stage. Harmer (2007) recognises 3P as an extension of the
audiolingual method rather than CLT. Hence, 3P is considered out-dated in many
contexts and is replaced by other modern methods such as CLT and TBA.
Woodward (2001) shows that 3P approach has been a common instructional
technique and has been used in TESOL classrooms to teach ―small discrete items of
language―(p. 126). The results bear some evidence of teachers‘ adoption of CLT
principles, such as group and pair work, but their teaching pedagogy is not purely
communicative, especially in grammar teaching. Therefore, this result further
reinforces the findings of Sakui (2004) who reported that teachers‘ difficulties in
integrating CLT and form focused instructions in junior and senior high schools.
The above results imply also that teachers are confused with the lesson procedures
used: 3P approach is widely used in the system. Based on the interviews, the
teachers feel that their students need more support in learning the rules of grammar
because students come from acquisition poor environments. Perhaps, teachers take a
long time during the presentation stage (observations + interviews) for this purpose.
In the presentation stage of lessons, they provide instructions quite explicitly, either
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contextualising or de-contextualising the selected language item (more detail of their
lesson procedure is discussed in section 6.1.2). Teachers believe that conceptualising
is more important and should occur at the beginning before students are provided
with opportunities for application. Teachers did not seem to acknowledge the ideas
of ‗the deep end strategy‘ (Johnson, 1982) which is the focus of TBA: to expose
learners to language without any instructions. These teachers were sympathetic
towards their students‘ backgrounds and felt obliged to guide them sufficiently in
their lessons.
For this reason, the majority believed that TBA is not a suitable pedagogy for their
context in spite of the fact that it underpins some good principles of learning. The
great potential problem of TBA is the lack of instruction in explicit grammar. Many
teachers believed that students did not have sufficient language skills to perform
tasks as in TBA. A few teachers who believed that too much instruction in grammar
would make learners less confident only supported the use of TBA. These teachers
were not observed and observation results did not provide any evidence of teachers‘
practice of TBA in actual teaching: it is also important to note that the observation
sample is relatively small. However, the majority of teachers does not like to use
TBA because the teachers think that conscious attention to form is important because
their students do not have adequate language exposure to handle tasks in English
language. These teachers are familiar with the earlier version of TBA but not with
the version of TBA which incorporates instruction in grammar. They seem to be
unaware of recent innovations in grammar teaching.
Another approach teachers were familiar with was the Eclectic Approach (EA). This
approach was suggested as a response to the criticisms against other language
teaching approaches. It has also become a cover term for teachers because it can
encompass any pedagogical principles depending on students‘ needs (Stern, 1988).
The results of this study indicated that the majority of the teachers was positive
towards the use of the EA in the survey and the interviews. The observations too
suggested that teachers did not stick to a particular pedagogy but used a range of
principles in teaching grammar. Hence, this approach best describes their pedagogy.
They preferred a student-centred pedagogy but believed that grammar instruction is
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important for their students‘ learning. The main reason for the high proportion of
preference for EA could be the convenience that it provides for the teacher to select
her/his pedagogy. There are no hard and fast rules in EA. It is a collective approach
rather than a set of principles. It also allows the teachers to adopt any learning
principles in their teaching. This characteristic of EA can be seen as a disadvantage
because it does not provide any ground for uniformity in teaching. According to this
pedagogy, teachers can independently adopt any technique they want and are
comfortable with. Therefore, teachers‘ methods seem to comply with the latent
methods in language teaching like the context approach (Bax, 2003) in which the
reliability and effectiveness would depend entirely on teachers. The main reasons for
using the EA as depicted in the study are:
 contextual reasons such as exposure to English
 teachers‘ professional training and awareness of different approaches to
grammar teaching
 teachers‘ beliefs about the usefulness of EA
Hence, many teachers seem to adopt pedagogy that matches their beliefs and these
findings provide strong evidence of a teacher-based pedagogy or a personalised
pedagogy, as seen in Borg (2001). Overall results indicate that these teachers seem to
agree with the contribution of grammar instruction. Therefore, the need for grammar
instruction is widely supported by Sri Lankan teachers.
There are advantages in the application of the teacher-based context oriented
pedagogy. One of the great advantages is the teachers‘ ability to adapt and adjust to
the situation of the classroom and thereby be likely to take effective instructional
decisions about their own students. Kumaravadivelu (2003) argues that teachers
need to pave their way as they progress. Moreover, Bax‘s (2003) views about the
context approach are also similar in certain respects. He argues that ―methodology is
not the magic solution‖ (p. 281) but the ―context should be the crucial determiner‖
(p. 281) of a particular pedagogy. He also emphasises that pedagogy should not be
undervalued on the basis of CLT practices, because many advocates of CLT tend to
believe that it is the best practice. Hence, absence of CLT features in a classroom
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does not mean that teaching is a complete failure. This study provides a significant
insight into grammar teaching in Sri Lanka.
Kumaravadivelu (1994, 2001, and 2003) suggests that teachers need to be explorative
and innovative about their choices of language teaching methods, based on three
vital principles: particularity, practicality and possibility. Hence, the post method
pedagogy allows teachers to explore methods suitable for their students. He believes
that an ―advancement of a context sensitive, location specific pedagogy that is based
on a true

understanding

of local linguistic, socio-cultural and political

particularities‖ (2001, p. 544) is useful. Moreover, Mckay & Rubdy (2009) claim that
the social and sociolinguistic contexts greatly impact on when and how languages
are taught. Therefore, teachers need to identify the socio-cultural needs of the
learners to bridge the gap between their linguistic needs and socio cultural needs.
This suggests that Sri Lankan teachers understand the importance of student needs
and context and they adapt their teaching to suit these circumstances. This suggests
the need for empowerment of teachers‘ skills in regard to teaching, as well as ability
to consider the context in a systematic manner.
On the other hand, one of the main risks of the ‗teacher-based‘ approach could be
teachers‘ wrong understanding of the context. Harmer (2003) expresses his doubts
about the effectiveness of such ‗teacher-based‘ pedagogy because there are instances
where ―teachers‘ understanding of how and when learners wants and needs conflict
with their own initial understanding, and how, as a result, their teaching has been
modified to take account of this‖ (p. 288). Harmer‘s point may be valid based on the
abilities of teachers and effectiveness of the training programmes that the teachers
have followed in order to be able to be explorative. This may lead to various
problems if teachers are not skilful and ready to engage in autonomous teaching.
However, the present study also examined the beliefs of students to scrutinise the
validity of Harmer‘s claim. However, in regard to the consistency of one particular
pedagogy, Doughty (2003) points out that it is not realistic to expect teachers‘
extreme practices of strict pedagogical principles because ―any particular
implantation (of a method) by an individual teacher is subject to variation‖ (p. 263).
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Moreover, context-based pedagogy allows teachers to be independent and this may
result in teachers ignoring the valuable ideas introduced with different pedagogical
innovations. Teachers should not to be slaves to pedagogical principles but they
should also not totally ignore the suggested methods because these can be useful
tools for teaching. Thornbury (1999) claims that teachers should be able to learn and
unlearn or be ‗de-skilled‘ in order to invent an effective pedagogy. This claim has
implications for teacher training and the findings of this study suggest that teachers‘
practices are highly shaped by their understanding of the context and the students‘
needs. While EA can be emphasised in the Sri Lankan context, more teacher training
needs to be conducted for secondary school teachers to improve their knowledge
and understanding, to maximise potential, and to assure quality teaching and
learning.
Therefore, it can be argued that teaching is a complex enterprise, and so current
research studies should focus on how teacher autonomy could be developed rather
than providing teachers with ‗teaching prescriptions‘ or ‗one size fits all‘ (Harmer,
2001) pedagogy. Hayes (2005) suggests that Sri Lanka should adopt a participatory
approach in teacher training instead of the cascade approach that they use at
present. This might lead to better outcomes and teachers may understand the
concepts well when taking part in teaching workshops rather than become passive
listeners.
It is also important to note that consistency or uniformity in pedagogy can be a
difficult achievement because individuals have their own practices based on their
perceptions, the skills of teaching and the type of students they teach: but the
methods that they use may not be very different. Harmer (2003) notes that even
though teachers in the western-based classrooms dominantly make use of more CLT
principles in teaching, they may also use some traditional techniques depending
upon the need and also based on their professional judgment:
It is true that dialogue making, discussion, and role-play are now
staples of the „western–based‟ classroom, and the various form of
information gap activity (including, for example jigsaw reading) are
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widely in use. But that does not add up to an approach, especially
when in exactly the same classrooms, students are regularly involved
in drill- like activities, grammar discovery activities, or fill-ins, to
distinguish between „will‟ and „going to‟ ..... (p. 289)
This view supports the views presented by writers like Purpura (2004) and Nunan,
(1996) who believe that many modern teachers could be more considerate about the
communicative purpose of language learning but will also see the importance of
explicit teaching of grammar. Learning is both a cognitive phenomenon and a social
phenomenon. Hence, an effective pedagogy would combine both metaphors of
acquisition and participation (Sfard, 1998) in learning. Sfard (1998) suggests that
teachers should not isolate these two metaphors of learning.

In other words,

learning should combine teacher instructed input with students‘ participatory or
active learning. The following section elaborates the methods that teachers adopted
in grammar teaching.
In summary, consistency in teachers‘ practices for the teaching approaches, as often
seen in curriculum recommendations, can be problematic based on the way teachers
conceptualise these principles, their beliefs about the contextual needs and their
ability to implement reforms. Therefore, the results of this study suggest updating
teachers‘ knowledge of teaching innovations and language skills and teaching skills,
rather than simply implementing new reforms in education.
6.1.2. The methods for teaching grammar
Ellis (2006b) emphasises the necessity for more research into the ways in which
grammar should be taught in the ESL classroom. This study has undertaken this task
by investigating teachers‘ and students‘ views about grammar teaching practices.
The survey results of this study demonstrated that many teachers reported that they
used the deductive method. The results of the interviews showed that they used
different deductive methods in teaching grammar. Three different deductive
methods (listed below) emerged from the interviews and the observations.
 Deductive form focused grammar teaching
 Deductive meaning focused grammar teaching
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 Deductive Activity based grammar teaching
Deductive form focused grammar teaching
One of the methods teachers adopt is teaching grammar in isolation by extracting
one linguistic feature. The prescribed textbooks also seem to encourage them to
teach in this manner. Any style that focuses on a particular grammatical component
is known as the focus on forms (Fotos, 1999; Cook, 1998). The results of this study
indicated that 43% of teachers who were interviewed and the majority who were
observed used the focus on forms method typically in their grammar teaching. The
steps of these lessons are shown in figure 6.2 below.

Teacher tells the students
that they are learning
present continuous tense

Students write random
examples

Teacher asks students to
read their sentences to the
class

Teacher puts some example
sentences on the board

Teacher asks students to
write some examples of the
structure

Teacher provides feedback
(put the correct sentences on
the board.

Teacher now asks students to
repeat the sentences verbally

Teacher provides a writing
task for the students

Teacher provides instructions
of the form and meaning of
the sentences highlighting
the verb form
be + verb+ing

Figure 6.2: Typical steps of the deductive form focused lesson

The main reason for employing this method is that the teachers wanted to familiarise
their students with the grammatical structures (the forms). The teachers seem to
believe that mastering grammatical competence first is vital in learning ESL. They
believed that this step is useful because their students are not familiar with the
‗form‘ due to lack of exposure to English language in their surroundings. Therefore,
the teachers provide discrete and direct instructions of how a particular structure is
formed. In the first step of the lessons, the students need to listen to teachers‘
instructions. The observations demonstrated that the students could interact with the
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teachers by responding to their questions. However, later in the lessons, the students
engaged in learning activities provided by their teachers. These activities were done
individually or collaboratively.
The participants provided reasons for adopting this method. The main reason is that
teachers believe that students do not have adequate opportunities to acquire the
forms in their context. Schmidt (1990) has seen that teachers prefer form focused
activities because they believe that their students do not have adequate
opportunities to develop universal grammar by exposing them to natural language.
Ur (1991) also argues that presentation of the grammatical structure with a clear
introduction or a presentation stage is necessary for students who do not have
natural exposure to the language. Therefore, the students need to conceptualise the
form first. She also mentions it is quite unrealistic to expect a student to acquire from
―raw, unmediated language‖ (p. 11) (as in earlier version of TBA) which can be
incomprehensible. Sheen (2003) argues that this kind of declarative knowledge that
students develop is a ―giant step‖ in learning (p. 231). Knowledge of one particular
structure facilitates an analytical learner (students‘ beliefs are discussed in section
6.2).
However, teaching grammar in isolation (as in the above method) is sometimes
considered ineffective and insufficient (Widdowson, 1972; Fotos, 1999; Cook, 1998,
Thornbury, 1999; Nunan, 2001; Borg & Burns, 2008) because of lack of emphasis on
communicative competence in addition to the grammatical competence obtained in
lessons. Lessons are ―product oriented‖ and focus on ―tightly controlled target
language‖ (Batstone, 1995, p. 224). Similarly, some teachers in the same study argued
against this method and believed that form focused grammar teaching may not
motivate students because they are not communicatively active in these lessons.
They mentioned their students would often become passive listeners and the typical
activity that the students get to focus on the meaning of a form is writing their own
random sentences. Therefore, this method is often regarded as the traditional
method of grammar teaching. Widdowson (1972) claims:
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The problem is that students, and especially students in developing
countries, who have received several years of formal English teaching,
frequently remain deficient in the ability to actually use the language, and
understand its use, in normal communication, whether in the spoken or
written mode.
Widdowson (1972, p. 15).

