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Abstract

When starting this research work, the objective \sasassessment of grammar
competence among third year secondary school dsidahEl Haoudh School in Bayadh,
with the contribution of 123 pupils, from both esciific and literary streams. This study aims
at investigating the reasons hidden behind theamgnar deficiencies. It also attempts to
explore which grammatical errors were most freqaembng the target learners and search for
the most influential causes behind committing sectors. This investigation used error
analysis as a technique to analyze the learnersrserTo achieve the aforementioned
objectives, particular research instruments wéaiesen for this study. Thus, a grammar test
was designed to the participants for the purposdesitifying the most common grammatical
errors. In addition, two questionnaires were adsténed to the pupils in attempt to find out
the reasons behind their weaknesses in Englishrgeairand the causes leading them to make
such errors to determine whether the interfererfcthe learners’ mother tongue was the
major cause of making such grammatical errors eritttralingual factors caused during the
process of the target language learning or becaiute difficulty of the language itself. The
analysis of the obtained data revealed that thisléwvel was due to a range of factors, namely
the overloaded programme, insufficient time alldtte achieve it that led to the insufficiency
of time for both explanation and practice,the paipibw level and their carelessness in
addition to the difficulty of grammar syllabus ¢ent and the terms used in it. It also showed
that the most frequent grammatical errors were grarord order , wrong verbs and
auxiliaries forms, wrong tenses, wrong word deroratand wrong use of connectors.
Another significant finding is that most of suchoes were not due to L1 interference but to

intralingual factors.
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General Introduction

Education is one of the basic foundations of th@a@and economic development
of any nation. However, the quality of educationnchke determined through
assessments. Thus, assessment is mainly usedportupe teaching process. Language
teaching and testing are two strongly interrelatedcepts and they complement each
other. As grammar is the core constituent of amgleage, it has a central importance in

language teaching as well as testing.

It is widely admitted that Exams are of a vivid iarpance and their results can
have a significant impact on people’s lives andeeais. They offer access to higher levels
of education and professions. Exams mainly theiaffones are very important for both
teachers and learners when their results detertmeduture of pupils and pave them
ways to chances for higher opportunities in lified dorm determiners for measuring the
teachers’ effectiveness and success. Because of pagamount importance, public
Exams determine what happens in the classroomst sh@uld be taught and learned
and which activities to be dealt with. Consequentbachers adjust their teaching to
what these exams will cover to lead their pupilstore the highest marks and ensure

their success.

One of the most valuable and decisive Exams in dgés the Baccalaureate
exam, which is an official exam administered by thational Ministry of Education at
the end of the year. The BAC exam, as a high-stakas, is designed for evaluating the
third year high school pupils. As an achievemerst,té is of a paramount importance
since the results obtained in such exam deterniiedearners’ future careers and lives,
and provide them with access to higher educatroprofessional training.

In the case of the Baccalaureate exam, the empba#i® classroom teaching is
on the development of the reading comprehensidisskiords construction, mastery of
structural patterns and written expression for sloée purpose of passing the exam
successfully. However, what has been noticed bytntbsd year secondary school
teachers is that though they spend too muchtsfiorteaching English in general and
grammar in particular, exam results specially thacd&laureate results are not
satisfactory. Whais remarkable is greater lack and weakness of grancompetence
among secondary school pupils in general and tyear pupils in particular in spite of

the collaborative efforts of teachers, inspectarg ayllabus designers.
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Thus, this research work is conducted for the psepof targeting areas of
weaknesses, finding out the reasons behind sudufficdencies of grammar
competence among third year pupils, the most comtypes of the grammatical errors
committed by them, the most common sources of sefors and searching for
appropriate and effective solutions and suggestibmsdevelop such competence
through answering the following questions:

1- What are the main and common points of grammar wesges among third year
pupils?

2- What are the reasons behind such insufficiencies?

3- How can teachers help their pupils to identify th@ioblems and weaknesses of

grammar competence and target areas that needcuonselidation?

Therefore, the ultimate aim is to identihe reasons leading to difficulties in
pupils’ grammar competence and to utilize them asstructive basis for setting
efficient teaching as well as learning strategi@ss to improve their competence. Thus,
this work attempts to answer the aforementionedstjaes and to provide arguments

for or against the research hypotheses that cdorbrulated as follows:

1- The main and common points of grammar weaknessesa@ithird year pupils can
be numerous and varied in terms of quantity anditglavhich means that they
may involve a variety of language aspects but fled@nt degrees of frequency.

2- Such difficulties that manifest in making such eganay be due to the learners
themselves, the teachers or the syllabus. Commgiguch grammatical errors may
be due to their native language interference, dhéotarget language itself.

3- Lack of grammar competence cannot be seen diraathout referring back to the
learners’ linguistic behaviour. To motivate thishlagiour, teachers can utilize a
variety of tools such as tests. Through these tésséshers can know the errors that

the pupils make.

The present research work is an attempt to uncawerwhich extent the
abovementioned hypotheses are valid or invalidréfoee, the researcher used various
research instruments to get a wide range of infdioma First, a test of grammar was

designed for third year learners. The typical taskd instructions included in this test
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were selected for the study because they are inted in the BAC Exam. Through the
errors that they make, one can point areas that

form difficulties for them. Furthermore, two queminaires are designed to be
accomplished by learners to collect data about tb&sons behind their grammar
difficulties and the causes and sources of comngtiuch grammatical errors. Because
of the time constraints and the difficulties of lgating and analyzing the information, a
sample population was used to represent the tateJ osing both of quantitative and

qualitative research methods.

This research work is composed of four chaptersctwiwill deal with the central
iIssues governing the current dissertation. Thet fobapter tackles some of the
theoretical concepts related to language assessma@gneral and grammar testing in
particular. It starts with the distinction betweassessment and some other related
terminologies. Then, it deals with the differenp&g of tests. More importantly, this
chapter sheds light on some concepts concerninggar testing with special focus on
types of grammar tests and sorts of tasks introduwsethem. Before dealing with that,
it provides a brief overview of what grammar is amidat grammar teaching approaches
are. It also highlights the criteria of a good graar test and what problems may be
faced in such testing. This chapter also describew grammatical errors can be
exploited to benefit both grammar teaching andingstThis is through providing a
theoretical background concerning error analysstuiting models of error analysis and

errors sources.

The second chapter provides a description of tHetB&ching/learning situation
in Algeria, more precisely the educational situatio which grammar is taught and
assessed. It sheds light on the construction oftihrd year textbook New Prospects as a
basic material for language instruction, with a @pe focus on grammar lessons and
tasks. In addition, the approaches of teachingass®ssing grammar at third secondary
level are mentioned. This chapter also deals wikle Baccalaureate Exaof English
with special emphasis on grammar tasks and theic#y instructions, compared with
those introduced in New Prospects. Then, it atttsmig explain the research objectives
and the research design. It also describes thmpleapopulation of the study and
mentions its limitations. Besides, it highlightsetprocedures followed to conduct this

research work. Finally, it describes the instrunseused in this study.
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Chapter three displays and discusses the findingaimed from the grammar
test and the two questionnaires. It attempts tdyaeahese information in a statistical
form in tables, graphs and pie charts. It alsovt@s an interpretation of the results in

an attempt to answer

the questions raised by this research work. Thengrar test consisted of six tasks
which were related to derivation, tenses, askihgquestions, sentence transformation,
using connectors and words order. First, it prosigen overall description of the

learners level in grammar competence by means eftdst marks. Each student’s
responses were studied and analyzed. This stubdgged on the analysis of each task
separately for the purpose of finding out whichksapresented more difficulty and the
errors that the pupils made when answering thessicpiéar tasks. This analysis

indicated numerous grammatical errors accordingaoh task. In addition, an attempt
to find out the reasons behind grammar weaknessdsraaking such errors has been

carried out through analyzing and interpreting glu@stionnaires’ results.

Chapter four attempts to provide some suggestioniglwmay help learners at
the level of secondary school mainly of the thirday classes to overcome their
difficulties in learning English grammar. These dglines concern teachers, learners,
grammar teaching, grammar assessing and attituowartls grammatical errors. It
deals with how teachers development and criticdlecéon on their own teaching
experiences, as well as fulfilling certain basisks and having some effective teaching
skills can enhance learners’ level. It tries tegent how high motivation benefits
learning and how raise such motivation in our tes. It also sheds light on the value
of using grammar learning strategies and havingrescious responsibility of learning.
This chapter attempts to provide suggestions aboeitwvays in which grammar should
be taught and assessed at this level. Dependinth@robtained data concerning the
most committed grammatical errors, chapter fouedrio give teachers an idea of how
to deal with such grammatical errors, how to explathem to foster the learners’
grammatical ability, which grammar points to foaus when teaching English grammar

to EFL learners and propose strategies to do so.
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Chapter one Grammar Assessment

1.1. Introduction

Language teaching and testing are strongly inteedl since the latter is an efficient
means to gather evidence of the progress of lamgahijties. Grammar teaching and testing
have been one of the most controversial asped@ngtiage teaching and testing for a long
time. Because of such a paramount importance, theert work tackles some of the
theoretical issues related to language assessmegeéneral and grammar assessment in
particular since the aim of this research work s assessment of grammar competence

among third year secondary school pupils.

First, this chapter attempts to highlight some thgcal concepts starting with the
distinction between assessment and other relatedin®logies. Then, it deals with the
different types of tests. More importantly, thisapker addresses mainly grammar testing with
a special focus on types of grammar tests and sdrtasks introduced on them. Before
dealing with that, it provides a brief overviewwatfiat grammar is and what grammar teaching
approaches are. It also sheds light on the critefian efficient grammar test and what
problems may be faced in such testing. This chagiser describes how grammatical errors
can be exploited to benefit both grammar teachimd) tasting. This is through highlighting
some concepts related to error analysis. Theseeptsinvolve a theoretical background of

this method, its models and sources of errors.
1.2. Assessment, Testing, Evaluation and Measurenten

Many people often use the terms assessment, tegtwaduation and measurement
synonymously and interchangeably. In spite of themilarities, there are considerable

differences.

In general, assessment means to check the qudlisproething through gathering
information. It refers td'all methods and approaches to testing and evatrativhether in
research studies or educational contextunnan, 2004, as cited in Lacorte, 2014, p. 2G9).
is also defined as a process of obtaining inforomatielative to some known objectives
(Kizlik, 2012). Assessment is described as theesyatic method of collecting and analyzing
information from learners’ outcomes for the purpos@nproving learning. That is why, it is
considered a%a powerful tool for all parties to learn in ordeto improve teaching, Learning
and achievement’(Cohen et al, 2010, p. 387). This variety of mdthmf gathering

information can be tests, surveys, observationgenirews, questionnaires or portfolios

5
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Johnsen (2004Bachmandefines assessment ‘@se process of collecting information about
a given object of interest, according to procedutleat are systematic and substantively
grounded” (2004, p. 7). Assessment is systematic which m#ézatsthe procedures that are
followed can be carried again by another persocanather time. Also, it is grounded which
means that the assessment is based on a recogoizemht as a course syllabus (Bachman
and Palmer, 2010).

Testing is the process of administering any mettmdollect information about
individuals’ abilities. Generally, it is known aket process of administering a test. Brown
defines it as'a method of measuring a person’s ability or knedge in a given area(1994,

p. 252). Also, it is defined a%any procedure for measuring ability, knowledge and
performance” (Richards et al, 1985, p. 291). Thus, tests sesvassessment methods for
collecting information about pupils’ learning toteiemine a student’s ability to demonstrate
knowledge. Hence, testing is an integral part & thaching process. However, testing
without teaching is unreliable. In this respectatée states thdboth testing and teaching
are so clearly interrelated that is virtually immisle to work in either field without being
constantly concerned with the othedq cited in Hubbard et al, 1983, p. 256). It issidered

as a beneficial means to enhance learning siniseviewed as a practical teaching strategy
(Hubbard et al, 1983).