Widdowson‘s claim is relevant here if the students only manipulate the form. If
certain pedagogy only manipulates the form it can result in the above explained
catastrophe. Hence, it could be said that CLT has provided good insight into
language learning. Pedagogy, indeed, needs to focus on the communicative function
because English is a language used for communication. Declarative knowledge
needs to be proceduralised in order to be used spontaneously. Therefore, it seems
that teachers need to let students extend their learning by incorporating focus on
forms lessons with communicative activities. Hence, this picture can offer insight for
teachers and students to investigate how this could be done more effectively. It is
also possible that teachers employ their methods to comply with textbooks and
syllabus. These students also perhaps get opportunities to communicate in other
lessons. Teachers of this study pointed out their own reasons and perceptions for
using form focused teaching in their context. Thus, teachers‘ practices are based on
their own beliefs about teaching. It is also possible that teachers simply follow the
lessons on the books in which grammar is presented separately.
Deductive meaning focused grammar teaching
Another method that teachers employed in grammar teaching is the deductive
meaning focused method where a grammatical component is presented in context in
which it is meaningfully and relevantly used the presentation stage of a lesson. The
interview and observation results indicated that some teachers (47% of interviewed
and 23% of observed) preferred this method to teach grammar. Here, it is important
to distinguish this method with ‗focus on form‘ grammar teaching that Fotos (1998),
Ellis (2001), Cook (2001), Long (1988) discuss. In deductive meaning focused
grammar lessons, teachers present a grammar component in such a way that the
language function is incorporated with the grammatical structure. The main focus of
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these types of lessons is also the form, but the form is presented in context. For
example, T13 commanded her students to engage in various tasks to create a context
to teach the present continuous tense. See figure 6.2 below for T13‘s lesson procedure
as an example of deductive meaning focused grammar lesson.

Teacher tells the students that
they are learning present
continuous tense

Then teacher provides
instructions about form and
function. Puts the form on the
board (is/are+verb+ing)

Teacher uses a picture cue
drilling to practise the form

Teacher calls some students to
come to front of the classroom
and assigns some jobs (e.g.
read a book, draw a picture on
the blackboard, hang
something on the wall).

Teacher records all the
answers on the board

Teacher provides an exercise
for students to engage based
on the form and meaning

Teacher asks 'what is Shanthi
(student's name) doing'?

The students try trial and
error method and give
different answers

Figure 6.3: Typical steps of the meaning focused grammar lesson

Some critics argue that this method of grammar teaching is also not effective as the
students learn grammar lessons in isolation (Fotos, 1999; Prabhu, 1987; Nunan,
1999). Nunan (1999) mentioned that teachers should go beyond this kind of linear
approach to grammar teaching. However, the present study discovered that some
teachers regarded this method as effective: they believed creating a context to teach
grammar is an appropriate method of grammar teaching. The teachers who used this
method thought that form focused grammar teaching (discussed in the previous
section) is not effective as it only emphasises the importance of the structure or the
form but not meaning. In this method (as teachers believed) teachers can introduce
the form and the meaning at the same time. Students connect their learning with
everyday experience. The results showed that teachers stated some reasons for why
they adopt this method with their students. Such reasons were 1) to create
communicative orientation to lessons, 2) to set the scene of the lesson, 3) to get
students to understand language functions. The deductive meaning focused method
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is a variation to the above focus on forms method and it facilitates communicative
exchange. This shows that teachers were using CLT and were aware of the students‘
communicative competence. The reasons for using such a pedagogical procedure are
also based on own teachers‘ perceptions and logic of language teaching.
Deductive activity based grammar teaching
Another method that emerged from the observation data only is the deductive
activity based grammar teaching that is a unique style that can be distinguished
from the above two styles of grammar teaching. 30% of the lessons belong to this
category. The whole lesson is broken into minor steps consisting of mini tasks for
students to engage to understand how a particular form works in English. These
activities are teacher-led. In these grammar lessons, the teachers do not introduce the
grammar rules at the beginning of the lessons. The first step is to provide the
students with a mini task (activity). The following flow chart (figure 6.4) exemplifies
one such lesson.

Teacher asks students (in
groups) to write a list of at
least five commands given
by their mothers yesterday

Teacher asks the students
to choose the
grammatically correct
indirect speech sentence

Teacher provides the right
answer and gives
instructions about
reporting commands

Students write the list and
present them to the class

Each group presents their
sentences and teacher puts
all their responses on the
board

Students are given a
scenario to write indirect
speech sentences

Teacher provides a
scenario and asks students
to find out how they could
report one of these to their
friends

Students use trial and
error method and write
their sentences in groups

Students read their
answers to the class

Figure 6.4: Typical steps of the deductive activity based grammar lesson
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The observation records showed that these activity based lessons (30%) were
effective, as almost all students took part in the lesson and had the opportunity to
become involved from beginning to the end. These lessons were more studentcentred as the teachers had minimum involvement, mainly in guiding students in
the process of learning. Moreover, students got the opportunity to listen to both
instructions and explanations, and discover rules for themselves. This method is not
purely deductive but has inductive elements. Some teachers who were interviewed
pointed out that they engage in needs-based grammar orientation. In other words,
teachers use an activity to find out the gaps of the students‘ interlanguage based on
what they know and do not know. For example, T12 thought it was important to
begin with a short activity in which students were asked to do something. She
thought that this was a good way to begin as the teacher could discover the needs of
the students. This also shows that teachers comply with Kumaravadivelu‘s (2003)
post method principles and CLT principles that focus on learner involvement in
learning. The most important feature of this method is that it concentrates on
participatory learning. At the same time teachers do provide explicit instructions in
the lesson. It is seen that this method is effective because the students have an
opportunity to revise the lessons that they have learnt earlier in their grammar
lessons. The students are familiar with the terminology used by the teachers because
they always needed to respond to the teachers‘ commands.
As seen in the above discussion, teachers use different techniques to introduce
grammar deductively based on their beliefs on teaching and learning. Interestingly,
in all three lesson categories above, the teachers isolate one particular grammatical
component in their teaching. This kind of teaching (as mentioned previously) is
highly critiqued by the focus on form advocates who argue that teachers should
focus on incidental focus on form instead of traditional approaches like focus on forms
(Doughty & Williams, 1998; Long & Robinson, 1998). However, there is ample
research that advocates deductive teaching of grammar. Anderson (1995) discusses
the importance of the declarative knowledge that students receive from explicit
instructions. He argues that there are three steps of processing knowledge:
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 declarative knowledge
 proceduralisation of the knowledge
 automatising
The majority in the context examined uses a personalised pedagogy because teachers
believe that explicit instruction has a role to play. This result also supports the
findings of the first section that teachers adopt a teacher-based and context-based
pedagogy. The main reasons for this behaviour are their beliefs about learning
English, understanding the context, and the culture of learning. Grammar lessons
are mostly deductive because:
 teachers believe that it is an integral part of learning
 there are some common structural patterns in English language: introducing
them would facilitate students learning
 teachers believe that students have no exposure to natural acquisition
 learning culture where students respect the teachers and allow them to be
more authoritative (Ellis, 1996)
However, the third category of deductive teaching (activity based), which emerged
in the observations, is more interactive; it provides good evidence of teachers‘
innovative practices and use of CLT in grammar teaching. This indicates that some
teachers are more innovative than others and seem to invent their own pedagogy
instead of practising as being told or recommended in the textbooks.

Thus,

uniformity or consistency within a particular pedagogy across the country is
dependent on teachers‘ practices because the practice of an individual could vary
based on their beliefs, knowledge, and experience. The use of these methods may
depend on students‘ capacity and prior knowledge (Thornbury, 1999). Some
techniques are suitable for teaching the form and others for teaching the function
(Carter & McCarthy, 1995). A variety of teaching methods would suit diversity of
students‘ needs, styles and personalities. The diversity of these methods could be
used by teachers as awareness exercises.
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Inductive grammar teaching
The results showed that many teachers valued inductive teaching principles, because
77% of teachers who surveyed reported that they adopted this method in grammar
teaching. Moreover, many teachers who were interviewed presented positive views
about this method but only 13% of teachers described inductive grammar lessons as
their typical grammar teaching method and only two inductive grammar lessons out
of 22 observations. The following steps in figure 6.5 demonstrate the steps of an
inductive lesson, which is slightly different to other deductive grammar lessons.

Teacher puts students in
groups of three and gives
them set of pictures and
jumbled sentences. Asks
them to build up a story

Teacher asks to report on
what they notice about the
verb forms

Students mention that all the
verbs are in the past tense.
They say there are different
ways of forming them:
regular and irregular

Students in groups form a
story

Students underline the verbs

Teacher gives a very brief
introduction to past tense
verb forms

Each group presents its story
to the class

Teacher asks groups to
underline the main verb of
the sentences and examine
them

Finally, teacher asks students
to write their own story and
mentions that they need to
be careful of past tense verb
forms

Figure 6.5: Typical steps of an inductive grammar lesson

The results (when triangulated) indicate that while many teachers seemed to be
impressed with the discovery aspect of learning (as seen in interviews), observations
revealed that the practice of this method is not widely evident within the 22
observations. In spite of the fact that there is less possibility for generalisation, some
teachers (in the interviews) pointed out that the use of the inductive method is not
quite possible in all circumstances. The reasons articulated by some teachers were:
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 some students are not as capable as other students to discover patterns and
rules
 students did not have enough language repertoire
 some grammar rules are complex and students find it difficult to discover
patterns
 inductive lessons are time consuming
As can be seen from procedures of the lessons presented in the figure 6.5 above, the
inductive lessons require students‘ understanding of the target language. It is
beneficial to see whether this belief is reflected in the interviews with the students
(see section 6.4). Modern grammar teaching research encourages this kind of
participatory methods in grammar learning. However, the results of this study show
that teachers are anxious about this method because they think that their students
might find difficult, in spite of the fact that teachers value the principle. The findings
show that teachers seem to appreciate the method based on their verbalisations, but
they recognise that they cannot practise them in their own contexts. Thus, teachers‘
practices are influenced by their beliefs, understanding and perceptions of the
students, understanding of the language and experiences. In above four methods
discussed above, it was seen that teachers seem to believe that their intervention in
the presentation of the structure or the form is important. This supports Ur‘s (1991)
view of the contribution of the presentation stage where students are provided with
a clear explanation of the form when they first encounter it in the classroom. Ur
(1991) says that effective presentation would have its influence on attention,
perception, understanding and students‘ short term memory. Not only that, Ur
(1991) also encourages the teachers to organise meaningful practice activities to
automatise language in students‘ repertoire. Similarly, teachers think that the
deductive technique is more advantageous in their contexts, or presumably they feel
comfortable or simply comply with the recommended lessons in their textbooks. It is
also important to examine the findings with regard to the classroom techniques
adopted in grammar teaching which is examined in the next section to see it there is
any relationship between practice activities and deductive teaching.
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6.1.3. Grammar practice activities used in teaching grammar
As have been discussed in chapter 2, many teachers use various activities teaching in
order to make their grammar teaching effective especially to practice grammar rules.
The goal of these activities is to make learners better at learning structures
(DeKeyser, 1998; Ur, 1988, 1991). Ur (1991) suggests that it is the teachers‘
responsibility to ―make the leap from form focused accuracy activities to fluent, but
acceptable production by providing bridge‖ (p. 83). Therefore, this study selected
some common techniques that have been widely used for grammar practice in many
contexts (especially in Sri Lankan schools) when grammar is taught deductively and
inductively. They are:
 Translation
 Drilling
 Structure based sentence composition
 Consciousness-raising
 Language games and speaking practice
The results revealed that none of these techniques are disregarded, but many
teachers pointed out some advantages and disadvantages in using them. Also from
the students‘ point of view, some techniques were not useful depending on students‘
language competence levels and preferences for learning. The following table
demonstrates the results from teachers and students for the purpose of clarity, but
the students‘ results will be discussed in section 6.5 below.
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Table 6.2: Grammar practice activities: summary of results
Activity

Instrument

Summary of results from

Summary of results from

TEACHERS

STUDENTS

The survey

least popular technique

least popular technique

Interviews

boring

33% useful and 33% useful to some extent

occasionally used it in grammar

too much translation was boring

teaching

13% negative

Direct
Translation

Some did not use translation at all in their
learning

Comparing L1

Observations

8 teachers used translations

The survey

over 60% of teachers used it

least popular technique like translation

Interviews

useful technique to understand the

useful for some only

with L2

nature of the forms that are
significant in English language
Some believed that it is not useful
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Drilling

Observations

5% of teachers used this techniques

The survey

70% used

75% believed it was useful

Interviews

The majority used, but had different

different views:

beliefs

-

20% thought useful,

- useful for familiarising a structure

-

40% only for primary grades,

in order to provide an opportunity

-

only for beginners to teach them

for acquisition

pronunciation

- good for pronunciation, minimising
inhibition
-

not useful because students do

they only repeat
at least a few would remember
it.
-

not possible in overcrowded
classrooms (noise level)

-

16% pointed out drilling was not
useful

not remember the structures

-

-

boring
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Observations

Consciousness The survey

used in 8 lessons

80% used it

*Were not aware of this technique

raising
Interviews

amalgamate these activities in
grammars teaching
useful

language

Observations

used in one lesson

The survey

90%

used

language

games

and Many suggested this as response to an open

games and

speaking activities in teaching

speaking

Many suggested this as response to

practice

open ended question
Interviews

majority preferred

ended question

grammar teaching needs to be incorporated
with games and speaking activities

Observations

used in only 2 lessons
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Translation means the teachers‘ translation of the target sentences or phrases into
students‘ mother tongue so that students can understand the meaning. This basically
improves the students‘‘ comprehension. Translation has been condemned as a
deeply flawed technique in grammar teaching because it was the typical and the
dominant technique used in the Grammar Translation approach to language
teaching (Krashen, 1981; Krashen & Terrell, 1983; Prabhu, 1987). This technique was
used in schools in England to teach Latin (Stern, 1988). In the early 1960s, many
teachers relied mostly upon this technique to teach English grammar in secondary
schools in Sri Lanka. The results suggest that translation could be advantageous for
some students: perhaps these students need this kind of scaffolding for their
learning and it is useful to them. Thus, condemnation of techniques without
examination of the contextual need is not wise unless a particular teaching pedagogy
totally depends only on this technique. Hence, this result supports the view
presented by Finocchiaro & Brumfit (1983, p. 5)
Translation, both oral and written, may still have a role to play,
even though the reaction to the excessive use of grammar
translation let some teachers to reject both part of the method
on principle.
A similar story is revealed with the results of comparing L1 with L2. The teachers
found that it is also a useful technique but is not widely used in their context. It is
also seen that some teachers did not like to use this technique in teaching but
pointed out that it could be useful in teaching grammar for some students. On the
other hand, drilling is considered useful and should not be totally disregarded in
grammar teaching. The results suggest some advantages in using this technique with
some students. It might not be effective in the acquisition process, as some teachers
point out, but it will help students by providing oral practice with pronunciation.
The activity that was unanimously agreed upon as beneficial was the integration of
language games and speaking activities in teaching grammar. Thus, it is revealed
that teachers recognise the importance of skill integration in grammar teaching. It is
important to remember that teachers want explicit grammar teaching to happen first,
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before doing speaking activities. Ur (1988, 1991) suggests that students‘ drive to
learn grammar can be stimulated by creating their interest through different
elements. ―The tasks should have clear objectives accompanied by necessity for
active language use‖ (Ur, 1988, p. 17). Moreover, Ur recognises that ―pleasurable
tension‖ (p. 23) as in games in lessons contributes to drive learner interest. Therefore,
it is difficult to disregard traditional techniques that are based on some useful
interaction between the teacher and the student. The modern techniques that are
based on learner activation also contribute to language learning.
In summary, the results relating to classroom techniques indicate that teachers
combine traditional techniques with other modern techniques in their teaching.
Based on the above findings in regard to grammar practice techniques, it is difficult
to imagine a classroom in which traditional techniques to grammar teaching are
completely absent (Harmer, 2003). This is also an indication of teachers‘ use of a
mixed approach to language teaching. At the same time, it is clear that some
techniques were acknowledged by some teachers, depending on their experience
and context. The techniques selected for investigation were deemed to be useful for
some teachers in some classroom contexts, and not helpful in other contexts. For
example, some teachers think that choral drilling is difficult in overcrowded
classrooms because teachers do not like the noise level.
This study has revealed that beliefs determine teachers‘ practices, and therefore,
research into teachers‘ beliefs has become widely important today. Teachers‘
pedagogical decisions are highly individual. Individual teachers find different
techniques useful to them based on their experience and beliefs. The reasons are
derived from their beliefs of the students: what they want and how they learn and
also their language levels. Teachers also think of their students‘ age group and
interests. They also take decisions based on their experience and how they encounter
the experience. Thus, it is important to understand that teachers are explorers in
their own way and they try to identify their contexts to organise their teaching
(Kumaravadivelu, 2003). Teachers are classroom managers and change agents,
therefore they need to be involved in decision making and policy issues (Graves,
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2008). However, the study has not revealed whether these decisions are valid on the
basis of the achievements made by their students. The indication that is available
from the highly unsuccessful students (based on O/L examination results) is that
ESL is a failure. However, this cannot be attributed to teachers as there have been
students who are successful in the same examination by following a similar
academic programme. Other learner factors such as motivation, intelligence,
readiness etc. could also contribute to this picture (Harmer, 2001; Mitchell & Myles,
2001). This study reveals that research into teacher cognition can provide a
comprehensive picture of classroom practices and can be used as a reflective tool for
further development in training programmes. Teachers should be made aware of the
importance of their beliefs and their influence on grammar teaching.
6.2.

Teachers’ attitudes and beliefs about grammar teaching

It has been shown that teachers‘ beliefs and attitudes affect their pedagogical
practices because recent research studies claim that teachers‘ belief is a crucial
determinant of their classroom practices (Borg, 1998; Clark and Peterson, 1986;
Kagan, 1992; Pajares, 1992). Thus, teachers‘ beliefs offer significant insight in this
study. The first section will discuss the teachers‘ beliefs to grammar as a component
in teaching and the second part will elaborate teachers‘ beliefs about how grammar
should be learned and taught. The teachers in the present study highlighted the
following aspects:
 grammar should be explained explicitly in separate grammar lessons
 grammar should be taught in context
 grammar should be incorporated in communicative activities
 grammar should not be taught at all but learners should be allowed natural
acquisition
The majority indicated that deductive grammar teaching is extremely useful for their
students, for various reasons.
 Students‘ lack of exposure to English and therefore, there is less/no
opportunity for students to engage in natural acquisition. For example, some
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teachers pointed out that even if they used a task-based approach they still
needed to provide information about the target structures because the
students‘ English language repertoire is very low. This supports the findings
of Carless (2004) who found teachers‘ need for use of mother tongue in a task
based approach.
 The examination-based curriculum is another reason for teachers‘ preferences
for explicit instruction by the teachers. Canagarajah (1993) found that his
students only wanted to pass the examinations and were unwilling to engage
in speaking tasks.
 Accuracy in writing is one of their goals in teaching. Teachers believed that
grammar is vital in achieving this goal.
Therefore, without any doubt, grammar is an essential component in the ESL
curriculum in teachers‘ context. Only a few students criticised these grammar
lessons, and they said the lessons were boring and they did not seem to enjoy them.
Teachers‘ responses also showed how they could make grammar lessons interesting
to their students. The majority believed that grammar should be integrated with
more communicative activities. On the whole, grammar is an important component
in language teaching. Thus, teachers need to teach grammar innovatively and
creatively in their classrooms in order to engage all students in the learning process.
The naturalists‘ (Krashen, 1981; Krashen & Terrell, 1983; Prabu, 1989) claim that
grammar should not be taught at all, but learners should be allowed natural
acquisition (see the principles of the natural approach in chapter 2) was disapproved
in Sri Lankan context by many teachers due to the lack of adequate exposure to
language. A few teachers who suggested this approach in this study disliked
teaching grammar and also mentioned they did not know how to teach grammar.
They seemed to have disliked grammar when they were students. Thus, it could be
said that teachers‘ own experiences may have influenced their belief systems.
Various reasons explain how teachers‘ beliefs are formed in Sri Lankan context. The
findings suggest that the following are common reasons for teachers‘ beliefs about
grammar teaching. Teachers‘ perceptions of students and their background seem to
264

Chapter 6: Discussion of results

affect their belief systems. The teachers‘ sympathise with students who have
difficulties in acquiring English based on their background. Thus teachers believe
that they can provide better and more accurate knowledge of the rules. They also
believe that some rules are difficult to be discovered by students. This is an
interesting fining because none of the earlier studies on teachers‘ beliefs showed this
perception (i.e. Clark and Peterson, 1986; Kagan, 1992; Pajares 1992; Borg, 1998, 2003,
2006; Farrell & Lim, 2005; Borg & Burns, 2008). The findings of this study indicated
that teachers reflect on the needs their students. However, Borg (2006) mentions
there is evidence that teachers‘ context significantly impacts on the teacher cognition
and how teachers form their beliefs.
Further analysis of the results showed that teachers‘ knowledge about language too
impacts on their belief system. Teachers believed that the structure of English
language is quite different to students‘ mother tongue. Therefore, they believe that
explicit instruction is useful to help students to understand the difference between
their MT and the target language. Andrews (2003) shows that teachers‘ knowledge
of language is twofold: Knowledge about the language and knowledge of the
language, and these two aspects affect teachers practice. Teachers of this study
showed good knowledge of English language: they were quite familiar with the
metalanguage and the structural patterns of language. These are also effective
variables that affect the practices of teachers. This view is supported in the results
because teachers do practice according to what they feel is right and effective. This
highlights the importance of effective teacher training programmes to be able to
support the teachers with their perception, attitudes and influences.
There is also evidence that teachers‘ reflections of their own learning experience
affect the way they form their beliefs. Teachers, who found grammar lessons useful
when they were students, believe that their students also benefit by explicit
instructions. It seems that teachers tend to use the techniques that they found useful
and effective when they were students. Reynolds (1992), Bailey et al. (1996) and Borg
(2006) also support this view of teachers‘ own experience as learners, both negative
and positive, affects their practice. However, the main risk implied here is that if
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teachers had negative reinforcement when they were students, their practices may
change according to that experience. In this study, one teacher hated grammar when
she was a child, and therefore, she hated teaching grammar to her students. This
shows that these perceptions help teachers to construct their beliefs. This also
suggests that training should attempt to inspire confidence in teachers. The
following figure taken from Borg (2006, p. 283) shows that there are various
psychological constructs that affect the way teachers practise in their classrooms.

Figure 6.6: Elements and processes in language teacher cognition (Source from Borg, 2006,
p. 283)

The above figure demonstrates the areas that impact on teacher cognition, some of
which have emerged in this study. This study shows that teachers‘ knowledge about

266

Chapter 6: Discussion of results

the language, experience in the context, perceptions of their students‘ needs, and
curriculum, have influenced their practice. Malderez (2004) views teacher learning as
a complex ‗iceberg‘. The tip of this iceberg, that is the subject knowledge and
teachers‘ professional behaviour. This is visible by ‗outsiders‘ but what is not visible
is the ―crucial mass below the surface‖ (p. 43) is infused by teachers‘ culture and
society that contribute to their understanding or professionalism. Therefore, teacher
learning is a complex process and research into professional development tactics can
assist teachers to understand of these beliefs and improve any negative held beliefs.
6.2.1. Teachers’ beliefs about the inclusion of metalanguage in grammar teaching
The results from the survey, interviews and observations indicated that the majority
of the teachers believed that metalanguage was useful for their students, while only
a few teachers believed that it was an extra burden for them. The observation results
showed that many teachers used metalanguage in their teaching of grammar. The
majority of the teachers mentioned several reasons for the usefulness of
metalanguage as follows:
e. to achieve better understanding of the language
f. to achieve accuracy in writing
g. to achieve success at examinations
h. to help and teach other students
In the interviews, the majority valued understanding of the language that students
receive through studying of metalanguage. Therefore, teachers thought that
metalanguage should be an important component of the curriculum. Some also
believed that they could improve their accuracy in writing when they are provided
with the terminology. The O/L examination paper has some test items on
metalanguage, and therefore teachers thought that it was useful for students. On the
other hand, a few teachers believed that metalanguage was not useful for their
students. The main reasons provided were that the lessons were boring and teachers
lacked knowledge in integrating communicative tasks.

267

Chapter 6: Discussion of results

The teachers in Sri Lankan context are quite familiar with the metalanguage: they
also learn metalanguage when they undergo their teacher training programmes.
They are all non-native English teachers and they have predominantly learnt English
as a second language. They mentioned that some terminology is very useful because
it is absent in their mother tongue. For example, Sinhalese does not have substitutes
for the English definite article (the) and indefinite articles (a, an). Therefore,
knowledge of terminology and how the words occur in sentences would be useful
for students. These findings support other research that highlight the importance of
metalanguage based on the type of learners (Alexandra, 1992; Jeffries, 1985 and
Swain, 1994). For example, students in secondary school need to develop all four
language skills, but perhaps the students who learn English for specific purposes
(ESP) may only want to learn how to handle a telephone conversation in their jobs.
Therefore, such learners may not find metalanguage useful for them. Moreover, Ur
(1996) states that terminology should be introduced to learners with an analogical
mind, and in this study too some teachers thought that knowledge of terminology
would help students to be autonomous. In addition, the inclusion of metalanguage is
justified in the final examination, findings supported in other studies (Yoon, 2004;
Sakui, 2004). These findings also agree with the students‘ responses, which will be
discussed later. It is important to mention that teachers‘ use of metalanguage may
have been influenced by the metalanguage in the textbooks.
According to the results above, the majority agreed upon the use of metalanguage in
teaching. Apart from optimism about metalanguage, a minority (3% in the survey &
16% in the interviews) did not support its inclusion in the curriculum. One reason
can be teachers‘ lack of understanding of metalanguage. This suggests that teacher
training needs to focus on improving teachers‘ metalanguage and functional and
descriptive grammar.
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6.2.2.

The teachers’ beliefs about grammar lessons in the textbooks provided by
the MOE

Investigating how teachers use the prescribed textbooks in their grammar teaching is
relevant and appropriate to the present research. Textbooks are primary
determinants of language teaching and are closely related to the curriculum.
Studying teachers‘ views would provide a clearer understanding of teachers‘
practices and possible influences in their teaching. The free English textbooks
provided for each class by the Ministry of Education are more or less the syllabus for
many teachers and learners in schools. The textbooks are compiled by an expert
panel consisting of teachers, retired teachers, teacher educators and chaired by
commissioners from the Ministry of Education. The textbook is something that
teachers of English consult when planning their lessons. Most English teachers‘ main
input is the content of the textbooks and they complete the lessons in the order of the
textbooks as for many other subjects like Social Studies, Mathematics and Science.
The results demonstrated that 34% of teachers did not mind using the textbooks
activities in teaching grammar. However, the rest of the teachers, 66% wanted to
have their freedom in choosing activities for their classrooms. They felt that the
textbook was a constraint for them. Hence, the teachers fall into two groups:
 Totally independent: 66%
 Dependent and semi-independent: 34%
The teachers said that the textbooks have pros and cons for them. Many teachers
recognise them as the prescribed syllabus. This perception was quite reasonable
when examining the statement made by the Commissioner General of Education
Publications. In his forward to the textbooks, he writes:
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By studying this textbook which covers the prescribed syllabus on the
subject, the younger generation will acquire the competencies needed to
build a virtuous society and to face the challenges of the unknown future.
(N. Dharmasena on the 29th June 2006) From English Pupil‘s Book Grade Ten

(p. 5)
It is also important to see the expectations of the TIM. TIM discusses the syllabus
and mentions that it ‗has to be covered with 154 periods which are 40 minute duration‟
(Grade 10 TIM p. 14). Therefore, it seems that the MOE imposes a particular
curriculum for teachers. This seems to confuse and restrict teachers in what they can
do in the classroom. It also provides an explanation for teachers‘ preference and
practices in the classroom. Nonetheless, the teachers who belonged to group 1 did
not seem to be affected by the above text. Even though they too relied upon the
textbooks, they said that they changed and adapted the lessons. They did not totally
depend on them. They did not believe that their teaching was constrained by the
textbooks.
In contrast, the teachers in group 2 followed the syllabus or the textbooks closely.
Their tension was the expectations of parents and school principals who expect them
to complete the syllabus within the year. Teachers were dependent on the syllabus
because:


they do not seem to understand exactly or perceive the suggestions made by
the curriculum documents



the politics of the institutions where school principals, department heads
coordinators want their teachers to follow the prescribed syllabus



the information provided in documents like TIM, the syllabus guides and the
textbooks confuse teachers‘ pedagogy

Therefore, the study revealed that there are pros and cons in using a textbook based
syllabus (Graves, 2001). The textbook saves preparation time for the teachers and the
students also can prepare for the lessons in advance. It also provides uniformity in
what is being taught in the classroom. This also fits for examination oriented
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teaching. In contrast, a detailed syllabus can limit teachers‘ autonomy. One syllabus
for all in ESL is insufficient as the students can have various achievement levels and
interests. Their preferences would also vary greatly based on learning styles. Hence,
the textbook based syllabus deprives teachers of engaging in contextual teaching.
Graves (2001) notes that ―not every teacher has the freedom to create a course from
scratch‖ (p. 22) but all teachers need to problematise (think of challenges that might
arise) the context in order to engage in effective teaching.
In secondary schools in Sri Lanka, unequal distribution of resources and
government-funding (Perera, 2007) has resulted in disparities in most classroom
contexts in the country. Therefore, curriculum reforms that do not suit the needs of
the context are probably a waste of time and effort. Richards (2001) suggests that
careful needs analysis and appropriate evaluation in each context would provide
clear information about the factors that strengthen or hinder a particular pedagogy.
These findings indicate that many teachers employ other materials in addition to the
prescribed textbooks when teaching grammar. Some other teachers found that their
methods are constrained by the textbooks. This study is one of the first to evaluate
current grammar teaching practices in Sri Lanka. Thus these results offer a good
picture of the context and provide directions for improvement.
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6.3.