Evaluation is defined as collecting and analyziatadn order to make judgments and
decisions. It is a process of providing informatityat helps in making judgments about a
given situation (Kizlik, 2012). This situation mayvolve all what has a relation with the
teaching/learning process. In this respddarris and McCann define evaluation as the
“consideration of all the factors that influenceethearning process such as syllabus
objective, course design, material, methodology asgkssment(1994 p. 90).According to
Tuchman (1975) evaluation is a process whereirtiteomes of a programme are examined
to see whether they are satisfactory. The judgroemtes at the end of the enquiry and it is

based on making a qualification with referencegtedetermined objectives.

Measurement is the process of evaluating and dyengfia particular quality or
characteristic with reference to certain standahdshis respect, Bachman (1990) defines
measurement as quantifying the characteristicseasgms according to explicit rules. These
characteristics can be their abilities, intelligerand motivation. Measurement also refers to

the process by which a value is assigned to meaghiliéy (Peers, 2006). This process of
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quantifying could be through assigning numericaluga such as score#ccording to

McNamara (2000, p.56), measurement involves twanmsgps: quantification (numbers or
scores to various outcomes of assessment) andingeckious kinds of statistical patterning
in order to investigate the extent to which the essary properties are present in the

assessment.

As it has been mentioned, most people in the fiéliknguage assessment view these
terminologies as synonymous terms but they arelndact, they refer to the same activity in
practice (Williams et al, 2006). More preciselyeyhare correlated to meet different goals,
and to take different decisions that have differemisequences. Therefore, the process of
administering a test is known as testing. Howetrer,act of awarding marks to the answers
of the test tasks is called measurement. Evaluaiconsidered as the act of taking decisions
based on the assessment results. Assessment thdifteyent methods of collecting data

drives effective learning (Lee et al, 2008)

Measuring the progress of individual pupils is tia only kind of assessment. In fact,

there are many kinds depending on whom to assesstdhassess and purposes of assessing.
1.3. Kinds of Assessment

Kinds of assessment include pupils, program andesysassessments, formal and
informal assessments as well as formative and suiverassessment. In spite of the fact that
assessments are usually utilized to measure tlggge® of individual pupils, they can be also
used by communities to evaluate the quality of sthand educational systems (Braun et al,
2006).

In this way, Pupils assessments are designed tessaspupils’ performance.
Information obtained from these assessments cautilmed as basisto make educational
decisions about pupils, to give feedback to thdesttiabout his or her progress, strengths
and weaknesses, to judge instructional effectivenaesl curricular adequacy and to inform
policy” (Braun et al, 2006, p. 9). In this way, they detiee areas of strengths and
weaknesses in their performance and can be utiasedasis for improving teaching and the
program. Learners can be assessed through thef ts&ts) quizzes or project works. Pupils
assessments can be used by teachers, peers knoweeasissessment, or the pupils
themselves known as self-assessment (Shute anéB&€KL.(). Program assessments aim at

improving programs. They evaluate the instructiopabgram, materials, instructional



Chapter one Grammar Assessment

strategies, textbooks and physical and organizaltiarrangements (Osman, 2010). System
assessments are similar to program assessmentiselyuare applied on a larger scale. Such
type of assessments provides government, policyrma&ed parents with information of
“how the educational system and individual schamie performing” (Gipps, 1994, p. 3).
According to the same reference, these informatiag be tests and Exams’ results of pupils’
performance or as a form of surveys. Moreover,onali assessments and questionnaires
accomplished by learners, teachers and adminisdratan be used to provide meaningful
interpretations of tests’ results which can gemergiecific information needed to evaluate

different aspects of the educational system (Betiai, 2006).

Informal assessmengfers to any kind of assessment done by the teachbe pupils
themselves during the course without recordingltesar making judgment. It is defined as
“a way of collecting information about our pupilgderformance in normal classroom
conditions ...without establishing test conditionshsas in the case of formal assessment”
(Harris and McCann, 1994, P. 5). According to Hamaind McCann (1994), it can be an
assessment of linguistic factors such as asse#tsnfpur skills, or non- linguistic factors as
assessing the learners’ attitudes towards lealamguage. They add that teachers can assess
their learners informally by giving specific marks just an overall impression. The main
purpose of informal assessment is to help leartwerdentify areas of difficulties. However,
one difficulty in using informal assessment is time assigned for it since teachers need to
think about achieving the lesson objectives (Haand McCann, 1994). On the other hand
formal assessmentefers to planned assessment used to collect iatwm about pupils’
performance. In this wayformal tests can feed into learning and give papjas well as
teachers) vital information about both performarmed progress”(Harris and McCann,

1994, p. 60). Formal tests vary in the purposeg éne designed for.

Formative assessment assesses learners duringpttese of forming their knowledge
for the purpose of guiding them through providingformation about their progress
(Benjamin, 2008). It evaluates the teaching —lemymprocess through providing feedback
which helps to direct the learning process (Haam&l McCann, 1994). Such continuous
assessment tends to focus on the identificatidheofearners’ strengths and weaknesses to set

remedial work before moving to the next course. &dwer, formative assessments are
assessments of pupils progress to identify learnsggs and shape teaching (Keek307)

Through formative assessments learners get awar¢heof strengths and weaknesses

(O'Donnell et al, 2009). Consequently, they getivadéd and make further efforts to improve
8
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their level. On the other handummative assessmeastadministered at the end of a course,

unit, term or a year. It is designed to measuretwdaners have learned at the end of course
or program of instruction (Genesee and Upshur, L9B6is evaluation is through giving a

grade or a mark. The function of these assessnmsetdsletermine which learners are allowed
to pass to the next level of schooling or to be i&teoh to higher education. They are used
“to see if pupils have achieved the objectivesagtin the syllabus to decide whether they
move on to a higher leve(Harris and McCann,1994, p.28). In addition, thegn determine

whether learners obtain certificates or other gtieéitions that enable them to attain their
goals” (Braun et al, 2006, p.10). This type of assessmienised to evaluate the teaching-

learning process in particular and the educatisysiem in general (Braun et al, 2006).

Basically, the distinction between formative assess and summative assessment is
in the period they take place in and in the purpthey intend to achieve (Murray and
Christison, 2010). They are also callassessment for learnirgnd assessment of learning
respectively (Stiggins et al, 2004). In this vestiggins (2002) claims that in assessment for
learning, the focus is much more on giving usedgdback to motivate learners and improve
performance. However, in assessment of learningethghasis is much more on providing

evidence of learners’ achievement.

Assessments can be conducted through a wide rdngetbods to serve the intended
purposes they are designed for. One of the mo$tlusels of assessment is tests. However,
there are different types of tests.

1.4. Types of Tests

The teaching-learning process can be evaluatedighrahe use of testing before,
during and at the end of courses. Inddédiris and McCann (1994) define a test‘asy
form of formal assessment in any language area lwiscadministered under conditions
which ensure measurement of individual performanany given area’(1994, p. 93). In the
educational context, an educational test is defamed measurement instrument which elicits
a sample of an individual's language behaviour [Ba&n, 1990). The learners’ language

behaviour is demonstrated through the use of tegtEExams. To measure the

learning outcomes, different test types are eldbdrtb serve some purposes. In fact, it is not
just purposes that determine the types of testsalsat the content and methods of testing,
methods of measuring and their designers.
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What is obvious is that every testing system hasetoe a certain purpose. People do
not test without a reason. The best and first ptacenderstand a test is to determine its
purpose and the functions that it serves (DavidsahLynch, 2001). However, a specific test
can serve more than one purpose. Davidson and L@, p. 131) categorize the types of

tests into five categories:

1. Achievement: to test what was learned

2. Proficiency: to test what is known (absent assuomptbout quantity,
duration, quality, etc., of learning)

3. Placement: to test for the purpose of putting sardgbin a particular
course sequence or level

4. Diagnostic: testing to determine areas of particuteed

5. Aptitude: testing to determine ability to learn

According to Davidson and Lynch (2001hese types of tests seem to be better named
as types of purposes or functions of a test orstygfedecisions made from test results. In
other words;" whenever a test is administered, there is a deniso be made '(Harris and
McCann, 1994, p.26) In fact, testing forms a vitedans used for providing information on
student’ abilities in certain areas. Test resuitsvjgle test designers with information about
examinees and help them make appropriate decisigpes of tests according to test purpose
differ in the types of information provided and tkieds of decisions made for their results
(Bachman, 1990). The type of tests in terms ofitf@mation obtained and the under —taken
decisions can be: achievement tests, proficiensystgperformance tests, progress tests,

diagnostic tests, aptitude tests and placemerst test

Achievement tests are named also attainment tessummative tests. They are
designed tdmeasure the pupils’ achievement on a completedsmof studies(Sarosdy et
al, 2006, p.137). This type of tests shows how mafch language a learner has learnt over a
specific course or programme. In this vein, Broviairas that achievement tests dtests
that are limited to a particular material covered & curriculum within a particular time”
(1994, p. 259). However, Sarosdy et al (2006) steteachievement tests check how much of
the language syllabus has been acquired by thesplipe decision under- taken is whether
learners can pass to a higher level or achievetaiceertification or not. Achievement tests
can be internal, constructed by the teacher orstt®ol such as the end of term tests, but

usually external, administrated by the MinistryEafucation such as the end-of-year tests and

10
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public tests. The purposes of this type of tests imieasure individual progress and teaching
success (Verghese, 1989)

Progress tests are achievement-like tests, lmrtaghorter period such as tests at the
end of a term (Heaton, 1990). Thus, they are desigo measure how much of a language a
learner has learnt in a course of study. In faeayt

can perform a very important formative functiontlivat they do not only give
information to the teacher but they can provide omignt feedback to the
student. When linked with self-assessment, feedbackhelp learners to
identify their own problems and to set their owmlgdor the future.

(Harris and Ma©a 1994, p. 28).

Consequently, they give learners opportunities heck what progress they are
making. Thus, they are devised“tmeasure how much the pupils have learnt of thentbce
taught material” (Sarosdy et al, 2006, p. 137). They provide inforamatabout learners’
weaknesses and difficulties as well as successaoching and learning. In this context, Harris
and McCann state that:

The test aims to find out information about how Iwehsses as whole
and individual pupils have grasped the learningealives, how well the
course content is functioning within the specifeaths and objectives and
future course design ....help learners to identiBirtown problems and to set
their own goals for the futur994, p. 28)

In this way, progress tests provide information wbibie learning objectives and to
which extent the course materials and contentsegerachieve these goals. They also help in

determining difficulties and setting future decissaconcerning these problems.

Proficiency testprovide information about the testee’s masteryaofjlage needed to
act proficiently in actual situations. This mastefylanguage involves the ability to tackle the
four skills and grammar competence without refegetec a particular course. In this vein,
Sarosdy notes that:

These tests are designed to measure the test taladnifity in a
language, their present level of mastery regardielsany previous training.
The content of a proficiency test is not based len ¢ontent, syllabus or

11
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objectives of language courses; it is rather basadspecification of what test

takers have to be able to do in order to be prefiti
(Séarosdy et al, 2006, p. 139)

This means that they refer to the ability to perfotasks rather than regarding past
achievement. These tests show whether the commfatiek danguage needed for particular
purposes is sufficient or not. These purposes eaachdemic such as following a university

course in English or occupational as doing a jar¢Sdy et al, 2006).