The students’ beliefs about learning and teaching grammar

This discussion is divided into five sub questions as shown in figure 6.7 for clarity.

6.1.1. What are students‘ beliefs about grammar as a learning component?
6.1.2. What are students‘ beliefs about how grammar is taught
(approaches, methods)?
6.1.3. What are students‘ beliefs about grammar practice activities used in
grammar teaching?
6.1.4. What are students‘ beliefs about metalanguage in teaching?
6.1.5. What are students‘ beliefs about grammar lessons in the textbooks?

Figure 6.7: Questions about students’ beliefs about grammar learning and teaching

6.3.1. Students’ beliefs about grammar as a learning component
The survey and the interview results demonstrated that the majority of students
preferred to learn grammar. Interestingly, 98% reported that grammar was useful.
There was no strong opposition for learning grammar in isolation as separate
grammar lessons, but the majority preferred to learn grammar in context through
authentic or real life-like activities. The results showed that students are interested in
developing their accuracy in both writing and speaking, and therefore, they believed
that explicit instruction in grammar helped them to learn grammar. The students
showed great motivation for learning grammar for the following reasons:
 they believed that grammar knowledge helps them to develop their accuracy
in writing and speaking
 they believed that they can monitor and extend

language learning with

knowledge of grammar
 some believed that grammar is essential because it is associated with the
meaning of the language
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 only a few students mentioned examinations that include grammar focused
assessment items. Thus, they believed that grammar is essential to pass those
examinations.
The above results demonstrate that these students are positive towards learning
grammar. These students‘ views perhaps have resulted in and from their
achievement in learning grammar. Some said that if they did not learn grammar they
would end up learning ‗broken English‘ which they thought was humiliating for
them. Therefore, they wanted to learn English grammar to avoid speaking ‗wrong
English‘. This results support the findings of Gardener and Lambert (1972) that
students who are instrumentally motivated and receive parents‘ support are more
successful language learners. Therefore, the students support the inclusion of
grammar activities in their curriculum. The students expressed lack of interest in
purely communicative English which focuses highly on conveying meaning or
communication only. They seem to emphasise the role of accuracy. Therefore, in
order to provide effective learning, teachers should focus on the form because the
students are also interested in learning the correct form. Some students appreciate
and value learning the form and for them the focus on form is useful. Such students
are analytical and willing to extend their learning by themselves. This supports the
findings of Shak and Gardner (2008) which shows that young learners have a
positive attitude towards form focused instructions. These views are in agreement
with teachers‘ views on form focused instruction which can lead to positive
language learning.
6.3.2. Students’ beliefs about how grammar is taught (analysis of input and the
teaching method)
The study examined students‘ beliefs on how grammar should be taught. The survey
results showed that the majority learns grammar both deductively and inductively.
However, in the interviews, it was revealed that the majority were exposed to more
deductive teaching but appreciated it. Only few students did not like the deductive
method in grammar teaching and instead they wanted their teachers to make
grammar lessons more fun and enjoyable. The students were not very familiar with
the inductive method: the researcher introduced this term as a method where they
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get to explore rules without many instructions from the teachers. According to
interview results, the majority thought that the inductive method (opportunity to
explore) is difficult and time consuming while a few thought it was very effective
and good for their memory as they engage in their own learning.
The students were happy with explicit instruction as long as they can comprehend
and understand the teachers. Some students (the majority in this context) are
motivated learners who are willing to learn from any approach or method used by
their teachers, and they could be high level students. There were also a few students
who preferred to learn through fun activities. The students who were happy with
explicit instructions did not really think that active participation was always an
important feature of a lesson. They seemed to participate cognitively by listening not
by contributing verbally. This supports the research on students with different
learning styles. This could also be understood when considering the Kim‘s (2004)
argument about cultural obstacles that Korean teachers found in implementing CLT
in the secondary classrooms. It is possible that Sri Lankan students have in-built
respect towards teachers and they perhaps appreciate the methods employed by
their teachers.
The students‘ responses (short narratives) about their most favourite and the least
favourite grammar lessons provided more details about students‘ beliefs about
grammar lessons. The majority said that grammar lessons were memorable and
appealing when they had the following characteristics:
 clear explanation provided by teachers
 useful and relevant content
 creative delivery techniques such as the use of real life experiences
In contrast, some students had grammar lessons which were not interesting for
them. They were the least favourite lessons because:
 the content is too complex (too challenging)
 the content is too simple (not challenging enough)
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 poor delivery techniques such as the use of unclear explanations: teachers
made them confused
 the usefulness of the lessons is not made explicit
The following diagram summarises the characteristics that students were keen to see
in good grammar lessons. Their comments imply that a lesson should meet all these
needs.

Content
or input

Grammar
Lesson

•Not too challenging
or simple
•Comprehensible

Teaching
Method

Usefulness

•Clear explanations

•Useful for performing
other classroom tasks
•Useful for speaking
outside the classroom

Figure 6.8: Summary of students’ comments about characteristics of good

grammar

lessons

The above results reveal that students‘ attraction to lessons is highly dependent on
the usefulness of content and the simple teaching techniques. The content should be
appropriate and at the right level. This supports Krashen‘s (1982) concept of the
monitor model which provides some useful guidelines for teachers. His input
hypothesis suggests that teachers should select comprehensible input in the ESL
classroom, and his i+ 1 formula for teaching suggests that the input should not be
too challenging or too simple. The above results add one more feature to this
hypothesis: the input should be useful to the students. Thus, teachers should use
their judgment about the usefulness of the lessons that are suggested in the syllabus.
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There may be a range of contextual factors teachers need to consider to adjust and
adapt. This also suggests that teachers need to involve students in learning by
making them aware of the purpose of learning grammar. It is possible, with
sufficient motivation from teachers, that students can increase their learning and
enthusiasm for English.
It is important to note that relevance and usefulness could be context based, thus,
they could be identified or diagnosed by the teachers in the context only. The
teachers need to be explorers (Kumaravadivelu, 2003) and need to identify the
usefulness of the lessons as the students may not know what they want to learn with
regard to grammar. However, teachers can judge the usefulness of grammatical rules
or structures based on other classroom activities that they need to perform. This also
supports the need for teaching grammar in context while integrating grammar with
communicative activities (Borg & Burns, 2008). If lessons are connected to or
integrated with other activities they will be better appreciated. Integration is
important in realising the communicative purpose (Petraki & Hill, 2010). If teachers
incorporate grammar lessons with communicative activities the students will
immediately find that the grammar rules or structures they have just learnt are
useful. Thus, it is seen that the question of the best method (inductive or deductive)
is highly relative as there are other factors which influence the perceptions of
students.
These findings also reveal two important and effective aspects of a lesson: the lesson
content and the delivery techniques. This finding suggests that even though there is
a prescribed syllabus, the teachers need to be mindful of the language proficiency of
their students. If the lessons are too challenging s/he will have to adapt/
modify/simplify them, and if the lessons are not challenging teachers will have to
take decision. This shows that teaching is a very difficult task in multi level
classrooms, and therefore teachers need to concentrate on individual needs. This
finding confirms research which advocates the usefulness of needs analysis in
curriculum planning to decide on what students need (Nunan & Lamb, 1996;
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Richards, 2001; Graves, 2000). Needs analysis, continuous evaluation of students‘
needs and interests, can improve language learning.
On the other hand, delivery techniques play an important role in attracting students.
It is not the teacher-centred or student-centred approach that matters in this context,
but the clarity of the explanations that are given to students. Students do not seem to
dislike teachers‘ instructions as long as they are clear. These findings strengthen the
usefulness of explanations as supported in Woodward (2001). He mentions some
students like it when things are explained, whereas other students enjoy discovery
learning. Generically, this kind of teachers‘ explanation that occurs in the classrooms
is supported by asking students questions, and thus they can interact with the
teachers (Woodward, 2001). In other words, teachers get their students to be
involved in the discussion by asking them questions. Moreover, the results also
showed that students value useful knowledge or content. It is important to
remember that these students are successful students (successful in Ordinary Level
examinations in grade 11). The gifted and motivated learner is autonomous and
would learn from even the focus on form activities because they find their own time
to extend their learning by exposing themselves to real life activities by reading
novels, and watching films (Kumaravadivelu, 2003). However, some students are
more teacher-dependent and they want their teachers to expose them to
opportunities. For such students, teachers need to provide communicative activities
apart from the deductive grammar activities.
Another significant implication of these findings is that teacher-education
programmes should develop teachers‘ ability to adapt materials according to
students‘ needs. Darling-Hammond (2006) argues that effective teacher training and
understanding of students‘ characteristics can lead to improved student achievement
in education when socioeconomic status and the resources have little impact. Thus,
she suggests that USA schools must create a coherent teacher training system to
provide well trained teachers to all states to address the unequal achievement of
students in many schools. In this study, students‘ comments were based on teachers
on the facilities they had or did not have in the schools. Hence, the unequal
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distribution of facilities described by Perera (2007) may not be a significant reason
for the decline of the quality of education, but the teachers‘ skills could be a
significant contributor. Teachers require effective and reflective training with the
help of which they could constantly reflect on how they deal with different contexts.
6.3.3. Students’ beliefs about the usefulness of grammar practice activities (used
in grammar teaching)
The study examined the usefulness of some grammar practice techniques that are
used in this context (according to the researcher‘s experience) in spite of the fact that
some are condemned as traditional techniques (Nunan & Lamb, 1996). Such
techniques are:
 drilling
 translation
 comparing L1 with L2
 writing their own sentences
 use of games and speaking activities
The results of the survey showed that the majority of students supported writing
their own sentences and the use of games and spoken activities in their grammar
lessons. Around 70% of students thought drilling was helpful. Only around 50%
supported the translation and comparing L1 with L2. In the interviews, students
presented different views based on the activity (See table 6.1 for the interview
results) but they agreed with the contribution of the use of games and speaking
activities. Observations have noted teachers‘ use of these techniques in the lessons
(see table 4. 15).
The results indicate that the techniques chosen for the investigation are being used in
this context, and to a certain extent also students appreciated a range of techniques
that can depend on the style, motivation and needs. The usefulness of traditional
techniques like translation, comparing L2 with L2, and drilling, will depend on the
level and age group of students. When the students know little English these simple
activities help students understand the form more clearly before they move on to
meaning focus activities (Ur, 1988). The results, however, strongly support the use of
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writing sentences and speaking activities. It could be argued that students find
writing sentences useful because they have the opportunity to personalise the
grammar learning experience (Ur, 1988). Additionally, they experience practising the
structures which enable to them to conceptualise the rules. In reality, with teachers‘
feedback, these sentences would reinforce their learning. Thus, students are aware of
the contribution of written language. As Brown and Yule (1983) note, the written
language focuses on well-formed sentences which occur in paragraphs while the
spoken language‗s focus is short utterances occur in speaking context.
On the other hand, students‘ greater preference for integrating grammar learning
with games and speaking further confirms the popular view of integration in
grammar teaching (Borg & Burns, 2008; Petraki & Hill, 2010). The most popular flaw
in grammar teaching is to teach the structure and expect students to internalise it
without giving much opportunity to practise it. Such activities are homogenous or
have a particular focus (Ur, 1988). Therefore, use of games and speaking improves
the heterogeneous quality of the lessons. Ur (1988) mentions that games are always
interesting because they provide spectators with a pleasurable tension. Therefore,
she suggests that the language classroom should have language focus games rather
than games for fun and recreation. The element of competition and challenge in
games may be another reason why students are attracted to them.
Overall, it could be said that there are different activities that could be meaningfully
used in grammar teaching. However, the relevance and the suitability would be
entirely context based, and it is the teachers‘ responsibility to adapt them in the
classrooms. As Kumaravadivelu (2003) suggests, teachers need to reflect on their
practices. If their strategy works for one class of students, they can continue to use it,
and if it does not suit their students, they can abandon it. Thus, it should be context
based. The context itself can be just one class (Borg, 2006). This calls for the need to
familiarise teachers with the importance of adaptation techniques and needs analysis
in classroom contexts. Appropriate teacher training that aims to improve teachers‘
skills can enhance learning in Sri Lanka.
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6.3.4. Students’ beliefs about the inclusion of metalanguage in the teaching of
grammar
In the survey 86% of students thought that metalanguage was useful to them.
Indeed in the observations teachers used the relevant metalanguage in their
grammar lessons. In the interviews, the majority of the students highly supported
the impact of learning metalanguage, while only a few students thought that it
makes learning more difficult for them.
Many students thought that metalanguage has the following benefits for them.
 Metalanguage provides knowledge about the language. Thus, it helps to
improve knowledge of the language
 Metalanguage helps them to become analytical and they develop their
analytical skills. Thus, it facilitates self learning
 Metalanguage helps with developing accuracy in writing
 Metalanguage helps to pass examinations which have test items on
metalanguage
Therefore, learners in this context are positive and willing to learn metalanguage,
and they believe that it has greater impact in their language development. Hence,
they seem to acknowledge the teachers‘ use of metalanguage in their lessons. The
main reason for this finding could be students‘ perceptions of what they are learning
in the classrooms. Learners are instructed (mostly learn English in the classroom
environment) and they do not seem to have good exposure to English. By studying
the metalinguistic features they can learn more about the language that they learn.
Hence, the knowledge they gather from the lessons might help them to be more
explorative about the language in comparison to their mother tongue. As Pachler
(1999) suggests, the students can independently engage in self-learning with the help
of the metalinguistic features they learn in the classroom.
This result also supports Ur‘s (1996) finding that emphasises the impact of
metalanguage on analytical learners. These students seem to be analytical and
therefore, knowledge of metalanguage or knowledge about the language is useful
for them. The students are mature and of 15 or 16 years of age. As Stern‘s (1992) and
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Swain‘s (1994) findings suggest, learners have to be mature to introduce
metalanguage. Hence, this study provides more support that metalanguage is useful
for advanced, mature or analytical learners.
Therefore, it is appropriate for a teacher to identify what students prefer and what
they are capable of in learning a language. The research findings can be affected by
different variables such as age, context, and learning styles of the student
participants and therefore these factors should not be generalised to all learning
contexts. It is also important to understand that all situations are unique and
teachers need to adapt to any system to develop their teaching pedagogy
(Kumaravadivelu, 2003).
6.3.5. Students’ beliefs about grammar lessons in their textbooks
Textbook evaluation is considered an important component of effective language
learning. This study examined students‘ attitudes towards the grammar lessons in
their textbooks. The survey results suggested that most of the students found the
textbooks in grades nine and ten to be useful to their learning. In the interviews also,
the majority thought that grammar lessons in the textbooks were useful for them.
However, there were some students who did not like the activities in the textbooks,
and their claim was that they were boring, and therefore they wanted their teachers
to use better activities in their teaching. They believed that it was the responsibility
of the teachers to adapt activities in their classrooms. Some students thought that
their teachers wisely adapt textbook activities whereas some teachers slavishly
exploit them. Some students also reported that their teachers used other materials in
learning English, apart from the textbooks given by the schools.
The students‘ maturity is well shown in the above results. Mature learners were
aware of what they want to learn and how to improve their learning. They did not
only criticise the materials but they thought that it was up to the teachers to use
them effectively. On the other hand, the majority of these students does not have
wider access to learning materials because library facilities are limited, and also most
parents do not have enough money due to high costs of living. Therefore, these
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students would prefer any materials than having no material at all. The grammar
lessons mainly involve form focused grammar teaching, as may be clear from the
examples provided in Appendix 9. The textbooks provide examples in order to help
students to understand the rules and language functions. At the same time, a few
students used their own materials in learning, and some of them also took private
tuition lessons for extra help and perhaps were not affected by the textbooks. The
textbooks also consist of other activities such as reading, writing, listening and
speaking, and they are colourful and attractive.
The above results indicate that students‘ beliefs about the textbooks are mostly
positive. Thus, the students in many respects are obliging and diligent. This result
may not provide a reliable evaluation of the textbooks because the findings may
have links to some cultural biases about ‗good‘ language learners (Harmer, 2001)
and what constitutes learning. The majority of students in Sri Lanka respects their
learning, and the textbooks are provided free in order to encourage learning, so
students are not very open-minded about materials given by the MOE. Hence, it will
be useful to provide additional resources for teachers to be used in their grammar
teaching. The students‘ comments about teachers‘ skills are very important here.
Students have been exposed to different teaching practices in schools and tuition
classes, and therefore they can assess the teachers and what they should be doing.
This highlights and confirms the above finding of the importance of developing
teacher training to engage in contextual teaching and material adaptation.
6.4.

A comparative analysis of teachers’ beliefs and students’ beliefs

The findings discussed indicate that teachers‘ beliefs are mostly compatible with the
beliefs of the students. This finding is obtained in all the sub-topics discussed in this
study.
Firstly, the majority of teachers and learners believed that deductive grammar
lessons were useful, for various reasons: for improving grammatical accuracy,
monitoring their own learning, passing examinations and understanding meaning to
communicate in English. Therefore, it is seen that teachers‘ and students‘ perceptions
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of the importance of grammar lessons are very similar. The results from students
indicate that students have clear views about what constitutes an effective grammar
lesson. Teachers know what their good students want to learn. However, the study
did not include the other group of learners, and therefore the results cannot be
generalised to Sri Lankan learners. Overall, both groups of participants acknowledge
the contribution of deductive and explicit grammar. The majority did not object to
learning grammar as separate lessons as long as they find the rules and structures
useful. Therefore, if teachers show the relevance and usefulness of grammar in their
contexts, students appreciate learning grammar.
On the other hand, the results demonstrated that students recognised the value of
the inductive method and 69% of students believed that they learnt grammar
inductively as well and in the interviews 10% of students were very positive towards
the inductive method. However, surprisingly, none of the students described any
inductive lessons when they were asked to describe the procedures of their favourite
grammar lessons. Teachers also acknowledge the importance of the inductive
method but observations show that they did not use it frequently. This may be
because the deductive method is predominantly used in classrooms and perhaps
teachers are uncertain about how inductive teaching can be used. However, the
evidence from the observations was that a small percentage of teachers employed
the inductive method in grammar teaching. Therefore, it is not absent in the system.
However, the interview results showed that some students felt that the inductive
method is difficult because:
 they do not have enough language background
 they find it difficult and they prefer clear instructions
 some students are not capable of discovering patterns
Overall, it can be concluded that the inductive method suits only some students and
may not be suitable in all contexts. Inductive grammar teaching is also recognised by
teachers who regard it as an alternative to the deductive method that is generally
perceived as ‗traditional‘. In that respect, students and teachers reach a consensus
about deductive teaching which suggests that grammar lessons are conducted
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effectively and efficiently. It is possible that future research into the inductive
method is required to find out its application in that context. This needs to be
combined with appropriate teacher training exposing teachers to various techniques
and contexts.
Similar results were obtained with the classroom activities used for grammar
practice. The results from the teachers and the students indicate that their preference
or choice is highly individual and depends on teachers‘ understanding of the context
and the students‘ learning styles. These findings support Gardener‘s (1983) multiple
intelligence and learning styles. Gardner mentions that people learn differently;
classrooms should employ a range of techniques to suit a variety of learning styles
and personalities. Gardner recognises eight learning styles: spatial, linguistic, logical
mathematics, kinesthetic, musical, interpersonal, intrapersonal and naturalistic.
However, he states that teachers do not need to teach in eight ways but to allow
opportunities for learners to engage in successful learning. This also indicates that
one particular curriculum that has a rigid learning routine may be disadvantageous
for some learners. Hence, teachers should be good decision makers.
Moreover, teachers‘ and students‘ responses on the usefulness of metalanguage are
also similar. The majority of the teachers and students believes that metalanguage is
useful to them. Therefore, including basic terminology in teaching is useful for
learners to be analytical. These findings can be validated against the findings of
students‘ views towards grammar lessons. Students believe that grammar lessons
need to be useful. Therefore, this implies that the metalanguage that they learn need
to be useful in some way for them. Thus, teachers need to create a need for learning
the metalanguage in order to make learning effective.
On the other hand, the majority of both teachers and students feels that the grammar
lessons in textbooks are interesting and helpful. Feez (2002) suggests that effective
learning may not happen ―from a random collection of unrelated items‖ (p. 2).
Therefore, Feez (2002) sees the importance of careful planning of a textbook which
has selected language focus and outcomes. Thus, having a textbook is useful to a
teacher, especially for a context like Sri Lanka where there are only limited learning
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resources. However, textbook design involves many skills and planning. The
―context culture‖ (Feez, 2002, p. 6) which is the broader cultural context, learning
context, needs of teachers and learners, learning and teaching methodology,
assessment procedures and evaluation procedures need to be taken into
consideration in textbook and syllabus designing.
Some teachers in this study felt that there were limitations when relying on textbook
based syllabus. They thought that lessons are useful for students‘ language
development. These findings contradict the finding of mismatches between teachers
beliefs and the students‘ beliefs (Lima & Fontana, 2007; Hawkey, 2006). The main
reason for similar beliefs displayed in this study could be the great motivation of the
students towards learning English. The learning culture of students would also lead
them to display a diligent behaviour of students to appreciate teachers‘ effort and
the materials. However, the learning culture also demonstrates a generally positive,
harmonious and supportive teaching environment where teachers and students
communicate effectively and respect one another.
6.5.

Implications for curriculum implementation and teacher training

This study has provided valuable insight into several pedagogical issues for the Sri
Lankan context. There is a number of implications taken from this study in regard to
curriculum planning and teacher training. The implications derive from two sources.
Firstly, the study asked teachers to provide suggestions for improvements in the
survey (open-ended responses) and the interviews. Secondly, learners offered
unsolicited feedback about classroom improvements. The teachers‘ responses in the
survey (open- ended question) suggest that they require effective teacher training
programmes to teach grammar in their classrooms and they also want more training
on materials preparation. They were critical of new techniques of grammar teaching
and they also want to know more about designing appropriate activities for their
students. In the interviews the teachers revealed suggestions for the following
improvements, displayed in the table 6.3 below:
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Category

Specific suggestions

Suggested improvements related to

Common textbook based syllabus for

the ESL syllabus, curriculum and

all is not fair: need to have different

teaching materials

levels of textbooks to suit different
needs and language competency
levels
Introducing a prescribed grammar
book for teacher reference. The list of
books that teachers use at present
indicates that they use variety of very
old books.

Suggested improvements related to

Improvement of the quality of

the ESL professional development

teacher training programmes

programmes

Teacher training should include
current issues on pedagogy and
material preparation

Problems and concerns

Lack of exposure is a concern.
Schools need to organise English
language exposure activities
Overcrowded classrooms in AB
schools
Lack of access to materials like text
books and the teachers‘ guides
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Practicality of the school-based

This is a good idea but the following

curriculum

problems would hamper its success
Inadequate facilities in many
schools
Teachers‘ limited access to
materials and resources
Teachers‘ limited skills in
material development and
design
Possibility of increase of
teachers‘ workload and
managing it
Possibility of increased
competition for schools‘
admissions (schools that are in
high demand)
Question of preparing all
students for a national
examination (Ordinary Level
and Advanced level)
The question of linking schoolbased curriculum with the national
curriculum

Table 6.3: Teachers’ suggestions for improvement: summary of results
Summary of students’ implied suggestions derived from their interviews
Less crowded classrooms to have more individual attention.
Teachers develop positive relationships to be less inhibited and care free.
The pedagogy needs to be interactive, interesting and competitive.
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The students themselves also should be more responsible for their own
learning.
These results indicate that teachers and students want to see some improvements
made in their system. This discussion is sequenced under the following sub-sections
for clarity and comprehensibility.
1. Implications for curriculum planning and implementation
2. Implications for teacher training
3. Implications for school administration and planning

6.5.1. Implications for curriculum planning and implementation
The findings of this study show that teachers adopt the mixed method pedagogy in
their classrooms based on their perceived needs of their students and their
professional judgment. This suggests that the ESL curriculum should have flexibility
and allow possible adaptations. Having a set syllabus for a range of language levels
and competency levels is undoubtedly a problem for many teachers. In order to
enhance effective learning, teachers should be able to adapt a variety of materials in
the classrooms according to students, content and proficiency levels. Therefore, the
curriculum reforms, while trying to introduce innovations, should aim not to limit
teachers‘ practices. In Sri Lanka, the current curriculum focuses on competency
based learning, which is a recent reform. However, teachers seem to be confused
with the way CBA interacts with functions, grammar and skills. The following
statement from Richards (2001) clearly explains why context needs to be examined
before a curriculum change.
Some proposals for curriculum change are well received by teachers, but
others may be resisted. In some situations teachers are well trained and have
time available to plan their own lesson materials. In other situations,
teachers may not have time for material planning and lesson production and
simply teach from their textbooks (p. 90).

The above situation is true with the Sri Lankan system where teachers teach from
textbooks. Sri Lankan teachers are not resistant to change but need continuous and
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sufficient training that addresses their needs and concerns. Therefore, before the
introduction of innovations the curriculum planners need to investigate the
feasibility of change and also the factors that affect its successful implementation
(Markee, 1997; Richards, 2001). Nunan (1986, 2010) suggests a need analysis to set
objectives and goals in a language teaching programme, combined with an
environment analysis that examines the needs of stakeholders, such as learners
teachers, and situation.
The results indicate that decentralisation of education would be beneficial as the
contexts are uniquely different and there are disparities between needs and the
standards in many schools (Perera, 2007). However, this is not a decision that the
MOE should make hastily unless the feasibility of this policy is well examined.
Comments made by teachers towards the school-based curriculum are quite
reasonable. Specifically, they are worried about the facilities (equal economic
support), teachers‘ workload and the national examination system. Unless these
concerns are taken into consideration, the school-based curriculum would even
widen the disparities and disturb the Kannangara free and equal education policy.
Yowono (2005) found that less privileged schools encounter various problems in
practising the school-based curriculum in Indonesia, and these schools cannot
compete with privileged schools in terms of offering good ESL programmes to their
students due to lack of resources. The teachers of this study mention the tension that
they might have from parents for the admission in popular schools. Therefore,
curriculum innovations need to be combined with sufficient, appropriate and
evaluative action. Nunan (2010) suggests that an evaluative process is important part
of a curriculum innovations and change. Hence, Sri Lanka should establish an
appropriate evaluative process to obtain feedback for the current curriculum from
teachers, students and principals (this is not a practice according to the researcher‘s
knowledge).
On the other hand, recommendation of a particular pedagogy for all is also
discussed as a problematic area. Teachers should be good decision makers and
organise their own pedagogy that suits the levels and needs of their students. The
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findings of this study showed that there are various practices and beliefs. Therefore,
even if the MOE recommends a specific pedagogy, there is less hope that teachers
will implement it closely in the classroom as a result of their beliefs about of learning
grammar students‘ needs and students‘ proficiency.
6.5.2. Implications for teacher training
As demonstrated in the previous section, the teachers‘ knowledge of and about the
language and of pedagogical innovations enables teachers to engage in autonomous
teaching to suit the needs of the context. Hence, this study identified the need for
effective teacher training and curriculum planning. Both top-down and bottom-up
approaches (Hayes, 2005) are important steps in organising appropriate curriculum
planning, and project-based participatory training is a useful starting point (Hayes,
2005).
Darling-Hammond (2006) proposes a ‗professional policy‘ for powerful and equitable
teaching and learning: a ‗professional policy‘ ―holds a profession accountable for
developing shared expertise among all of its members, rather than imposing
standardised prescriptions for practice that would fail to meet clients‘ different
needs‖ (p.18). She emphasises that the teacher should not only be at the centre of
practice but also the policy. For example, Darling-Hammond (2006) provides good
evidence from Finland which has raised learning standards by educating ―all of its
teachers in 3-year master‘s degree programmes that include strong content
preparation and pedagogical preparation, especially focused on learning to teach
diverse learners well, including those with special needs, developing a reflective,
inquiry orientated approach to teaching‖ (p. 20).
In spite of the fact that there are restrictions for a school-based pedagogy as
mentioned above from the perspectives of the teachers, the study shows that teacher
practices are quite independent from the MOE recommendations (2007 reform). The
teachers seem to adopt a pedagogy suitable to their classroom and based on their
perspectives of the students and their learning. Thus, they engage in context-based
or teacher-based teaching. Both students and teachers underline the need for
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teachers‘ improvement in delivery techniques and material preparation. Richards
(2001) shows different dimensions that affect teachers‘ practice: teachers‘ language
proficiency, teaching experience, skills and expertise, training and qualifications,
morale and motivation, teaching style, and beliefs and principles. Hayes (2004)
emphasises the need for teachers‘ voices to be heard to provide effective teacher
training. This training should take into account different influences in teacher beliefs
and raise teachers‘ appreciation of reflective practice.
Graves (2000) suggests that teachers need to learn to problematise the context,
defining the challenges such as ―class size, multi levels, number of hours, lack of
resources and lack of experience‖ (p. 20) in order to meet success. Teachers need to
direct their autonomy. Farrell (2007) argues that reflective language teaching, which
is a bottom-up approach to teacher training, will allow teachers to reflect on their
practice. He claims:
..... teachers must subject their own beliefs of teaching and learning to
critical examination, by articulating these beliefs and comparing these
beliefs to their actual classroom practices to see if there are any
contradictions between practice and underlying beliefs.