Performance testepresent an evidence of the learners ability thopa tasks similar
to real situations. They provide data about thelpulanguage knowledge and how they use
this knowledge to do tasks and solve problems.ofednce tests attempt to assess how well
pupils use knowledge to perform complex tasks un@eatistic conditions (Biehler and
Snowman, 1997). They are also called authentis esthey are administered under realistic
conditions (Snowman and McCown, 201This type of tests can be bas® building up
individual profiles for pupils based on an informahd subjective type of continuous
assessment '(Hubbard et al, 1983, p. 287). This assessmentdesl four types: direct
writing assessments, portfolios, exhibitions andndestrations (Biehler and Snowman,
1997).

Diagnostic tests are designed to diagnose the gupilguage knowledge and use.
They are administered before a course starts anteade to “identify pupils’ language
problems, weaknesses or deficiencies ...in ordetao future teaching priorities’(Sarosdy
et al, 2006, p. 138). This type of tests determinbat learners know and what they do not.
This type enables learners to be aware of theiknesses and problematic areas. According
to Harris and McCanrfwhere other types of tests are based on succeagndstic tests are
based on failure”’(1994, p. 28). Based on the data obtained conugrearners’ language
knowledge, skills or performance, teachers can taj@opriate decisions concerning future
teaching and remedial work (Gronlund, 2006, agldite_ee et al, 2008).

Aptitude tests provide information on learners taple for learning a language. This
can be done through measuring tlgerieral abilities or characteristics believed talicate a
person’s ability to learn a future task or to ackeein particular area”(Ary et al, 2013. p.
672) Aptitude is the language learner's genuine ability learn a foreign language

proficiently. It is a combination of linguistic anpsychological abilities to learn a new
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language. These abilities can be phonological, agyitt pragmatic and psychological
(Martinez-Flor and Usé-Juan, 2Q10Moreover, they enable the examiners to identifg
learners who are most likely to succ€ednkateswaran, 1995).

Placement tests or entry tests are designed te pdacners into appropriate groups in
which they have the same level to start learnirtiesg tests determine the pupils’ general

abilities in the language (Harris and McCann, 1994)

Language tests differ also in terms of the way imcl they are designed and the
content to be assessed, whether it is a knowleskglé or performance. In this way, one can
distinguish four main types: discrete-point testgegrative language tests, communicative

language tests and performance-based tests.

Discrete-point tests, also called discrete-itentsteare used to test the learner’s
mastery of the discrete elements of the languaegsting one thing at a time{Harmer, 2007,
p.168). In other terms, they measure the learnangjuage knowledge of certain items such
as grammar, vocabulary and phonology or the leartemguage skills that are composed of
components which can be assessed separately (ésmnlaatin, 1995However,“the more
we examine tests of separate language skills, thiee mve come to realize that they in fact
make considerable demands on other ski{flduibbard et al, 1983, p. 269). This leads to the
appearance of the integrative tests.

Contrary to discrete- point test@tegrative testsare designed to measure the
candidate’s language competence and language skidla integrative way. Harmer asserts
that “whereas discrete- point testing only tests oneghat a time ..., integrative test items
expect pupils to use a variety of language andsstdl complete a task successfulB0Q7,
p.168). These tests can be cloze tests, dictatianslation and essay writing. In cloze tests
examinees are required to fill in blanks of wordsck are removed from a passage at regular
intervals. In dictation candidates use skills whictolves listening, writing, knowledge of
lexis and syntax (Geranpayeh and Taylor, 2013hiktype of tests, examinees use a variety
of skills. However, discrete- point tests and imédige tests provide information about the
learner’s competence rather than his performanear(®stefa, 2014). According to Kaulfer
(1944), these two types of tests assess only #rades’ linguistic competence (knowledge of
language) rather than the learners’ performanceowledge of using the language in

communicative situations). This leads to the neadtésts that provide evidence of the
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examinee’ s readiness to perform in a life situafias cited in Fulcher,2000, p. 486). These

became to be known as communicative language tests.

Communicative language testssess the candidate’ communicative competence
which is*linguistic competence plus an understanding of apgropriate use of language in
its various contexts’(Hubbard et al, 1983, p. 287Jhus communicative language tests
measure the subject’s knowledge of the use of lagguBaker, 2011). However, learners
may have adequate communicative competence butnsike mistakes in performance
(Hubbard et al, 1983). This has led to the needdsis that assess how learners apply their

communicative competence in performing in realaitins, that means performance tests.

Performance-based tests assess the languageirskaltsact of communication, most
commonly testing speaking and writing. They are alalled alternative assessment to be
distinguished from traditional written tests andhamtic assessment since they are conducted
under realistic conditions (Meyer, 1992). This tygfetests assess the candidates’ ability to
use their knowledge in performing tasks under doomas which are similar to those of real
life (Biehler and Snowman, 1997). They can be dineciting assessments, portfolios
(containing pieces of student’s work), exhibitid@sshowing of painting, photographs and

demonstrations (conducting a scientific inquirgitiag a poem).

A further difference should be made between diresis and indirect tests. Dirdests
test what pupils can do with language. Howeveriraad tests test the pupils’ knowledge of
language. Direct test items may be reading to ahdbs best summary, writing a reply or
taking part in a conversation. Indirect test itemay be gap-filling item, transformation

sentences or the correct use of models (Harmei7)200

Language tests differ also in terms of the way they measured. There are: norm-
referenced tests versus criterion-referenced tasfisobjective tests versus subjective tests.
Norm-referenced tests measure the learners’ peaiocenwith respect to the achievement of
the others rather than to a decided criterion sddogvever, criterion-referenced tests measure
the learners’ performance in accordance with aghretsndard regardless to the performance
of the other examinees (Popham, 1975). In typetesif concerning methods of evaluating
learners’ performance, a distinction betweepjective and subjective testsieeds to be
mentioned. According to Hughes (2003), in objecttests scorers can mark a test by

following an answer key without the interferencepefsonal judgment whereas, in subjective
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tests there is a kind of personal judgment on thdé pf the scorer on the learners’

performance.

Language tests differ also in terms of their design In this context, one can
distinguish two types: external tests and intetesis. Internal tests are classroom tests, called
also non-standardized tests or teacher-made t@ste shey“are usually devised and
administered by class teacher@raun et al, 2006, p. 10). They are usually cdraaet by the
teacher to assess his learners’ progress and achméew after a period of learning certain
specific courses (Harris, 1969). However, exteteats, called also standardized tests, are
constructed by external parties such as extermalpgof professional teachers or institutions.
The aim of this type of tests is to select, place evaluate pupils (Harris, 1969). That means
to place learners in appropriate classes, to alf@m to move to higher education or to get a
degree. That means that they are designed to jtiigecandidates’ performance to be
classified as successful or loser. They may beipldams, national or international exams
(Braun et al, 2006).

The testing process requires the use of differeststdepending on the purposes they
are intended for. As grammar is viewed as a basigponent of language, it has always been

one of the most important testing areas to evalin#déearner’'s language abilities.
1.5. Testing Grammar

Along the history of foreign language teachingfadiént approaches bearing different
theories concerning language teaching and leamgppgared. These theories and approaches
influenced approaches of language testing sincgukge teaching and testing are strongly
interrelated (Vyas and Patel, 2009). Since gramimas been considered as the core
constituent of language, it has been always giveonsiderable position in language teaching

as well as testing the learner’s language abil{frespura, 2004).

Before dealing with assessing grammar, it is appatgto give a brief overview of
what grammar is and the common approaches to té@achhornbury (1999) defines
grammar as the description of the rules that deteriow sentences are formed. These rules
cover both the formation of words, that means molgdy and the order of words in a
sentence, that means syntax. Morphology involvek Herivation and inflectianThornbury
adds that learners do not need only to learn theecioforms in a language, rather they need

to learn what particular meanings these forms egré&herefore, grammar is a means to
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make meanings. To learn a second language, leasherdd improve‘the ability both to
recognize and produce well-formed sentenc€Bfiornbury, 1999, p. 3). However, these
sentences should convey meanings. In this veinglaomd Doughtystate thatgrammar is a
system of meaningful structures and patterns thrat governed by particular pragmatic

constraints”(2011, p. 521). Thus, grammar is considered as,foreaning and use.

Concerning approaches to teach grammar, there heredéductive approach and
inductive approach. According to Harmer (2007, 8d)deductive approach grammar rules
are presented and explained. Then, learners aegedgn practice tasks on the basis of these
explanations and rules. It is known as explain prattice approach. However, in inductive
approach pupils work out the rules through studyexgmples of language. They are also
known as rule- driven and rule- discovery approaatespectively (Thornbury, 1999, p. 29).
A further distinction should be made between explgrammar teaching and implicit
grammar teaching. The approaches of teaching grardiffier also in terms of the views of
grammar and the status given to it within languiagehing. In the former, grammar courses
are explicitly presented to learners either dedebti or inductively. However, in the latter,
learners are involved in tasks without overt raieeeto grammar rules or forms (Cowan,
2008). In favour of one method to another, grammast be part of any language instruction.
Furthermore, many studies have shown tleaplicit teaching produces better and longer-
lasting learning than implicit teaching{Cowan, 2008, p. 31). More importantly, grammar
teaching should lead to better language knowleduk wse in context that help in the

communication of meanings.

As it has been mentioned earlier, the approachasaching grammar differ in terms of
the views of grammar and the status given to ihwitanguage teaching. These theories in
their turn influenced the approaches of grammamigss language teaching and testing are
two closely interconnected concepts. Testing gramhepends on the construct of grammar
that is wanted to be tested; either language krdiydeor language performance, either
learner’s abilities to handle discrete languagemelds, integrative language skills or

performance language skillRafajlovicova, 2009).

According to Larsen-Freeman (2009), in using taglitional approach to grammar
testing grammar tests are designed to test thedeéargrammatical knowledge in terms of
accurate comprehension and production, typicallgugh using decontextualized tasks. It is

usually done through using decontextualized, diser@oint items such as gap-filling,
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sentence combining and error correction. It is alsgessed in integrative manner through the
accurate comprehension and production through ¢he $kills (Larsen-Freeman, 2009).
However, such testing tests the ability to eithegognize or produce correct grammar and
usage, they do not test the ability to use thedagg (Kitao and kitao, 1996). In other words,
this way of testing doesn’t provide information abthe test takers’ ability to use grammar
correctly in real life situations of speaking andtinwg. Thus, the occurrence of the new trends
in grammar testing is based on the shift of sedargguage proficiency from terms of
structures knowledge tested using discrete-poerhst to terms of ability to use grammar
knowledge in performance which can be tested thHrowgiting texts or face-to-face
interaction (McNmara and Roever, 2006, as citddarsen-Freeman, 2009).

To conclude, traditional and recent appreadio grammar assessment represent different
theories about grammar and grammar testing and leeaah a contribution to make (Larsen-
Freeman, 2009). However, Purpura (2004) claims ey of the grammar tests that are
currently in use reflect the perspectives of stitadt linguistics and discrete- point
measurement. Therefore, a basic knowledge of gramngerlies the ability to use language

to express meaning.

That is why, grammar testing has an impdrtate to play in language learning. To
devise a more effective test, it is important teedmine what exactly wanted to be tested and

for which purpose the test is designed. This istwlletermines the type of the grammar test.
1.6. Types of Grammar Tests

Grammar tests differ in terms of the methoavinich they are designed and the content to
be assessed, whether it is a knowledge, skill dopeance. They also differ in terms of the
purposes they are intended for. Indeed, what passémnguage testing in general passes as
grammar testing (Thornbury, 1999). They also ditfepending on the definition given to it.
Larsen-Freeman (2001) has referred the definitiogrammar to three dimensions that take
into account both traditional and newer approacwesg;h is form, meaning and use.