(Farrell, 2007, p. 9)
Therefore, teacher training should not focus on training teachers to adopt a
recommended pedagogy like CBA. Training has to be teacher oriented practice
based on the need of the students and their environment. The Sri Lankan ESL Tamil
teacher who participated in Hayes‘s (2010) case study pointed out that he did not
learn much from his teacher training. Hayes‘ (2010) participant, Krishnan 9, said, ―I
did not learn very much from the training college. Lecturers were not good models‖. Even
though this derives from a case study, it provides some understanding into what
teacher training would mean to a teacher. Similarly, some participants from this
study also questioned the quality of teacher training at present.

9

a pseudonym used by Hayes (2010)
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Language teachers in the Sri Lankan context need improvement in language
knowledge, proficiency and methodology of teaching. The present study shows
some evidence of teachers‘ lack of spoken skills for English language and
understanding of functional grammar. Teachers need to be offered opportunities for
practising various techniques and methods, and be encouraged to reflect on their
practice (Kumaravadivelu, 2003). Hence, improvement in quality of teacher teaching
is highly desired in the context. Teachers should be trained by evaluation of different
given scenarios of teaching. By examining each case study and trying to adapt their
teaching to suit the scenario, teachers may develop their own critical thinking and
examine their beliefs to adjust to suit the needs of the students. Training
programmes can be accompanied by feedback from innovative teacher educators
who are experienced and knowledgeable. This would result in teacher trainees being
able to reflect on what they have done and what they were supposed to have done.
A study by Tanner et al. (2000) suggests using portfolios in pre-service teacher
training for stimulating teachers‘ reflective practice.
Another suggestion is recommended by Atay (2008). He suggests a research oriented
programme where teachers are exposed to current research in teaching and given
opportunity to critically reflect on these findings has a greater impact on teachers‘
professional development. Atay‘s study was based on a current in-service education
and training programme (INSET) and it consisted of three major courses namely 1)
Theoretical Knowledge on ELT, 2) Issues for Investigation and 3) Investigating the
Classroom and Doing Research.
Indeed, knowledge about current research is useful, but teachers should be able to
identify their own contexts conducting mini-research studies in order to generate
with ideas for their own teaching. Kumaravadivelu‘s (2003) pedagogy of practicality
aims at teacher-generated theories and emphasises the teacher‘s role as a researcher
or co-researcher. There is a dichotomy between expert-generated theories and
classroom practice (O‘Hanlon, 1993). Hence, action research would enrich the
knowledge of teachers and help them to reflect on their teaching and their students.
Elliott (1991) suggests that action research should aim at improving practice rather
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than producing knowledge. Teacher action research, thereby, enhances teachers‘
development while allowing them to reflect on what they do. This is in line with
students‘ suggestions about effective grammar lessons and need for making students
aware of the usefulness to make it challenging.
Moreover, Kumaravadivelu (2003) suggests that teachers need to be equipped with
macro strategies to engage their students in their own learning. Any pedagogy
should focus on the group of learners and the group of teachers within a particular
situation. As every situation is unique, meaningful pedagogy should cater only to
that context. It is not always possible to implement foreign ideas, imported from
other parts of the world, in a particular context. Kumaravadivelu (2003) quotes two
exemplary situations where CLT works in the USA and Europe, and also mentions
that CLT may not be applicable in Pakistan. Therefore, he states that ―teaching is
challenging, engaging, fulfilling and frustrating‖ (Kumaravadivelu, 2003, p. 5). Thus
teachers need to be strategic thinkers and strategic practitioners. The results of the
teachers‘ demographic data showed that most teachers who participated in the study
have only acquired the basic certificate for teacher training or teaching diploma.
Only a few teachers had extended their professional and academic qualifications.
Therefore, the MOE needs to take measures to improve teacher‘s training
programmes in the entire country. Hayes (2007) states that current teacher training
has been inadequate. Thus, the MOE needs to investigate effective processes of
teacher training, taking the above studies as examples.
6.5.3. Implications for school administration and planning
As teachers in this study recommend, the MOE should take measures to implement
organise school administration to minimise teacher restrictions, such as too much
pressure from principals, parents and also from overcrowded classrooms. This will
minimise teacher tension which in effect can hamper effective practice. The MOE
should also adopt a suitable system to employ respective officers, such as ISAs and
directors, to work with teachers. For example, T15 insisted that it was the
responsibility of the MOE to ―appoint the right person to the right job‖. Thus, some
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teachers expressed their dissatisfaction towards ineffective services provided by
such officers. Perera (2007) too indicates that it is important to establish a consistent
system to recruit senior officers without political interference. Variations within
schools are equally important determinants of teaching. A well organised and
established administration would not disturb the practice of the teachers.
The results demonstrate that there is a need for funding and facilities in better
distribution. As Perera (2007) notes, this has been one reason for maintaining quality
of education in many schools. The teachers of this study had compassionate
attitudes towards less privileged schools located in rural areas. They believed that
they do not have sufficient resources to facilitate their students‘ learning.
To conclude, this study has revealed that the MOE in Sri Lanka should investigate
the implementation of the above recommendations for improving the quality of
teaching standards in ESL, while examining the contextual factors that are relevant
and effective in providing a promising pedagogy to teach English in secondary
schools. The teachers‘ and students‘ beliefs are strong indicators of a successful
pedagogy and should be consulted for any curriculum innovation and teacher
training. Moreover, teachers‘ voices need to be heard and therefore the MOE can
organise a programme for teachers to exchange ideas. This can be a supportive
environment such as meetings or online forums, where teachers can write their
ideas, problems and concerns.
6.6.

Conclusion

This chapter discussed findings in relation to the research questions of this study.
Firstly, it analysed and presented the findings of the teachers‘ pedagogical practices
of grammar teaching. This discussion included teachers‘ approach, methods and
grammar practice activities employed in grammar teaching. It also examined and
evaluated the learning materials used in grammar teaching. Then, it discussed the
findings in relation to students and their language learning. Finally, it provided
implications for teacher training and curriculum planning.
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As far as the teaching approach is concerned, the findings show that teachers
employ a context based, eclectic approach in grammar teaching, and their teaching
practices are shaped by their understanding of the context, and the needs of the
students in relation to their experience. However, the mixed methods design of this
study has revealed that there are some mismatches between what teachers report
and what they practice. This finding alerts curriculum planners to the risks of
employing a ‗one size fits all pedagogy‘ which teachers may not find practicable in
their contexts.
The findings show that the majority of teachers rely highly on teaching grammar
deductively, and they believe that it is essential in their context. The teachers‘ focus
of deductive grammar teaching is based on either form or meaning or both. In most
cases, teachers‘ beliefs toward grammar teaching are often compatible with students‘
beliefs. Teaching grammar in integration is a concern for both teachers and students.
The students believe that they enjoy learning grammar when they are made aware of
its usefulness and when it is interesting. Teachers also wish to extend their English
language proficiency and their teaching skills.
The study found that teacher training and curriculum planning are two important
areas that need to be addressed to make improvements in the system. Teachers need
to develop their language proficiency and teaching skills by participating in effective
teacher training. The study provided some recommendations for successful teacher
practice. Effective curriculum planning should involve needs analysis and
environment analysis, and evaluation processes consulting teachers and students
who are from various contexts in the country. Teacher training should enhance
reflection on teachers‘ beliefs and real life practices to help teachers to make effective
decisions in their own classroom contexts.
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Chapter Seven
Conclusion
This chapter revisits and reflects on the previous chapters to provide a conclusion to
the thesis and implications of the overall study. Firstly, it will begin by examining
the research questions and the methodology employed in data collection and the
analyses to arrive at conclusions. Secondly, the major findings will be summarised in
relation to the research questions. In the next section, the chapter provides
recommendations for improving grammar pedagogy in Sri Lanka. Then, it illustrates
the limitations of the study based on the scope, participants, research design and the
data collection instruments used. Finally, it discusses future research directions that
can follow this study.
7.1.

Focus and research questions

This research project investigated teachers‘ and students‘ beliefs about grammar
teaching practices in Sri Lankan secondary schools. As there has been limited
research in ESL education, this study fills the gap. The main research questions of
this study, as stated in Chapter 1, were:
1. What are the current practices in regard to teaching grammar?
2. What are the teachers‘ beliefs about grammar teaching?
3. What are the students‘ beliefs about the practices in grammar teaching?
4. Are the teachers‘ beliefs about grammar teaching compatible with the
students‘ beliefs?
5. What are the teachers‘ suggestions for improving grammar teaching?

As stated in the research questions above, the study examined current practices of
grammar teaching and teachers‘ and students‘ beliefs towards those practices. The
study gathered data using the mixed methods approach as discussed in chapter 3
and the thesis presented its findings in Chapter 6. The study surveyed 61 teachers
and 96 students to examine teachers‘ and students‘ beliefs about ESL approaches,
grammar teaching methods, grammar practice activities, inclusion of metalanguage
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in teaching grammar, and grammar lessons in current textbooks. The study also
employed face-to-face semi-structured interviews with 30 teachers and 30 students
to discuss the above topics. Additionally, the study used 22 classroom observations
of grammar lessons to examine teachers‘ and students‘ use of methods and practice
activities in grammar teaching. These instruments provided an in-depth analysis of
secondary school grammar practices.
The study employed both quantitative and qualitative data analysis procedures to
arrive at the results. The survey was used to examine relative frequencies of positive,
negative and neutral (mixed) closed responses based on the themes of the surveys.
Grounded theory was employed to examine the themes emerging from the open
ended questions in the surveys. Interviews were analysed using grounded theory
which identified themes that emerged from data. The findings offered useful
implications for curriculum development and teacher training in Sri Lanka and other
similar contexts. The sections from 7.1.1 to 7.1.5 below will offer a summary of the
key findings.
7.1.1. Current practices of teaching grammar
The study examined teachers‘ grammar teaching practices in relation to ESL
approaches, grammar teaching methods and grammar practice activities employed
in their teaching. Both quantitative and qualitative data analysis processes carried
out indicated that grammar teaching is a multidimensional issue that cannot be
discussed under a particular umbrella of pedagogy. Teachers‘ pedagogical practices
are complex and are decided by their understanding of the students‘ needs,
language exposure and their own professional judgment and beliefs. However,
teachers value several ELT approaches, especially CLT and CBA. Teachers seem to
mistakenly identify the PPP approach as equivalent to CLT. CBA, which is the
current recommended approach, is considered useful even though many teachers
are not very clear about the details of its implementation. The results did not identify
teachers‘ use of CBA except for some use of group and pair work that CBA
recommends. This mismatch between what the curriculum suggestions and teachers‘
practice supports findings of Sakui (2004) who discussed teachers‘ difficulty in
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integrating CLT and form focused grammar. However, this result offers only
evidence about their practices in grammar teaching lessons since the study did not
observe other skills focused lessons. Many teachers regard the eclectic approach as
their preferred pedagogy because of the flexibility that it lends teachers to adopt any
methods and techniques of their choice. However, an important finding of this study
is the indication of a mismatch between curriculum policy and teachers‘
understanding. Liyanage et al. (2010) highlight the risk of importing methodologies
from western contexts and they point out that contextual factors such as religion and
culture may influence students‘ ESL learning.
The majority of the teachers employs deductive grammar method because teachers
believe that it has a great impact on their students in learning grammar. Teachers
support the use of inductive teaching method and there is some evidence of its
implementation in their practice. The patterns that emerged (form focused, function
first form focused, and activity based) in the deductive lessons indicated that
teachers‘ grammar teaching practices are governed by their beliefs and values of
learning grammar. Some teachers believe that learning about the form first (as in
form focused teaching) is an essential component in teaching ESL (Sheen, 2006). In
contrast, some teachers believe that learning about language function is important
for students‘ grammar knowledge. In the activity based grammar lessons, teachers
combine both functions and the form in teacher initiated guided mini tasks.
Deductive teaching is favoured because teachers believe that students benefit by
learning the rules. Students also agree with the teachers.
Some teachers want to teach grammar in isolation, and some believe that teaching
grammar in integration with speaking activities is the most effective. There is
evidence in the findings about teachers‘ practice of teaching grammar in isolation
but not much in integration. Hence, teachers‘ practices are based on how they make
sense of what they do (Pajares, 1992). These teachers are supportive of their practices
and feel confident with their methodology.
Similar findings were obtained about teachers‘ practices in regard to teachers‘ use of
grammar practice activities. Teachers believe that ‗language practice‘ is effective in
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language learning, even though it is underpinned by the theory of behaviourism
which is considered out-dated in ESL (Johnston, 2001). Teachers employ a variety of
techniques based on their beliefs; particularly about the effectiveness of several
techniques (employed in the study) such as translation, comparing L1 with L2,
drilling, sensitization and consciousness-raising. Students endorsed the use of a
variety of techniques for learning grammar. The results suggested that teacher belief
system is complex because the classroom itself is a unique context (Borg, 2006,
Kumaravadivelu, 2003), and therefore teachers‘ pedagogical decisions can be varied.
Hence, teacher‘s beliefs are shaped by their understanding of the context,
experiences as students and teachers, and their knowledge about the language itself.
For example, some teachers think some grammar rules are difficult and therefore,
drilling or repetition may help their students to conceptualise them. Some teachers
are quite confident to mention ―I use my own methods based on the needs‖. They
did not seem to justify the usefulness of a technique based on its popularity (old or
modern) as long as it is useful for their students.
7.1.2. Teachers’ and students’ beliefs on grammar teaching
This section of the chapter provides a brief analysis of teachers‘ and students‘ beliefs
by combining the research questions two, three and four in order to avoid repetition
and improve clarity.
Borg (2006) divides teacher cognition research on grammar into three groups:
teachers‘ declarative knowledge about grammar; teachers stated beliefs about
teaching grammar; and teachers‘ cognition expressed through practices. This study
provides findings for the last two categories. Overall findings of this study reveal (as
mentioned above) that formal instruction in grammar is an important component in
teaching and learning: a large majority of teachers and students believe that
grammar should be taught and should have a major role in ESL curriculum. Thus,
there is no mismatch between teachers‘ and students‘ beliefs as found in other
studies (Hawkey, 2006). Ellis (2008, p. 24) states that ―little learning is likely if there
is a mismatch between the teachers‘ and the students‘ belief systems‖. Therefore, the
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similarity in student and teacher belief system is a positive sign as it suggests that an
effective and collaborative classroom environment promotes learning.
Teachers have different beliefs about how grammar should be taught. Teachers‘
rationale for such stated beliefs was also provided and these include their own
perceptions as students and how they learnt English, perceptions developed with
the experience in their own context and their understanding about their students.
This finding

also

confirms that

teachers‘

decision-making

involves their

understanding of how students learn. Hence, teachers have an individualised
pedagogical system that is governed by their understanding of students and the
context. This raises the need to empower teachers with skills to be able to adapt
classroom techniques depending on students‘ needs.