1.6.1. Types of Tests According to Method

Types of grammar tests according to construct aathodcan be divided into four
main types: discrete-point tests, integrative laggutests, communicative language tests and

performance-based tests.
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Discrete-point grammar tests to test grammar aed tstest the learner’'s grammatical
knowledge of the discrete elements of the langua@escrete means single and separate”
(Sérosdy et al, 2006, p. 140). In this type of gestbjective test items which require
predetermined answers are used to measure theelgamawareness of the grammatical
features of the language. Each item tests onereliffegrammatical element, rule or structure
of the language. Some example of this type areiphedtchoice tasks to test prepositions and

completion items. (Sarosdy et al, 2006).

Integrative grammar tests test the candidates’uagg competence and language
skills in an integrative manner. This type of tesiquires the examinees to combine many
elements of the language and use language skiisrform the task. These skills are not just
grammatical but they may be lexical, contextuamaetic, cohesive and predictive (Sarosdy
et al, 2006). One of the most common items of type is cloze procedure in which the test
taker needs to use a variety of techniques to nreste missing parts (Sarosdy et al, 2006).
Dictation and translation are also two frequeningeof this type which involve integrative

skills; listening, reading and writing.

These two types of grammar assessment test onyngasical knowledge in terms of
accurate forms. However, they do not provide infation about the learner's ability to
convey meanings. This is what has led to the needdmmunicative tests. Communicative
grammar testdest the learners’ ability to use their grammatikabwledgeas a way of
conveying meanings in different communicative catggPurpura, 2014). In other words,

grammar is tested according to its appropriatemusarious communicative situations.

Another approach to grammar testing is throughdPerdnce grammar testbhis type
of assessment assesses multiple components ofilit® #lvough complex, context-rich tasks
such as extended-production tasks in which grantadgberformance can be tested in terms
of accuracy, range and complexity of structures emar types (Purpura, 2014). This type of
testing requires well-developed responses in digs/such as essays or role-plays. These two
types of assessment test the learners’ linguibilityaby subjectively scored task types.

In other terms, grammar tests also differ dependingthe definition given to
grammar. Larsen-Freeman (2009) defines it ‘@ system of meaningful structures and
patterns that are governed by particular pragmat@nstraints” (2009, p. 521). In other

words, grammar is defined according to three dinogss that are form, meaning and use.
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Accordingly, grammar tests can be divided into ¢htgpes: assessing grammatical forms,

assessing semantic meanings and assessing pragmeatiings (Purpura, 2014).

According to (Purpura, 2014assessing grammatical forntsroughform-based tests
is designed to target specific grammar points, ssssewide range of forms, or assess a
student’s receptive knowledge. It has been usedllineducational contextsAssessing
semantic meaningmvolves assessing the learner’s ability to cowesanings precisely and
appropriately; that means grammatical knowledgéhatsentence and discourse or textual
levels. Assessing pragmatic meaningsing task-based tests used to test the learner’s
ability to use his grammatical knowledge to perforealistic tasks based on pragmatic

meanings.
1.5.2. Types of Tests According to Purposes

The types of grammar tests differ in terms of theppses they are designed for;

whether the purpose of the grammar test is diagndstmative or summative

Diagnostic grammatests test the learners for the purpose of idengfgrammatical
areas in which pupils need further h&lpey seek to identify weaknesses in a studengsofis
grammar” (Alderson, 1995, p. 12). They are administereatgef course starts to determine
difficulties in learning grammaand for thepurpose of planning remedial learning activities

Hence, diagnostic grammar tests provide diagnastiemation for helping to identify areas
for further instruction(Purpura, 2004). Diagnostic tests can be also usethé purpose of

placing learners in their right placé®achman, 1990).

Formative grammar tests are defined as the frecqasm@ssments of puppsogress to
assess learners during the process of forming ¢gmammatical knowledg#&during a course
of instruction or learning on how test-takers migitrease their knowledge of grammar, or
how they might improve their ability to use gramriracommunicative contexts(Purpura,
2004, p. 147). Thus, they help learners to leattebeAs claimed by Purpura (2004), they
provide teachers with information on what learneesve and have not mastered for the
purpose of modifying future instruction and involgilearners in a regular assessment of their
own learning. Thus, they are useful for both teexla@d learners. As Thornbury (1999) says,
what passes as language testing in general pasggaramar testing. Thus, such assessment
tends to check pupils’ progress on a particulaglage aspects, more precisely the learners’
strengths and weaknesses in learning grammar ®rmpthipose of providing constructive
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feedback to improve learnin@urpura, 2004). Thus, formative assessment hefpades to

learn through their errors.

Summative grammar tests are designed to measusemrupwhat learners have
learned at the end of a course, unit, term or & yedhe same veinPurpura, (2004) defines
them as tests that provide test stakeholders withogerall evaluation of test-taker
performance related to grammatical ability usuallyhe end of an instruction program. They
test the pupils’ achievemenh a completed course of grammar and how pupile kawne at
the end. They provide achievement information fetednining the degree to which pupils
have mastered the course material. This evaluaitirough giving a single grade or one or

more scores (Purpura, 2004).

The purpose of designing any grammar test is toigeoinformation about the
learners’ grammar knowledge and their ability tee ubis knowledge meaningfully and
appropriately. Since it is not possible to obsdhise grammar ability directly, responses of
the test items must be used to make inferences #8h@examinee’ s grammar ability. These
responses are converted into scores; this is caltede-based references (Purpura, 2004).
Thus, what is more important is the choice of thgk$ that should reflect the test takers’

grammatical abilities.
1.6. Types of Tasks in Grammar Tests

There are different sorts of tasks in which gramoaar be tested. This variety of tasks
types found on grammar tests can be classifiedrdicigpto many categories. Burgess and
Head state that:

Testing the learners’ knowledge and use of grameaarbe based on skills — focused
tasks that are based on the four skills: listenisgeaking, reading and writing.
However, other tests can be based on tasks thaha&sige explicitly on learner’

knowledge and control of language structures,doempetencé2005, p. 65).

Burgess and Head (2005) classification depends®@mvay grammar is tested; either through
discrete- point items or integrative items. Accagdito Heaton (1995), the most common
types of grammar tasks in discrete- item testsb@amultiple choice items, error-recognition
and correction task, rearrangement items, completems, transformation items, joining

elements (combination items) and addition itdass cited in Hubbard et al, 1983). However,
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most common categories classification depends etyfte of scoring procedures and the type

of response (Purpura, 2004).

In relation to the types of tasks according todbering procedure, there are two types;
objective test tasks and subjective test taskghénformer, the evaluation of performance
depends on the criteria of correctness rather plesonal judgment such as multiple-choice
tasks. However, the latter requires expert judgnterdgvaluate the examinee’s performance

such as evaluating essays (Purpura, 2004).

As the main objective of any grammar test is toitinformation about the test takers’
performance manifested in their answers, it isdpdti classify grammar tasks according to
types of responses. According to Purpura (2004)etlare two types of responses; selected-
response tasks and constructed-response tasks imkimlies two types: limited-production

tasks and extended-production tasks

As stated by Purpura (20043elected-response tasks ask examinees to select the
correct, best or most appropriate answer from twonore alternatives which may be in a
form of a word or sentence. However, constructefpoase tasks require test-takers to
construct responses which vary in length. In ligkipgoduction taskghey are asked to say or
write from a word to a sentence. These type of stdskquire some production of
grammatical items but in a controlled mannefRichards, 2015, p. 285). In extended-
production tasks, test-takers are required to sayrde more than two or three sentences
Purpura (2004). According to Jones (2012)hese tasks measure an examinee’s ability to
use grammatical forms and structures to convey ingaat discourse level through writing
and speaking’(as cited in Richards, 2015, p.286). Normally, lssabtained from selected-
response tasks and limited-production tagkevide information about pupils’ explicit
knowledge of grammatical forms. Howevektended-production taskssess the test-takers’
ability to use the target grammatical forms flugrdhd appropriately in real-life situations
(Lee et al, 2008).

Ur (2012) classifies grammar-test items into twpety. closed-ended tasks and open-
ended tasks. Closed-ended items require pupilsntwvex with one predetermined right
response. Thus, they are easily assessed and grHdey can involve multiple (or dual)
choice tasks, matching sentence-halves, rewritinigtakes correction, transformation and
guided gap fills. They are designed to prove thegilpwnderstanding of grammar rules and

their ability to apply them. Howevegpen-ended itemask examinees to invent their own
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phrases, sentences or longer passages eithertianxfiorm or oral one. That is why, they are
more difficult to assess and have less predictabfaversThey are devised to measure the
pupils’ ability to produce correct grammar in arguitded output such as open-ended sentence

completion, sentences composition or translatian 2012).

Depending on what has been mentioned above, ongpemify the types of tasks used

on grammar tests as follows.
1.7.1. Selected-Response Tasks

In selected-response tasks, the predetermined ansayebe a word or sentence. They
are used to measure recognition or recall of grameaidorms, meanings or both. One of the
advantages of such type is that it can be usedemsure more than one discrete-point of
grammatical knowledge within the same item (Purp@@04) These are some common

examples of this type of tasks.

Most of the gap-filling tasks require the test-takeo fill in the gaps with suitable
words from a given set of possible answers. Onencomtype of gap-fill task isultiple-
choice (MC)task.It is easily administered and objectively scoreacsithe examinees are
given response options from which they choose tissvar. However, it can be difficult and
time-consuming to develop and easy for guessingp(fPa, 2004). Burgess and Head (2005)
advise learners to examine the gapped sentengden to guess the answer before looking at

the offered options. These responses can be simylds or phrases.

Multiple-choice error identification tasls a type of error identification. The test-
takers are given options from which one is not edrrand they are asked to identify it.
Burgess and Head (2005) define them as tasks d¢lats fon identifying incorrect use of
English, and in which possible errors are highkkghaind only one is incorrect. In another
type of error identification activities, the teakers are not given options to select one but

they identify the errors by checking the given sanes (Burgess and Head, 2005).

The matching task presents two lists of words, gggar sentences and examinees are
asked to match them. For avoiding the problem ekging, one of the two lists contains extra
distractors. This type of tasks can require caridglto match texts in text-matching exercises
(Burgess and Head, 2005).
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The discrimination taskare designed to measure the examinees’ abilitystinduish
between two similar areas of grammatical knowleddpey are given response choices which
are opposites or different from each other. They bmagree- disagree, right —-wrong, same-

different. These choices may be sentences or im@yepura, 2004).

The noticing taskasksthe test-takers to notice some particular feataréné language
in texts for example by circling or underlining thelt is also known as a kind of conscious-
raising task since it gets the pupils construemesentation of the grammatical feature (Ellis,
1997, as cited in Purpura, 2004).

The grammaticality-judgment task is used to meashee pupils ability to judge
sentences grammatically; either acceptable orTiw.sentences that are presented are either

well or ill-formed (Purpura, 2004).
1.7.2. Limited-Production Tasks

This type of tasks'elicit a response embodying a limited amount ahduage
production” (Purpura, 2004, p. 134The answers may be just one word or a sentence. In
limited production tasks, there may be more tham @ossible answer, but they are
predetermined and predictable.

The gap-filling tasks require the test-takersiltarf the gaps with their own words that
fit grammatically and meaningfully. A common typietioese tasks isloze activities in which
words have been deleted at regular intervals amgniees are asked to supply their own
words (Burgess and Head, 2005). Another common tdisthis type iscued gap-filling
activities in which cues are provided to be transid so as to fill in the gaps correctly such
as correct forms of verbs (Purpura, 2004).

The short- answer task, as its name indicatesjresgtest-takers to produce responses
that may be a word, a sentence or two. This typsésl to test different areas of grammatical
ability and can be scored as right or wrong sucassg the examinees to fill in a form from

a given advert (Purpura, 2004).

The dialogue (or discourse) completion task (DC3hsaexaminees to complete a
short exchange or dialogue in which parts of a tare deleted. Their answers must be
grammatically correct and meaningful. DCT is usefal test examinees’ grammatical

performance (Purpura, 2004).
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In information- transfer activitiegxaminees are required to transfer information for
example from a passage to a table or vice versg ke gerund (Lee et al, 2008). Sentence
transformation taskask the examinees to transform the sentence imewagrammatical
form without changing its meaning using the givay ko start the new one (Burgess and
Head, 2005).

Word formation tasksest the test-takers' knowledge of word familiégjrt ability to
derive words based on the same root. This knowl@agaves knowledge of prefixes and
suffixes and the changes within the structure efwords (Burgess and Head, 2005).

Error identification and correction tasldiffer from the previous types of error
identification in requiring the examinees to idénthe errors and correct them. This sort is
used to assess their ability to recognize incortsets of English and their correct forms
(Burgess and Head, 2005). In dictation tas&stees listen to passages and write at the same
time. In this type of tasks, examinees use a wapétskills to write correctly (Geranpayeh
and Taylor, 2013).

1.7.3. Extended-Production Tasks

This type of tasks test the test-takers’ abilityuse grammatical forms to express
meanings. This language production, varies in kenghus, the responses should be scored
using predetermined procedures of scoring (Pur@@@4). These are some examples of this

type of tasks.

According to Purpura (2004), The information-gaggkta(info-gap) requires the
examinees to use areas of grammatical knowledggdisange information. They are asked to
ask each other questions for the purpose of comglatset of information such as using wh-
questions to get information to write a report @badfamous person. This type of tasks is

usually performed orally, it is very useful to wmelio and video tapes.

Short-telling and reporting tasksk examinees to write short stories or report ®yen
using information either from their own experiencgsmagination. These tasks are used to

test the candidates’ ability to convey meaningsgBia, 2004).

In the role-play and simulation taskbe test-takers are required to play roles for the
purpose of solving a problem or making decisionkaboratively. These activities elicit a

wide range of examinees’ language ability; gramoahtipragmatic and topical knowledge as
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well as their affective competence to persuaderst{iurpura, 2004).

Some types of these activities are writing sumnsagied essays. Concerning essays,
preparing this type seems to be very easy sincéetieher needs only to write a prompt for
written composition and let the testees composarewer. It is a subjectively marked test
(Alderson, 1995).

The aforementioned types of tasks, which are ctlyan use, are used to elicit
evidence of language performance to serve diffggaroses. A task or a set of tasks are used
to construct a grammar test. Therefore, what areckfaracteristics of a good grammar test to
be able to elicit trustful information about thardeers’ ability? These qualities are going to be

discussed both generally and in relation to grantesis.
1.8. Criteria of an Efficient Grammar Test

Tests are one of the most functional methods oéssssent. They measure the
learners’ language performance most of the timéhen form of grades to serve different
purposes (Douglas, 2014). Thus, these tests ggnemlwell as grammar tests must be
characterized by special features that make themd god useful. In this context, Bachman
and Palmer (1996) have proposed a framework of ussfulness, which involves six
complementary qualities: reliability, construct idély, authenticity, interactiveness, impact

and practicality (as cited in Purpura, 2004).
1.8.1. Reliability

Reliability refers to the degree to which a testegithe same results every time it is
administered. In this respectgliability refers to the consistency with whichtast can be
scored, that is, consistency from person to persorg to time, or place to placg€3arosdy et
al, 2006, p. 134). The consistency of assessmeahsniat under the same conditions the
assessment procedure would produce the same rdbldtsis and McCann, 1994 That
means, if it is administered for another time blgeotexaminers with similar examinees in
other schools or institutions under similar coratis, it gives the same results. According to
Gipps “Reliability is concerned with the accuracy with mh the test measures the skill or
attainment it is designed to measur@994, p. 67). Thus, it is a matter of how far @aa
trust the results of the test since they refleetl&arners’ ability. To conclude, Purpura (2004)
refers reliability “to the precision and consistency with which we agle to measure

performance” (2004, p. 149). So, reliability refers to both aemy and consistency in test
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results. As stated by Purpura (2004), this testesoaliability can be improved by adopting
objective scoring techniquékat involve no personal judgment in the scoringcpss and by
following an agreed-upon scoring rubric. Furtherepancreasing the number of tasks on a
test can raise reliability. In addition to reliatyi) a good grammar test should possess a

construct validity.
1.8.2. Construct Validity

Validity refers to the degree to which a test measwhat it is intended to measure. If
it does not measure what it is designed to measthea, its use is misleading (Gipps, 1994).
That means that the interpretations and uses nmatleedoasis of the test results are not valid.
Validity refers to the degre@o which the inferences or decisions we make o ltasis of
test scores are meaningful, appropriate and use{@inerican Psychological Association,
1985, as cited in Bachman, 1990, p. 25). In thig,walidity refers to the degree to which test
results reflect what it is tested. There are déifertypes of validity. However, Bachman and
Palmer (1996) focus oconstruct validityas a second criterion of a good téstcording to
Gipps (1994),

Construct validity itself relates to whether thettes an adequate measure of
the construct, that is the underlying skill beingsessed. Important to the
development of an assessment then is a clear atailede definition of the
construct” (1994, p. 58).

In this way, it is necessary to determine the tros wanted to be measured before
starting constructing a test. Bachman and Palm@8®g)l add another dimension to their

definition as:

The extent to which we can interpret a given testesas an indicator of the
ability (ies), or construct(s), we want to measuenstruct validity also has to
do with the domain of generalization to which oworg interpretations

generalize
(as cited in Purpura, 2004, p. 150)

That means that the interpretations based on t@sare not restricted only to the testing
situation but they can be generalized to particsifarations in which the target language is
used. Related to grammar, construct validity refesswhich degree the test scores

interpretations justify grammatical ability and rdher abilities (Purpura, 2004). To sum up,
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construct validity is one of the most important lifies of a good test, but it doesn’t provide
information about similarities between the tesk$agnd those found in real life. This is what
deals with the quality of authenticity.

1.8.3. Authenticity

Authenticity has become an emphasized characteatiseful tests as a result of the
appearance of the communicative approaches to dgegteaching and testing (Hawkey,
2005). It refers to the degree to which the teskdareflect the language used in real life
situations. Accordingly, Bachman (1990) states #éhtst to be authentic should possess both
face validity and content validity which are thgaprance and the content representation of
real life. Bachman and Palmer (1996) refer theaélife situations to Target Language Use
domains (TLU) in which the target language is usedommunicate in real life or in which it
is used for instruction or testing (Purpura, 200Akcordingly, it is “the degree of
correspondence between the test-task characteyisind the TLU task characteristics ...in
terms of test setting, rubrics, input and expeaedwers{Bachman and Palmer, 1996, as
cited in Purpura, 2004, p. 151). In this way, itséxin the relationship between the features of

the TLU domain and the features of the test tasks.

Concerning the characteristics of tasks on grammests that may improve
authenticity, Purpura (2004) suggests some waysh Boe test input and the expected
answers should be rich in topic and presented swudmentic context such as testing the use of
the passive voice in the context of a cohesive theather than using isolated sentences.
Besides, the written or spoken input should ap@samuch as possible natural to elicit
natural- sounding responses. Purpura (2004) retershe aforementioned notions as
authenticity of task, authenticity of content andhenticity of response. Authenticity is one
important quality of a good test, but is it enoughengage the examinees’ grammatical

ability? This can be achieved with the criteriorirgéractiveness.
1.8.4. Interactiveness

A test is qualified asnteractiveif it succeeds to engage the examinees’ language

abilities wanted to be measured. Purpura relatesactiveness to:

the degree to which the aspects of the test-takenguage ability we want to

measure (e.g, grammatical knowledge, language latye) are engaged by

27



Chapter one Grammar Assessment

the test-task characteristics (e.g, the input reseo the relation between the

input and response) based on the test const{@é4, p.153)

That means that the constructs, either languagevlkdge or language ability,
intended to beneasured by the test design should be engageddaydmices of tasks. In the
case of grammar tests, interactiveness referstdelgree to which test tasks succeed to draw
the testees’ grammatical ability as intended by tib& design and not something else.
(Purpura, 2004).

This deals with the role of the test tasks inagmgg testees’ language abilities. The
fifth quality of a good test deals with the inflgenthat tests have on learners and the whole

society.
1.8.5. Impact

Testing has an important role not only in the leashlives but in the whole society
including teachers, administration and parentstiigsesults are used to make appropriate
decisions that affect the learners’ lives as welthee society as a whole. This effect is known
as the test impact (Bachman and Palmer, 1996). défye test impact as the extent to which
the undertaken decisions based on testing andgesitss can influence all aspects of society.
Thus, impact refers to the relationship betweenitterpretations of the tests results and the
decisions undertaken based on these interpretatiotisis way, it refersto the link between
the inferences we make from scores and the desisiwa make based on these
interpretations” (Purpura, 2004, p. 154).

A special case of test impact is washback or baskwahich is related to the test
influences on the teaching and learning situat{dsNamara, 2000). Washback refers to the
effects of the test on learners, teactard teaching materials. It may be positive or negat
Tests can be beneficial if they have positive effeon attitudes such as a feeling of
accomplishment and on actions such as motivatiatuy hard (Purpura, 2004). However, it
can be negative if the test for example adjtsaching objectives towards only what the test
requires as ignoringsubjects and activities that did not contributeratitly to passing the
exam, and that examinations “ distort the curriaufu” (Vernon, 1956, p. 166, as cited in
Cheng et al, 2004, p. 9).

In case of grammar tests, washback can be obs#maagh the testees’ attitudes and
actions. This may manifest in their commitmentagiew what has been taught or to extend
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their knowledge of grammar for the purpose of imprg their grammatical ability (Purpura,
2004). Therefore, it is very important to preditiaidvance what effect the test would have on
testees, and through this impact it is evaluateal @seful test or not. Another criterion of test

usefulness is practicality.

1.8.6. Practicality

Practicality refers to the facilities that make tiest easy. According to Thornbury,
practical testsare relatively easy to design and they are vergyeto set and mark(1990, p.
141). That means that a test that requires marghéea to mark the answers such as some
speaking tests or many hours for teachers to camihe correction is impractical. It deals
with the means that make the test easily conduotéekrms of the human, material and time
resources. It refers t@ll aspects concerning tests which affect time aesources{Harris
and McCann,1994, p. 92). These considerations tefégre human and financial means, time
of administering, correcting, scoring the test dénte of interpreting its result®\ test that
requires too much money and too much time is intmalc(Brown, 2001). Concerning
grammar and mainly in the case of extended-prodndiasks in either written or spoken
forms, teachers need to consider the costs of dingepeople to score them. If they outweigh
the available resources, teachers then need tmseler their goals and priorities. Another
feature of practicality is the ease in interpretitg results which should give sufficient

information to make appropriate decisions (Purp2084).

Thus, when designing tests, it is very importantaie into consideration important
necessities that a good test should possess. litioaddo reliability, construct validity,
authenticity, and practicality, good tests shouldage pupils’ grammatical ability and have a
positive effect on learning. Although teachersvstinard to make their tests useful, they may

find difficulties in assessing their pupils’ gramtical ability.
1.8. Problems in Testing Grammar

Language teachers face some challenges when agpéissir pupils’ grammatical
ability. Some of these challenges associated wsessing grammar have been noticed by
Purpura (2004) including: defining and scoring gmaatical ability, assessing meanings,

reconsidering-test tasks and assessing the devetgpgrhgrammatical ability,

One of the major challenges is the definition @& tonstruct to be tested depending on

the definition of the grammatical ability, and hals construct should be tested. Therefore,
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language teachers shotidake clear distinctions between the form and megmiomponents
of grammatical knowledge and to incorporate thesgirtttions in construct definition”
(Purpura, 2004, p. 257) since the determinatioth@fconstruct intended to be tested is a first

essential step when preparing a test.