Similarly, students agree with the usefulness of grammar teaching methods used by
their teachers. Students do not object to learning grammar as separate lessons as
long as they are informed and understand about the usefulness of grammar rules or
terms they learn. They want their teachers to use clear explanation and interesting
delivery techniques to make them engaged. They also prefer games and spoken
activities to be incorporated in grammar teaching. This confirms the need for
teaching grammar in integration (Borg & Burns, 2008). Teachers too believe that
incorporating speaking is more useful, but do not necessarily practise speaking, as
seen in their lesson descriptions and the observations. Teachers explain that
applying the inductive method is not possible in all contexts because of students‘
lack of exposure. Teachers do not seem to know how integration is practically
conducted in lessons. Thus, teacher training needs to focus on promoting strategies
for grammar integration and a variety of grammar practice techniques, which could
be a motive for future research.

Additionally, the study found that metalanguage is also a useful component in
grammar teaching pedagogy, as viewed by both teachers and students. The great
majority of teachers uses metalanguage in teaching depending upon their
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perceptions of its usefulness to their students. Students also believe that the
metalanguage they learn helps them in their analytical thinking and in improving
learner autonomy. Teachers use metalanguage to teach grammar for various reasons:
to provide knowledge about the language; check accuracy in writing; and achieve
success at examinations. Students support the teaching of metalanguage as long as it
is introduced appropriately and creatively.

Teachers in this context do not have access to teaching materials, like many other
contexts in developing countries. Therefore, they value the textbooks highly. The
majority of teachers and students think that the lessons provided in the textbooks are
useful, and teachers make use of them in their teaching. Teachers also adopt other
materials and develop their own lessons to teach grammar to their students. This
supports Feez‘s (2002) emphasis on a text-based syllabus which allows teachers to
include carefully selected materials and lessons for classroom input rather than
random materials used in teaching. However, Sri Lanka needs to evaluate the
usefulness and relevance of these materials in all contexts, especially in rural areas as
there are resource differences between rural and urban areas.

The important finding of this study on teachers‘ beliefs is consistent with Borg‘s
studies (2003, 2006), teachers‘ beliefs may vary based on their context and needs of
the students. This shows that a teacher‘s practice may vary according to how she/he
perceives the classroom context and the students‘ abilities. This is a positive finding
for teacher training which shows that teachers‘ understanding of a context can be
improved by providing more training opportunities. This also highlights that teacher
learning can be simplified if teachers‘ perception is developed through reflective
practice (Farrell, 2007). Hence, teachers need to be flexible and adaptive to be able to
function in different contexts. The following diagram illustrates this principle
clearly.
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Teacher 1
Context A

Teacher 1
Context B

• Student levels of L2 proficiency
• Student needs
• Student learning styles
• Student interests

• Student levels of L2 proficiency
• Student needs
• Student learning styles
• Student interests

Figure 7.1: The contextual variation of teacher decision-making process
7.1.3. Suggestions for improvement in grammar teaching
In the study, teachers‘ suggestions for improvement in grammar teaching were
examined. The suggestions include not only grammar teaching but also other areas
such as curriculum design and school administration. As far as grammar teaching is
concerned, teachers‘ need for learning their own grammar and knowledge of current
trends of grammar were confirmed. Brown & Miller (2006) argue that ESL teachers
need strong command of English and good knowledge of English grammar to be
effective ESL teachers. The study showed evidence of teachers‘ use of old grammar
books for reference, and teachers‘ need for one current grammar book for uniformity
across the school that includes current theories of grammar. Moreover, one unified
syllabus, especially borrowed from other contexts, for Sri Lankan schools is
problematic, and therefore teachers think they need to have relevant skills and
freedom to adapt materials them to develop the ESL skills of the students based on
student need. As seen in the study, the option of the school based pedagogy is also
not practical unless certain conditions, such as lack of materials, overcrowded
classrooms and teacher education programs, have been organised in the system.
Teachers expressed dissatisfaction with teacher education programs because they do
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not promote teachers‘ skills, especially in material preparation. If school-based
policy is to be adopted, students may not have equal opportunity for learning
because the opportunities that students receive in popular schools are different.
There is a massive disparity between the quality of learning between the rural and
the urban schools (Perera, 2007).
However, improving teacher skills through different teacher training programs is
highly desirable. Teacher-education programs should be more engaging and
interactive. One teacher‘s comment that ―the right person should be appointed for
the right job‖ highlights the dissatisfaction of recruitment procedures of education
administrative, superior officers, in-service advisors (ISA), and directors who are
entrusted with the responsibility of teacher training. This is observed in Hayes‘s
(2004) case study which was conducted in Sri Lanka with an English teacher. This
teacher did not think that the time he spent at the teachers‘ college was productive
for him because of the methods used by teacher educators. Teacher training should
reinforce teachers‘ reflective practice and critical thinking to develop and grow with
teaching experience. Both students and teachers emphasise the importance of
gaining a variety of teaching skills, exposure to activities and practice in various
methods of teaching grammar such as inductive, deductive integrated skills,
consciousness raising and others. Additionally, the study suggests that teachers
want less pressure from principals and parents about completing the syllabus which
creates tension and forces teachers to focus on the syllabus but not on students‘
needs.
7.2.

Recommendations

The findings of this study have provided some possible recommendations for
improvement in order to provide quality learning opportunities to students in the
secondary grades in Sri Lanka. Thus, the discussion offers some insight into teacher
training, curriculum evaluation and material preparation.
A strong training program that allows reflective practice to develop teachers and
their skills is highly recommended. The results of this study can be used as a
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reflection for teachers to extend their teaching. As can be seen in the findings of this
study, grammar is a significant component in ESL teaching in the Sri Lankan context.
The students and teachers agree with the contribution of grammar teaching. The
students reveal that they like grammar when they know why a grammar component
is useful. This confirms the role of skill integration in grammar teaching. The
integration should happen by creating a need. For example, teaching grammar
lessons haphazardly may not be useful. Moreover, the classroom observations and
the interviews did not see that teachers had adequate time to integrate grammar into
speaking tasks (in 35 to 40 minutes) which many students thought was useful. Canh
& Bernard (2009) also point out that students should have adequate time to engage
in communicative activities apart from deductive grammar learning. Both students
and teachers highlighted the need for new skills and techniques. Teacher training
(long term and short term) needs revision and careful planning in order to provide
practical skills for teachers. Therefore, there is a need for updating teacher education
in Sri Lanka.
Thus, the MOE needs to explore more effective methods for teacher training. Hayes
(2005) has viewed top-down training approach as less effective. Teacher training that
focuses on understanding the context is essential. This can be done by providing
scenarios and case studies for teachers to reflect on their usefulness to develop
critical thinking skills (Farrell, 2002). Most teacher training programs only focus on
teaching techniques or lesson planning, as in TIM. Teachers should explore the
context, students, needs, level of motivation, current skills, and resources available.
Then s/he could plan the tasks or adapt the given tasks. Additionally, teacher
training programs can be designed by local experts who know the context. Foreign
scholarships to educate teachers may not be a strong necessity because foreign ESL
training programs in mushrooming institutes all over the world may not always
provide adequate training required for a Sri Lankan teacher. A study by Liyanage &
Bartlett (2008) shows that pragmatic issues, such as resources and textbooks, impact
greatly on teachers‘ practice when they go back to their home countries after teacher

305

Chapter 7: Conclusion

training in Australia. However, one of the great advantages of overseas training is to
develop teachers‘ language knowledge and fluency.
Hence, another important area that this study highlighted that needs attention is
curriculum evaluation. There are teachers and students who believe that textbooks
constrain their teaching. Therefore, current curriculum and textbooks in secondary
grades need some revision to help teachers to be autonomous and prepare activities
to suit the levels and needs of their students. If effective evaluation is conducted,
MOE can be informed about the strengths and weaknesses to make possible
solutions. As there are various factors that affect the successful implementations of a
curriculum and learning (Liyanage & Bartlett, 2008) curriculum evaluation that
includes teachers, students, and principals from various contexts including rural
areas will be highly beneficial.
Moreover, teachers have seen the lack of exposure to English as one of the stumbling
blocks in learning English in the secondary schools. In order to overcome this
problem, the schools can develop programmes to offer more opportunities for
exposing their students to English. Some of these exposure activities may not require
much funding, as seen in Kumaravadivelu‘s (2003) micro strategies to maximise
learner opportunity to learn a language. These techniques, such as exploratory
projects, listening to news and reading newspapers, can combine learning with the
local and international community.
Finally, politics should not interfere with the education system in the country,
especially when recruiting teacher educators and education directors. The MOE and
the NIE need to hire suitable trainers to bring their expertise to the system. As one of
the teachers mentioned, ―the right person to the right job‖ should be the policy that
would encourage proactive measures that enhance quality learning.
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7.3.

Limitations of this study

There are several limitations of this study based on its scope, participants and the
data collection and the analyses carried out.
Scope
The study focused only on explicit grammar teaching and learning which a practice
is in the system. It has not included how grammar is taught or discussed in other
activities such as speaking, reading and writing as integrated in current textbooks.
The study did not investigate possible incidental grammar discussion that teachers
might engage in their lessons as this would have made the study unmanageable.
Participants
Due to time limitations (3 year PhD study), the study is more or less a case study
because it included a small percentage of teachers (n=113) from the total teacher
population in Sri Lankan. The teachers are from a number of convenient schools that
are urban or suburban, but there are many difficult schools located in rural areas
where there is zero exposure to English with limited teachers and resources. These
schools may not have even basic facilities with proper desks, chairs or buildings.
The student participants in this study are all good language learners who have
obtained at least a credit pass at their Ordinary Level examination. The findings
cannot be generalised to unsuccessful students who have not indicated their views
about current practices to teaching grammar. These unsuccessful students may have
different reasons for their failure, such as learning disorders, absenteeism, family
problems and other reasons such as bad classroom manners and attitudes. The study
investigated the views of good students to narrow the scope of the research.
The teachers were all trained teachers who had completed two separate teacher
training programmes: some had followed the teacher training in a Teaching College
(two years full time) and others had followed the diploma in a College of Education
(two years full time and one year internship).
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Design, data collection and the analysis
The research has employed the mixed method analysis in order to support the
qualitative analysis with the quantitative data. In the analysis, the study did not
compare the beliefs data from two types of schools, 1AB and 1C. Most students from
both schools demonstrated more or less equal language competency levels, but
students from educated parents could have had different levels of exposure to
English (like one student who had lived abroad).
The study did not use quantitative data analysis software packages such as SPSS to
analyse and compare results of the surveys due to time limitations of the study. For
similar reasons, it did not employ statistical analysis such as correlation, cross
tabulations or any other kind of descriptive statistics to arrive at results. This was
based on the purpose of the survey which was used to support the qualitative
analysis conducted and for triangulation purposes. This decision was finalised in
consultation with the university statistician.
7.4.

Implications for future research

While the research has provided considerable insight to grammar teaching
pedagogy in Sri Lanka, it has opened the path for potential research projects that
could be implemented to enhance further understanding of the Sri Lankan context.
Some possibilities are:
 a study that examines and compares the practice and beliefs of students of
1AB and 1C schools will be useful. This might provide different and more
specific results of teachers‘ and students‘ beliefs about their grammar
pedagogy.
 the teachers in the study revealed their interest for further education in
teaching, and the study discusses the need to improve teacher autonomy.
However, the study did not analyse the current teacher training programmes
to examine whether they contribute to developing teacher autonomy. A
research study into a programme that develops teacher autonomy similar to
Atay‘s (2008) will be useful in order to ensure quality teaching.
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 one important discussion in grammar teaching is teaching grammar in
integration (Borg & Burns, 2008). This study also shows some positive
evidence for integration of grammar. A qualitative study on how teachers
integrate grammar with other skills will be very useful to promote teacher
training.
 the study examined only the grammar pedagogy particularly in grammar
lessons. However, the curriculum allows teachers to teach the other four skills
apart from grammar. An investigation into incidental grammar focus in other
lessons such as writing, reading, speaking and listening activities in the
secondary grades would offer an elaborate understanding of teaching and
learning.
 the study examined the views of good language learners who are motivated
to learn. The students who are unsuccessful might have interesting narratives
about their experiences of grammar lessons. The reasons might be attributed
to a mismatch between their beliefs with teacher beliefs as Ellis (2008) claims
and emphasises that these student beliefs can be changed through teachers
making their beliefs explicit to the students. Therefore, what demotivates
students, if they are apprehensive of the pedagogy, and what factors
contribute to this condition, are some questions that are worth examining.
 the study indicates teachers‘ dissatisfaction with a curriculum that is
imported from another context because it has little value when engaging in
contextual teaching (Liyanage et al. 2010). This confirms the validity of
applying post method principles (Kumaravadivelu, 2003). However, other
socio, economic and cultural factors might influence the implementation of
such pedagogy. Therefore, an investigation into such factors that influence the
successful implementation of a curriculum is important.
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7.5.