A second challenge is the way of scoring grammhittality for both form and
meaning, either teachers use dichotomous scoridgaacept responses as right or wrong or

partial scoring according to the developmentalesagf learning (Purpura, 2004).

Another main challenge is the way of assessing gratical ability as meanings.
Either measuring meanings in ways in which whatasl is what is meant and intended or
assessing them according to the context in whidy thppear, that is literal meaning or
intended meaning (Purpura, 2004). Thus, teachedsdifficulties in measuring L2 learners’

ability to use linguistic competence to convey nmegs.

Another problem is the choice of the appropriasks$ that can really reflect the
learners’ grammatical ability. These tasks may poivide a detailed idea about their
grammar since they target just some grammar akda®over, teachers find difficulty to set
tasks that provide authentic and engaging measifrggammatical performance (Purpura,
2004). These activities are types of tasks thatsomeathe testees’ grammar knowledge and

how they can use it to perform well in authenttaations.

Many of the SLA researchers (e.g. Clahsen (198&hePann and Johnson (1987),
Ellis (2001b) ) claim that structures seem to laerled in a fixed developmental sequences (as
cited in Pupura, 2004). Thus, language teacherslidghake this into consideration when
scoring grammar tests or consider responses asangtrong if there are some correct points
in their responses. However, testees who have temiediary knowledge of grammar are
being treated as if they have no knowledge atTdiht's why, some researchers such as
Clahsen (1985) suggest that structures should lBsumed in a way in which they are selected
and graded in terms of their order in developmesggliences in a way such as partial scoring

(as cited in Purpura, 2004).

Although teachers may provide their learners witloasiderable quantity and quality

of practice activities, they may still find diffitties and make errors.
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1.10. Error Analysis

Language learners make mistakes and errors dunmgrocess of developing their
language. This seems to be an expected and uswaifganguage learning as a completely
different opinion has occurred to consider learnersors as an indicator of their learning

process and as a device to improve learning (Coi®&).

Before moving to the theoretical background of thisthod, its models and sources of
errors, it is important to make a distinction bedqwehe terms mistake and error. Most people
view them as synonymous terminologies, but in fhey are different from each other. The
distinction between them is in the ability of setfrrection. This is what is called by Corder
(1971) and James (1998) as the self- correctahilitgrion (as cited in AbiSamra, 2003).
Mistakes can be self- corrected, but, errors cartthowvever, Harmer (2007, p. 96) uses them
as a broad term that refers to three categorigss #hat are mistakes which learners can
correct themselves when noticing them, errors #ui@ mistakes which pupils cannot
recognize as errors and cannot correct themsehaskattempts that are mistakes which pupils
make when they attempt to do something but theyad&now how. Thus, error as defined by
Ellis (1994) is a systematic and repeated devidtimm the norms of the target language.

1.10.1. Theoretical Background

The analysis of errors language learners make &éas bne of the most controversial
subjects in the field of applied linguistics folang time. According to Keshavarz (1999),
there have been two major approaches of studyinguige learners’ errors; Contrastive
Analysis (CA) and Error Analysis (EA). Through CAethod, errors that learners make can
be predicted by comparing the linguistic differenbetween the mother tongue and the target
language (kim2001, as cited in Heydari and Bagheri, 2012). Haxestudies showed that
not all errors resulted from L1 habits transfegréhwere many others that appeared during
the process of learning which had no relation vdth(Ellis, 1994). Therefore, by the early
1970’s, it was replaced by EA because of its ineaxypiand the high criticism that it received
(kim, 2001, as cited in Heydari and Bagheri, 2012).

The shortcoming of CA gave birth to Error Analysis. this vein, Corder (1984)
claims that thanks to CA, the focus shifted frora tdoncern of teaching towards a study of
learning (as cited in Tomkova, 2013). Thus, itisnxed as a technique that provides evidence

of the learner’'s knowledge of the second langué&gjes( 1994). In fact, its purpose is to find
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out what learners know and what they do not knowrd€r, 1974). Ellis and Barkhuizen
describe error analysis da set of procedures for identifying, describingadaexplaining
learners’ errors” (2005, p. 51). This explanation involves mainlgntifying the sources of
such errors for the purpose of the adaptation gr@piate teaching strategies to help

language learners learn better (Heydari and Bagb@t?).

Learning grammar is the most essential part imiegra language. In order to be able
to use a language properly, it is necessary toenastgrammar. That is why error analysis
mainly focuses on grammatical errors (Hasyim, 2082¢ording to (Brown, 2000, p. 217) an
error is a noticeable deviation from the adult graan of a native speakdn fact, “knowing
more about how grammar works is to understand nadreut how grammar is used and
misused”(Carter, 1997, p. 35). Thus, knowing more aboutilpugrammar knowledge helps
a lot in improving their grammar competence. Thas lbeen proved by many researches
which have confirmed that emphasizing on learnersirs is an effective means to improve
grammatical accuracy (White et al, 1991; Carrotl &wain, 1993, as cited in Hourani, 2008).
In this respect;systematically analyzing errors made by languagarhers makes it possible
to determine areas that need reinforcement in tegch(Mungungu, 2010, p. 12). In fact, it
does not seek only to determine areas of diffies]tbut it attempts to find out the reasons
behind such difficulties for the purpose of ideyitij strategies which learners use in
language learning, identifying the causes of learregrors and obtaining information on
common difficulties in language learning as a bdsis teaching or preparing teaching
materials (Richards and Schmidt, 2002).

The examination of the unacceptable forms madeolsign language learners can be
conducted througtiusing any of the principles and procedures proddey linguistics”
(Hasyim, 2002, p. 42).

Thus, several procedures were suggested by lirsgioistnalyze errors.
1.10.2. Models of Error Analysis

Since error analysis appeared as a systematic, stwdys necessary to base it on well-
defined procedures. Corder (1967, 1974) as thedeunof this new trend, sets a model to

analyze errors. According to Ellis, his model inxed the following steps:

1- Collection of a sample of learner language
2- Identification of errors
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3- Description of errors
4- Explanation of errors
5- Evaluating errorg1994, p. 48)

Ellis (1994, pp. 49-66) clarifies what each stegludes. Accordingly, the first step is
to decide what learner language sample is usefuthe study either samples of a large
number of learners, or of a limited number of leassnor just one sample of a single learner.
Concerning the way of collecting them, they cancbkected from natural language use or
elicited in some way. The second step is to idenkié error through distinguishing between
errors and mistakes, and between overt and cowemtseand through deciding in advance
what errors wanted to be dealt with; either ermirgorrectness or of appropriateness. The
third step is to focus only on the observable festiof errors in the learners’ idiosyncratic
utterances compared with those utterances in ttgettdanguage. The simplest type of
description is based on linguistic categories amatcategories such as the auxiliary system

which is subdivided into do, have and be.

An alternative to linguistic description is sumastrategy taxonomy suggested by
Dulay et al (1982), in which four broad categorm® suggested; omissions, additions,
misformation and misordering. However, it may benetimes difficult to determine the type
of the error. Consequently, it depends on the rebeds reconstruction of the sentence to
identify the error type. This stage includes alsquantification of the types of errors. The
fourth step refers to establishing the sourcesr@ire In this vein, Taylor (1986) identifies
some error sources that may be psycholinguisticioboguisic, epistemic (lack of world
knowledge), or in discourse structure (problemsfarmation organization) (as cited in Ellis,

1994, p. 57). However, researches have been rdtatbe first of these.

According to Dodigovic (2005), many researchersenstaborated on Corder’ s model
such as Brown (1994) and Ellis (1995). Some of th@ovided clear examples of how to
conduct the study such as Hubbard et al (1996 Edlied(1997). However, Gass and Selinker
(1994) identified six steps followed in conductira;m error analysis; collecting data,
identifying errors, classifying errors, quantifyingrrors, analyzing source of error and
remediating for errors (as cited in AbiSamra, 20@8)other model was proposed by While
Sridhar (1980) that includes six steps. They arkecion of data from composition or
Examanswers, identification of errors with respextthe exact nature of the deviation,

classification into error types, statement of ietafrequency of error type, identification of
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areas of difficulty in the target language and lfingherapy with remedial drills and lessons
(as cited in Hourani, 2008).

The major aim of error analysis is to improve fgrelanguage learning through
pointing at the main areas of difficulties. In thisspect, Corder (1974) claims that
systematically analyzing errors made by languagenkrs makes it possible to determine
areas that need reinforcement in teaching (as oitédiSamra, 2003). However, for setting

appropriate remedies, it is essential to idenhfy thain sources of committing errors.

1.10.3. Sources of Errors

An important stage in error analysis proceduregleéstifying the sources of errors.
Several studies have been conducted to suggesteatiffreasons why errors occur, in which
the one done by Richards (1971) may be the firdtranst important (Heydari and Bagher,
2012). According to them, he differentiated threarses of errors. First, interference errors
result from the use of elements from the nativglage when speaking or writing another.
Second, intralingual errors reflect the general ratt@ristics of rule learning such as
overgeneralization of rules, incomplete applicatddmules, ignorance of rule restrictions and
false hypothesis. Third, developmental errors ocltuwing the process of building hypothesis
about the target language. However, the distinctmeiween intralingual errors and
developmental errors seems to be unclear (SchachetkeCelce-Murcia, 1977, as cited in
Ellis, 1994). Accordingly, Richards (1974) class#fierrors according to their sources into two
categories: interlingual errors caused by mothegie interference and intralingual and
developmental errors caused during the processecbnsl language learning or caused

because the difficulty of the language itself (@sccin Heydari and Bagheri, 2012).

It is not easy to make differences between imgudal and intralingual errors.
Furthermore, it is more difficult to make a diffaoe between the different types of
intralingual errors. As a result, other expertspmsed other categories of learners’ errors
(Ellis, 1994). There are other models that are sstggl by Hourani (2008) such as the
following. Dulay and Burt (1974) classified thentarthree categories; developmental errors
that are similar to L1 acquisition, interferenceoes that reflect the structures of L1 and
unique errors that are neither developmental neerference. Stenson (1974) proposed
another category, induced errors that are duedanitorrect instruction of the language and

Brown (1980) added two distinct categories: contextlearning and communication
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strategies. Indeed, most researchers based tlassifatation of categories on Richards’

division and they elaborated their own classifimasi (Heydari and Bagheri, 2012).

However, it is not easy to identify the real sasraf errors, but an attempt to
understand the errors and to use what is learioad thhem and from the learners explanations
themselves can help to improve language learningesif clear explanatory statements
about errors are often not possible, the value Afds a tool for investigating L2 acquisition
is thrown into question”(Ellis, 1994, p. 63).Furthermore, previous studies mainly with
similar learners can help a lot to conduct erralysis with particular groups.

As it has been mentioned above, error analysisshielgacilitating second language
learning through improving language competenceesincas been proved that it is an
effective means to improve grammatical accuracythigs way, it plays an important role in

helping both teachers and pupils to construct ctime techniques.
1.11. Conclusion

Chapter one aimed at explaining some conceptsectklad grammar assessment
starting with some definitions of assessment, rigstmeasurement and evaluation. It has
presented the different kinds of assessment asasdle different types of tests. It has shed
light on some concepts concerning testing grammerthe types of grammar tests focusing
on types of grammar tasks. Then, it has highlighitedusefulness of error analysis as a means
to improve grammatical accuracy and language ghiligeneral. It has provided a theoretical
background concerning error analysis including ne®dé error analysis and errors sources

The next chapter will describe the EFL teachingfies situation in Algeria and the research
methodology followed to conduct this research work.
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Chapter two Situation Analysis and Raseh Design

2.1. Introduction

This chapter describes the case study which coactre reasons hidden behind
grammar weaknesses among the third secondary sghpils at EI Haoudh Secondary
School in Bayadh and the types of the grammaticalr® committed by them when being
assessed, focusing on the most frequent ones lamanast common sources of such errors.
First and before dealing with the research methagiglit provides a description of this EFL
teaching/learning situation in Algeria. It shedghti on the construction of the third year
textbook New Prospects as a basic material fgguage instruction, with a specific focus on
grammar lessons and tasks. In addition, the appesasf teaching and assessing grammar at
third year secondary level are mentioned. A briegadiption of the Baccalaureate exam of
English is provided with special emphasis on gramasks.