Conclusion

In conclusion, the study provided an in-depth understanding of teachers‘ and
students‘ beliefs about and practices in grammar teaching pedagogy in Sri Lankan
secondary schools. The secondary school education system is one of the most
important areas of education that develops the basic skills and personality traits of
the future generation. Hence, a country should pay attention to its teachers who
need to be skilled in order to be effective professionals in a rapidly changing world.
As Rivers (1992, p. 373) mentions, teachers should remain strong ―like the sea
anemone‖ which can sway to the rhythm of the tides of the sea ―without being
swept away purposelessly‖.
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Research Involving Humans (National Health and Medical Research Council, 1999):
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applicable).
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Cc Dr Eleni Petraki
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Teachers’ Questionnaire

About you (Demographical information)
Please tick the appropriate box

1. Sex:
Male

Female

2. Number of years of teaching experience:
□ Less than 5
□ 5-10
□ 10-20
□ over 20

3. Professional qualifications:
English Trained
Degree in English
Diploma in English
MA in TESOL

4. School category:
1AB

1C

2

5. Write the names of the text books you use in grammar teaching lessons (those
that are provided by the government or other ones you use)
………………………………………………………………………………………………
………………………………………………………………………………………………
………………………………………………………………………………………………
………………………………………………………………………………………………
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Teachers’ grammar practice
Please tick the appropriate box
Strongly agree:5, Agree:4, Undecided:3, Disagree:2, Strongly disagree:1
6

I use the steps of the Competency Based Approach
(Engagement, Exploration, Explaining, Elaboration and
Evaluation ) in teaching grammar

5

4

3

2

1

7

I use the Presentation, Practice and Production steps in
teaching grammar

5

4

3

2

1

8

I use a combination of methods in teaching grammar

5

4

3

2

1

9

I provide learners with examples first and let them discover
and discuss the rules themselves

5

4

3

2

1

10

I explain grammar rules to my learners and then get them to
do practice

5

4

3

2

1

11

I use translations and compare English with Sinhalese /
Tamil structures to help learners to conceptualize language.

5

4

3

2

1

12

I use real life activities in teaching and practicing grammar

5

4

3

2

1

13

I encourage students to become aware of and discover
grammar rules in reading activities

5

4

3

2

1

14

Spoken activities and games are used in teaching grammar

5

4

3

2

1

15

I provide learners with opportunities to use grammar in the
classroom

5

4

3

2

1

16

I get the learners to practise language structures by asking
them to repeat sentences (drills)

5

4

3

2

1

17

The activities in the text books are very useful in teaching
grammar

5

4

3

2

1

18

My methods of teaching are constrained by the government
text books

5

4

3

2

1

19

I would prefer to teach without the text books that are
provided by the government

5

4

3

2

1
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Briefly respond to the following question
What other methods do you use in teaching grammar? Please briefly comment on the
grammar activities in grammar

………………………………………………………………………………………………………
………………………………………………………………………………………………………
………………………………………………………………………………………………………
…………………………………………………………………………………………………….
Teaching Metalanguage
Strongly agree:5, Agree:4, Undecided:3, Disagree:2, Strongly disagree:1
21

Grammatical terms are very useful in teaching

5

4

3

2

1

22

It is useful to learn only the basic terminology such as verbs, 5
nouns, adjectives, and adverbs

4

3

2

1

23

Grammatical terminology makes learning more difficult

4

3

2

1

5

Briefly respond to the following question
Do you teach grammatical terminology? Why? Why not?
………………………………………………………………………………………………………
………………………………………………………………………………………………………
………………………………………………………………………………………………………
………………………………………………………………………………………………………
…………………………………………………………………………………………………….
Teachers’ beliefs and Suggestions for improvement

Strongly agree:5, Agree:4, Undecided:3, Disagree:2, Strongly disagree:1
24

Grammar should be taught in context and in real life
activities.

5

4

3

2

1

25

Comparing L1 and L2 grammar is important to clarify the use
of certain grammatical aspects to students

5

4

3

2

1
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26

It is important to incorporate grammar in communicative
activities

5

4

3

2

1

27

Teachers should explain grammar rules to learners

5

4

3

2

1

28

Teachers should be given authority to take decisions about
the curriculum

5

4

3

2

1

29

Grammar activities in text books should be changed

5

4

3

2

1

30

Teachers should be given a training on creating classroom
activities

5

4

3

2

1

31

Teachers should be offered more training on different
methods used in grammar teaching

5

4

3

2

1

What are your suggestions for making improvements in teaching grammar?
………………………………………………………………………………………………………
………………………………………………………………………………………………………
………………………………………………………………………………………………………
……………………………………………………………………………………………………..
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Students’ Questionnaire
About you

1. Sex: □ male
□ female (please circle)
Age: ………………………….

2. Do you speak English at home? (Please circle)
a. often

b. rarely c. never

3. How do you assess your English language competency?
Please circle the appropriate box

Reading
Very
good

good poor Very
good

Writing

Listening

good poor Very
good

Speaking

good Poor Very
good

good poor

Section 1: About Grammar teaching Preferences and attitude to grammar teaching
Please circle the appropriate box
Strongly agree:5, Agree:4, Undecided:3, Disagree:2, Strongly disagree:1
1

I learn when teachers explain the grammar rules

5

4

3

2

1

2

I learn when we practise rules in written activities

5

4

3

2

1

3

I pick language rules (myself) when I engage in classroom
activities

5

4

3

2

1

4

I extend my learning by thinking about grammar rules

5

4

3

2

1

5

I learn when the teacher asks us to repeat sentences in the
classroom

5

4

3

2

1

6

I learn when the teacher translates English sentences into
Singhalese /Tamil

5

4

3

2

1

337

Appendix 4

7

I find it useful to compare the English grammar with my
Singhalese /Tamil

5

4

3

2

1

8

I like it when teachers ask us to write our own sentences

5

4

3

2

1

9

I like it when I engage in spoken activities and games to
practise grammar rules

5

4

3

2

1

10

Grammar lessons are very useful for learning English

5

4

3

2

1

11

I learn when grammar rules are presented and explained
first, followed by examples and practice

5

4

3

2

1

12

I learn when examples are presented first and students are
asked to infer, discover rules from examples

5

4

3

2

1

13

I learn when I see rules in isolated sentences

5

4

3

2

1

14

I learn when rules are associated with examples from
contexts they are used

5

4

3

2

1

What activities do you find useful in your grammar learning?
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
………………………………………………………………………………………………………….

Grammar Materials
Strongly agree:5, Agree:4, Undecided:3, Disagree:2, Strongly disagree:1
15

The textbook grammar lessons are easy to understand

5

4

3

2

1

16

The textbook grammar activities are useful

5

4

3

2

1

17

The textbook grammar activities do not offer real life learning 5
opportunities

4

3

2

1

Do you like the grammar activities in the text books? Why/ why not?
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
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……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
………………………………………………………………………………………………………….
Learning Metalanguage
Strongly agree:5, Agree:4, Undecided:3, Disagree:2, Strongly disagree:1
18

I like when teachers teach me about grammatical terms like
verbs, nouns, adjectives and adverbs because they help me to
understand my mistakes

5

4

3

2

1

19

Grammatical terms are not very useful for learners

5

4

3

2

1

20

It is useful to learn only the basic terminology such as verbs, 5
nouns, adjectives, and adverbs

4

3

2

1

21

It is difficult to learn grammar when teachers teach us
terminology

4

3

2

1

5

What is your personal opinion about learning the grammatical terminology?
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
………………………………………………………………………………………………………….
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
…………………………………………………………………………………………………………
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Interview questions for teachers
Teachers’ approach to grammar teaching
1.
2.
3.
4.
5.

6.
7.
8.

How do teach grammar? What are the steps of your typical grammar lesson?
Do you find the methods you use easy in teaching?
Do you explain grammar rules? Why?
Do you get your learners to discover rules for themselves? What do you think of this
inductive method of teaching grammar?
Do you use the following methods in teaching grammar? What do you think of their
usefulness?
a. Translation
b. Classroom drilling
c. Consciousness raising (encourage students to become aware of grammar rules)
d. Teaching grammar through tasks only
e. Use of substitution tables
f. Isolating grammar rules and teaching them
g. Using the communicative approach (teaching grammar only dialogues and role-plays)
Do you provide students with opportunities to use grammar? How? Why?
Is your teaching constrained by the government textbooks and suggested procedures
What other sources of materials do you use other than text books? Why?

Teachers’ attitude to teaching metalanguage
9. Do you think learners should know the grammatical terms? Why? Why not?
10. Do you think teachers should know the grammatical terms? Why? Why not?
11. Do you ask your learners to learn the terms? Please explain.

Teachers’ beliefs about teaching grammar
12. Do you think grammar lessons are beneficial? Why? or why not?
13. What do you think of teaching grammar separately as lessons?
14. What do you think of a programme without explicit grammar, but a lot of activities to
develop other skills like reading, writing, listening and speaking?
15. Some practitioners think grammar should be taught when the students need grammar,
not as separate lessons. What do you think of this opinion?

Teachers’ suggestions for improvement
16. What improvements should be made in order to improve the standards in teaching
grammar?
17. What do you think of the role of the Sri Lankan teacher educators or in-service advisors?
18. How can the Ministry of Education and the National Institute of Education help you?
19. What do you think of the recent 2007 curriculum changes in English education?
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20. Do you have any suggestions for improving the textbook materials?
21. Do you like when you have freedom to plan your curriculum for your classes? Why?
Why not?

Note: The questions in bold were taken from Borg, (1999: 165)
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Interview questions for learners
Learning grammar and teaching materials
1. Do you like the English grammar you learn at school?
2. Do you think grammar lessons are beneficial? Why? Why not? What do you think of
teaching grammar separately as lessons?
3. Do teachers explain grammar rules? What do you think of this activity?
4. What do you think of the usefulness of following techniques?
a. Translating English sentences to Sinhalese / Tamils
b. Repeating sentences
c. Giving examples
d. Using Substitution tables to grammar
5. Do your teachers ask you to discover rules without explaining them?
6. Do you get opportunities to use grammar in class?
7. Can you remember a lesson which was very useful to you? What did you do in that
lesson?
8. Can you remember a lesson which was not useful to you? What did you do in that lesson?
9. Do you learn English in your tuition class? What is your opinion about those lessons?
10. What do you think of the grammar lessons in the present textbooks?
11. Do you use other materials other than textbooks? If so, what are they? Are they useful?

Learning metalanguage
12. Do your teachers ask you to learn the grammatical terms?
13. What do you think of learning grammatical terminology? Is the terminology useful?
14. Which terms are useful? Which terms are not as useful for your learning?
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Classroom observation plan
Date :........................

Time: ....................

School type: .......................................................................................................................................
Class: .......................................................
Number of students:..........................................................
Lesson: ............................................................................................
A. Implementation of the lesson
Steps of the
Teacher activity
lesson
1. Step 1

Student activity

2. Step 2

3. Step 3
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4. Step 4

5. Step 5

B. The materials used:
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
C. Comments on teacher language:
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
D. Comments on learner participation and involvement:
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
E.

Other remarks:
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Table 12: Details of the observations
Lesson

Teacher &

Grade

Class

gender

Topic of the lesson

Source of the

Size

Steps of the lesson

input

(number of
students)
L1

T31/Female

10

20

Suffixes & prefixes

Grade

10

book

text Presentation
followed by some practice activities (oral and
written)

L2

T32/Female

11

20

Comparative

Grade

adjectives

book

11

text Recapitulation
Presentation followed by a practice activity
(oral and written)

L3

T28 /Female

11

14

Reported speech;

Grade

Reporting

book

11

text Serried of mini-tasks
(Written and oral)

commands
L4

T5/Male

11

12

Simple present tense

Grade

11

book

L5

T33/F

10

28

Passive voice

Grade
book
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10

text Presentation and a practice task

Appendix 8

L6

T34/F

10

32

Conditional clauses

Grade

10

text

book

 Presentation
 Oral practice
 written Practice

L7

T35/F

10

25

Linking words

Grade

10

text

10

text

Series of mini tasks

book
L8

T12/F

10

39

Comparison

of Grade

adjectives
L9

L10

T36/F

T37/F

10

11

39

30

book

Adverbial clauses of Grade

 Presentation
 Oral practice and written practice

10

time

book

Adverbs

Murphy‘s
Grammar

text

Series of mini tasks

 Presentation
book

 Practice written first and oral practice

(p.200)
L11

T38 /F

10

44

Past tense

Grade

10

text

11

text

Series of mini-tasks

book
L12

T14/M

11

35

Question Formation

Grade
book

L13

T39/F

10

20

Passive voice

Grade

 Practice (written)

10

text

book
L14

T40/F

11

24

Complex sentences

Grade
book
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 Presentation
 Practice oral and written

11

text

 Presentation
 practice (written)
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L15

T41/F

10

23

Linking

words Grade

because

10

text

book

 Presentation
 Oral Practice
 written practice

L16

T42/F

10

23

Adjectives

Grade

10

text

Series of mini-tasks

10

text

Series of mini-tasks

11

text

book
L17

T43/F

10

Adverbs

Grade
book

L18

T44/M

11

35

Conditional clauses

Grade
book

 Presentation
 Oral practice
 Written practice

L19

T45/F

11

44

Question Tags

Grade

11

text

book

 Presentation
 Oral Practice
 Written practice

L20

T46/F

10

25

Linking

words: Grade

10

text

Series of mini tasks

10

text

Series of mini tasks

11

text

Series of mini tasks

because, as & book
since
L21

T47/F

10

Adjectives

& Grade

adverbs
L22

T48/F

11

31

book

Prepositional

Grade

Phrases

book
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