Next, it attempts to explain the research obyestiand the research design. It also
describes the sample population of the studynaamitions its limitations. Then, it highlights
the procedures followed to conduct this researotkwFinally, it describes the instruments

used in this study.
2.2. EFL Teaching/Learning Situation in Algeria

As a result of globalization, English has reachedatus of a global language which
is a means of communication and an access to sciend technology. Thus, there is a
necessity to learn this language. Teaching Englisdiny other foreign or second language in
Algerian schools attempts to enable learners teeldp the ability to communicate in the
target language. In this contesthie aim of the language teaching and learningasdevelop
the pupils’ ability to communicate in that languaddility to communicate includes listening,
speaking, reading and writing. Among them, thditglio communicate the language orally
was the main purpose of language learning and teath(Bin Tahir, 2012, p.12). Thus,
Algeria as the other non- English speaking cousithas given too much importance to
learning English. Recently, it has been officialijroduced as a second foreign language.

In Algeria, pupils have an experience of learniggglish of at least seven (07) years
before passing the Baccalaureate Exam (four yedhe middle school and three years in the

secondary school). It is taught as a compulsorjestin the curriculum for all levels and
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streams. It differs from one stream to anotheerms of themes of units, coefficient and time

allotted per week (Benarbia et al, 2008).

At the level of secondary school, the emphas@nisthe teaching of the four skills:
listening, speaking, reading and writing with refeze to all areas of language aspects
(syntax, morphology, vocabulary, pronunciation,liépg ) through thematically based units
(Arab et al, 2007).

The third year secondary education level is carsid as a decisive year for learners
because of the Baccalaureate Exam. English as foie gubjects of the curriculum is part

from this important Exam.

English does not have societal functions outside classroom although the
principles of the new educational reforms presemetie textbooks rest on communicative
language teaching, which engages learners in re@ meaningful communication. By real,
we mean that the learners are given opportuniteprocess content relating to their lives
and backgrounds, and to develop both fluency arairacy.” (Arab et al, 2007, p.59).
However, it still remains as an educational subj@eght just at schools level.

Teaching and learning English as a foreign languaquires the use of the textbooks.
The coursebook isthe main book used by teacher and pupils for a tsemester or year.
Often used as a basis for the sylldb(lsarmer, 2007, p.271). It forms a necessary fool
language instructiorand represents a framework that helps teachersedalate the
programmegUr, 1991).In addition, the implementation of the programmguiees the use of
the designed syllabus which is a list of items thi expected to be learnt. They may be
“grammar items, vocabulary areas, language funcsiar topics, or a mixture of these or
other elements(Harmer, 2007, p.283). In syllabuses, teachexs fin description of the
contents of a course of instruction and lists oftmvill be taught and tested (Richards,
2001, p. 2). Thus, the curriculum is consideredrasfficial guide that must be followed and
respected in terms of contents and order of units.

The first year and second year secondary textbddkbe Crossroad and Getting
Through form a necessary reference to learneasdaire most of the language forms, skills
as well as strategies that are repeated througheuthird year secondary textbook New

Prospects.
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The designers of this textbook claim that,

There will be necessary rehs to previously studied aspects of
language, to skills and strategies approached durthe first and second

years. Teachers will expect their pupils to rev@actise and consolidate their

knowledge in so doing

(Arab et al, 2007, p. 60)

However, the language presented in the coursebesk Nospects involves complex
sentences than the two previous textbooks (Ataél,e2007). The following title will

attempt to present the content of this teachingri@tand how this content is presented.
2.3 . 3 AS Extbook: New Prospects

New Prospects is an official textbook that is gesd by the Ministry of National
Education for third year pupils at the secondahost to implement the National Curriculum
of English. It was introduced as a result of theent educational reforms that witness the
introduction of a new approach, that is the Campey-Based Approach to Language
Teaching (CBA). This new approach to language tegcaims at providing quality education
for learners (Clarke and O’'Donoghue, 2013). It weasoduced as a new guideline in 2003.
Its goal is to improve learners’ competencies $ing foreign languages in real situations.
Thus, CBA has been adopted to make learners actjuéreessential skills, to perform
effectively in real world activities (Arab et alp@7). The main goal of this teaching material

is to help learners to interact and produce corfaoguage.

New Prospects starts with a Book Map in a formaofable. It includes the
presentation of the language outcomes (functioranmar, vocabulary and sound system )
and skills and strategies outcomes (the four skilkg each unit. It involves also learners’
outcomes and intercultural and project outcomégew Prospects is developed through six
units dealing with different themes, followed by thistening Scripts part in which teachers
and pupils use listening passages to do listemisigstin the units. Then, the textbook includes
a Grammar Reference rubric to which pupils arerrefe to revise or check grammar points
met throughout the units. It is closed with thes®ece portfolio part from which teachers
could select appropriate texts that help pupilsaiasolidate the language and skills presented

in the course book.
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The purpose of the latter is threefold:
1- Provide pupils with useful information for theirsesarch tasks ;

2- Provide teachers with texts which could be usedsfolls and strategies

assessment purposes;
3- Induce pupils to indulge in further reading fordare.
@lret al, 2012-2013, pp. 4-5)

Thus, this latter is considered as texts resouratis valuable for both teachers and
pupils.

The themes of New Prospects differ from one stréananother. The scientific
streams include Mathematics/Technical Mathematidsxperimental Sciences and
Management & Economy whereas the literary strearaslLaeratures & Philosophy and
Literatures & Foreign Languages. These streamsrdiff terms of units, their different
themes, coefficient, time allotted per week andnexration. The scientific and the literary
streams have two similar units (Ethics in busireess Feelings and emotions). However, they
differ in the remaining units; advertising & safetgd the solar system for scientific streams
and ancient civilizations and educational systémnghe literary streams. The theme of unit
one is about the rise and collapse of ancientizatibns. Unit two deals with ethics and
business. However, unit three is about EducatiothenWorld. It deals with similarities and
differences of educational systems in the worldit fur deals with Advertising, Consumers
and Safety. It is about the consumption and safisgues in society. Through unit five,
pupils learn about the solar system and astrondmit. six deals with Feelings, Emotions
and Humour and the domination of feelings andndwr in people’s lives. Coefficient of
English also differs from one stream to anotheiisItwo for scientific streams, three for
Literatures & Philosophy stream and five for Litewra@s & Foreign Languages stream. They
differ also in terms of time allotted to teach Hslglper week. It is three hours for scientific
streams and four hours for literary streams (botferatures & Philosophy stream and
Literatures & Foreign Languages stream). Concerdingtion of the exam, it is two hours
for both scientific streams and Literatures & P&dphy stream and three hours for Literatures
& Foreign Languages stream (Benarbia et al, 2008).
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Before dealing with each unit, the project outconsé®uld be presented at the
beginning of the unit. The teacher should set thecgrures in which pupils search for
information, find facts, organize their work anditertheir final project version to be
presented at the end of the unit (Arab et al, 2ZBAP3). The project goal of unit one, which is
about Ancient Civilizations, is to explore the riged collapse of civilizations. The project
goal, which is about Ethics and Business, is toalestrate awareness of and ability to deal
with ethics in business. However, unit three isulieducation in the World. Its project is to
increase understanding of educational systemseinvtirld. Unit four deals with Advertising,
Consumers and Safety. The goal of its project ignierstand the issues of consumption and
safety in society. Concerning unit five, whichaisout Astronomy and the Solar System, the
project goal is to explore the solar system anchleaout astronomy. The project goal of unit
six, which deals with Feelings, Emotions and Humasirto explore the domination of

feelings and humour (Arab et al, 2008).

Each unit comprises two main parts witlo tsequences. These two main parts are

Language outcomes and Skills and strategies outtome

The first part of the unit, entitled Larage outcomes, is divided into two sequences
Listen and consider and Read and consider. Thesestyguences start with Language
outcomes rubric in which the linguistic objectivaa® stated (see appendix D). They focus on
studying listening and reading passages through Ahsund-the-text rubric including
grammatical structures, vocabulary, spelling anshpnciation .These are entitled Grammar
Explorer, Vocabulary Explorer and Pronunciatiod &pelling. At the end of each sequence,

pupils re-invest what have been learnt through Kipair, share rubric.

The second part of the unit, Skills and strategascomes, is divided into two
sequences Listening and speaking and Reading atidgwBoth sequences start with Skills
and strategies outcomes rubric in which the comuoaiivie objectives are presented. The two
sequences focus on the practice of the four shkiltsthe use of the social skills such as group

work.

Take a break rubric is designed to relax. ReseanchReport and Project outcomes
rubrics concern working individually, in pairs ocollectively using research skills to do
assignments and present them to the class. Theulast is Assessment in which pupils

assess themselves.
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2.4. Grammar in New Prospects

Since this research work is concerned with gramither,researcher focuses on the
Around-the- text rubric more precisely on the Graammand Vocabulary Explorer parts.
These parts are included in both Listen and Considé Read and consider sequences.

For studying grammar, there are two instructiontha end of the structures (Have
another look at the...in SE2/SE1 or See Grammar Beder p...).The first one is for the
items learnt before the third year. However, theosd one is for the newly introduced items
to be more consolidated through referring back tan@nar Reference rubric (see appendix
E). At the beginning of the Around-the-text rubdfferent grammar structures are presented
under the title of Grammar Explorer. The part afcebulary Explorer deals with word

building, forming nouns, adjectives, verbs, adveshd opposites by keeping the same root

(see appendix F)

In the third year syllabus, learners learn grammighin context that is to say the
listening and reading passages, to be aware fufritss as well as its functions. All this is for
the purpose of being able to re-invest it in spegland writing tasks. In the New Prospects

Teachers’ book, the syllabus designers claim that:

We also regard the mastery of grammar as the cstoee of a good
command of English. This is the reason why we hdgkberately
foregrounded it in this book. This being said, veedn’'t made of it an end in
itself, but a means to an end particularly througltonstant ‘translating’ of
grammar rules into language functions, thus enswrithe learners’

competencies.
(Arab et al, 2007, p.59)

This means that grammar is emphasized in New Pectsps an important component
in learning a language to develop competencies. évew these passages are full of new
difficult words that add confusion and negativeitadies towards learning grammar
(Salmi,2013).

The textbook is task based. Task-Based LanguagehireaTBLT is defined a%an
educational framework in which classroom tasks titurie the main focus of instruction ”
(Richards et al, 2003, as cited in Coombe et al22(®. 156). In New ProspegctsThe

teaching — learning of grammar rely to a greaemeixbn tasks that lead learners to learn by
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themselves;“most of these tasks involve the use of ‘discolemyning’ (inductive learning),
and are intended to enhance individual learningaaedl as learning with peers.(Arab et al,
2007, p. 59). As its name indicates, learners dmscthe grammar points by themselves or
through working collaboratively. Through the diseoy learning approach, learners are
involved in cycles of trial and error, in whicheth are provided with feedback by their
teacher (Thornbury, 1999, p.52). Therefore, granimbBlew Prospects is studied through the
grammar - discovery approach that involves proggnpils with some examples taken from
the studied listening or reading passages tditagearticular grammar point. Most of time,
they are required to consider the examples andyamdahem through answering questions.
This rubric is called Grammar and Vocabulary Exploit this stage the teacher plays the
role of a facilitator to support their engagememtdiscovering the grammar points; the
learners are required to have a look at GrammaerBete Rubric at the back of this course
book or The SE2/SE1 textbooks. Finally, the leesrare engaged in tasks to practise the
acquired structure. However, in some cases tha@dearare engaged in doing tasks without
previous study of sentences, followed by pagesramgiar courses in Grammar Reference
Rubric for checking answers or further informatidost of these courses concern word
derivation and formation induced directly throughkalving learners to do a task. However, in
some cases specially concerning the words’ deéoivak forms, the method that is used is the
deductive approach; the rule is introduced diretttgn followed by examples before moving
to do tasks.

In grammar - discovery approach, learners formctr@re of the teaching —learning
process in which they use their background knowdettgdiscover and construct their new
basic one to master their learning. They use $pedas of language, skills and strategies that
they have previously acquired (Arab et al, 20Q7}his respect, it is claimed thidteachers
will expect their pupils to revise, practise andnsolidate their knowledge in so doing.”
(Arab et al, 2007, p. 59 ). Learners are expetembnduct autonomy since CBA is designed
around the notion of competency and seeks to dpviglarners’ autonomy (Harris et al,
1995). In the official document Programme of Erglis a Second Foreign Language (2003),
it is stated that the teacher is supposed to besdiator between learners and knowledge.
Therefore, his role is supposed to be a facilitatan assistant, supporter and guide of
learning. Such tasks are difficult to adopt becaois¢he lack of adequate and practical
training in such a new approach. In the same Veihere seems to be a clear discrepancy

between the stated objectives and the educatimralitons (Benmoussat, 2003, as cited in

42



Chapter two Situation Analysis and Raseh Design

Salmi, 2013, p. 45). This has also an effect ontélaghers’ choice concerning the grammar

teaching approach.

There are different attitudes towards grammarhiegcmethods. Some claim that
grammar courses should be presented explicitherstbelieve that too much emphasis on
grammar is not the basis of language acquisitieew{s, 1986, as cited in Thornbury,1999,
p.14).However,“There is no doubt that a knowledge — implicit oiplcit — of grammatical

rules is essential for the mastery of a languad&Jf, 1988, as cited in Thornbury,1999, p.14)

Concerningways of teaching grammar, there are basically twayswvin which a
grammar rule is introduced. They are deductive imldictive approaches. These ways of
learning are also known as rule-driven learning atigcovery learning respectively
(Thornbury,1999).

Thornbury states thatleductive approach starts with the presentatioragtile and is
followed by examples in which the rule is applied...an inductive approach starts with
some examples from which a rule is inferred1999, p.29). In the former, the rule is
presented explicitly and learners are engaged udystg it through manipulating some
examples. In the latter, the learners are introducea range of examples from which they

derive the rule. Both of them are consolidatedulgh practice tasks.

Teachers have different points of view about tesclgrammar. Though the adopted
approach in the Algerian educational system is @BA in which inductive learning is
emphasized, approaches adopted in grammar teadifiegfrom one teacher to another, and
“they appear to be unable to agree on a singlehmétfor teaching that grammarSnoussi,
2012, p.42).

As it has been stated earlier, the grammar teadgipgoach stated in New Prospects
and required to be used to third year classebkeignductive approach or grammar - discovery

approach in which the common tasks are discovdiyites.
2.5 Types of Grammar Tasks in New Prospects

Most of grammar tasks found in New Prospects aseodlery activities in which
learners® are shown language and asked to try to work out toworks for themselves
rather than being told by the teache(Harmer, 2007, p.271). The grammar teaching —

learning process in this coursebook provides aelargmber of effective learning tasks
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through which pupils are led to practise how Eirnglis used. The tasks devised provide

learners with opportunities to assess their kndgde and negotiate meanings.

The New Prospects designers claim ttiae effect of the diversity of tasks will
enable pupils to gradually automatize their knowlednd recall the language acquired with
greater control and ease(Arab et al, 2007: 59). The tasks are introduceericourage pupils

to use more complex sentences

Grammar at the level of the third year secondampgskis taught by means of discrete-
items and rarely by an integrative way dependinghencurrent study. Most of grammar
tasks found irNew Prospects focus on the learners’ control ofjleage structure, grammar
and vocabulary. However, some of them are skilbgu$ed that integrate the use of other
skills such as writing or speaking. They are sel@aesponse tasks and limited production

tasks.

Some of the more common task types found in Revspects are summarized here
according to each unit. They are typical exampteshow which sorts of exercises are
introduced. In unit one, which is related to ant@wilizations, most of the questions types of
exercises are gap-fills tasks. Some of the tasksedated to word formation. However, the
rest are askingvh-questions, writing sentences, matching sentenbesiagjoining elements

using connectors and verbs inflection.

Concerning unit two, most of tasks are transforomatentences most of the time
involving verbs inflection. The rest are joiningiggaof sentences using the provided
connectors, gap-fills tasks and word formation esnmg word derivation. The more
common task types found in unit three are itemgrarisformation sentences, table filling
items and writing sentences. There are also womhdbon and gap-fills tasks. The most
common sorts of exercises introduced in unit faxg gap-fills tasks. However, the rest are
words derivation, verbs inflection, table fillingems, transformation items and writing
sentences. Concerning unit five, most of taskssyge table filling items, writing sentences
and word formation including both words derivatemd verbs inflection. The rest are asking
wh-questions, matching questions with their answed error recognition and correction

tasks.

Finally, The more common exercise types introdunaghit six are gap-fills tasks and
word formation mainly derivation most of time lirkéo rearrangement items in a form of

table filling task. The other tasks are writingldgues and acting them orally. In fact, the
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most common types of tasks introduced in New Rycsp are word formation tasks
concerning words derivation in the form of tablengdetion or within a context, and gap-fills
tasks which are related to word formation. The meast frequent types are table filling from
the text or rearrangement items, sentence tranat@m tasks and writing sentences.
However, there are just three combination itemkstasvo tasks about askinggh-questions,
two others of doing so but in dialogues, one camogr matching sentence halves and
questions with answers and one error recognitr@harrection task. Teaching grammar in
New Prospects relies explicitly on involving learén such tasks. In order to see whether
these tasks meet the BAC exam requirements, tleandser analyzed the types of tasks
found in theBAC exam. Therefore, the next step concerns thestyy tests and tasks for

assessing grammar at this level.
2.6. Assessing Grammar at Secondary School

Grammar at the level of the third year secondahgsl in Algeria is tested by means
of discrete- item tests in which thearners’ competence of grammar is tested. Theys
on the learners’ control of language structurés Hlso tested in an integrative test in which
skills-focused tasks are used, precisely, in nigsthe learners’ ability to writeln the
Baccalaureate Exam, grammar is tested thraliggrete item taskand in an integrative way

within written expression.
2.6.1.BAC EFL Exam

Baccalaureate Exam in Algeria is a high-stakesonati exam which usually takes
place in June. It is a decisive exam that thirdrygsondary school pupils undertake at the
end of the year in a written form. As an achieventest, it is of a paramount importance
since the results obtained in such an exam deaterthe learners’ future careers, and provide
them with access to higher education or professgidraining. English as a compulsory
subject- matter is congruent with official syllanegarding topic, content and cognitive and
learning objectives and official instructions comseg types of tasks, their number and
length. The form, the content and the tasks airtesting the candidates’ knowledge and
skills in reading, vocabulary, grammar, phonetaiscourse and writing (Official BAC and

Exams Instructions,2010, p.2).

The English BAC exam is made up of two partsadneg and written expression. The
former consists of two sections: comprehensioniatedpretation, and text exploration. The

sub-part of comprehension and interpretation fesusn the comprehension of the reading
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passage via a set of comprehension- type actvifldhe second sub-part, that is Text
Exploration, is related to the knowledge and uséheflanguage through tasks related to the
same topic of the reading passage. It containsceesr bearing on lexis, grammar, sound
system and discourse. Written Expression part deguwo topics; one is guided, which is

related to the text theme and the second is fie,i$ linked to other theme always from the
third year secondary school syllabus. It setscHralidates to opt for one from the two topics
to produce a piece of writing (see appendix G)is®iudy deals with grammar. Thus, it

attempted to focus on the grammar tasks foundheBiaccalaureate Exam

2.6.2. Types of Grammar Tasks irBAC EFL Exam

As far as grammar is concerned in the Baccalaufesden, the pupils are tested on
items that they learnt in third year secondary stlsgllabus and textbook, New Prospects.
The types of testing items subscribe mainly urdiscrete-point items. They are limited -
production tasks which ask pupils to construct wood one or two sentences, and which
require predetermined correct answers. Startirig miorphology, there are table completion
items which mainly test recall of information anabkvledge and which are used to check the
pupils’ knowledge to derive nouns, adjectives aedbs. Another type of words derivation
task introduced in the BAC Exam paper is giving @pfes to words keeping the same root.
There is also dividing words into roots and affixasthe form of table completion task.
Concerning verbs inflection, the type of test taskd is completion items supplying cues that
are the verbs in the infinitive forms to complete tsentence. The tasks that correspond to
syntax involve three types of questions. They aymlination statements with provided
words, asking wh-questions to the underlined wartts transformation sentences including a
variety of grammar points (see appendix H). Conogirthe types of tasks found in the BAC
exam, what has been noticed is that from the waoétthe grammar tasks found in New
Prospects just few types are utilized in BAC Exdinese types are word formation most of
time as completion items either in the form of ablé or sentences, transformation items,
combination items and asking wh-questions. Thesetla types of tasks introduced in the
Official BAC and Exams Instructions Guide (2010). the following table, the types of
instructions found in the BAC exam concerning etask are presented:
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Part of Types of| Typology of tasks Typical instructions
BAC Paper | grammar tasks
Text -Word Deriving nouns Complete the chat
Exploration: | formation adjectives/verbs from as shown in the
Morphology | (derivation) words in the text example
-Word Giving opposites to Give the opposite
formation words in the text of the following
(derivation) keeping the same words keeping the
root same root
-Word Dividing words into Classify the
formation roots and affixes following words in
(decomposition the table
Grammar -Combination combining statements connect each pair ¢
items with connectorg sentences with one

-Transformation

items

-Writing
sentences
(asking wh-
guestions)

- completion
(blanksg

with cues (verh

items

inflection))

provided

paraphrasing with

prompts given

asking questions t

the underlined words

Supplying the correg
form(s) of the verbs

in brackets

Il

[®)

—

of the words given
Make
where necessary.

changes

Rewrite sentence |

so that it means the

same as sentence A
Ask guestions whick
the underlined
words answer.

Give the correc

form(s) of the verbs

in bracket

[*2)

1%

—

A

I

[

Table 2.1.Typology of grammar tasks and instructions foun8AC exams.(adapted
from Official BAC and Exam Instructions, 2010, [&37)

What has been noticed from the table above isttigat are particular types of tasks

which fall under the type of discrete-point iteriwever, Fill in the table with the missing

word categoryis another instruction found in BAC exams but lsarAccording to the above
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table and the results obtained earlier, a comparésw@lysis concerning the grammar tasks
and their typical instructions was carried out kesw New Prospects and the Baccalaureate

Exam.
2.6.3.Grammar tasks in New Prospectand BAC EFL Exams

There are types of grammar tasks that exist in Resgpects and do not exist in BAC
EFL Exam exams, such as gap-fills tasks, errorgeition an correction tasks, matching
sentence halves, matching questions with answeisngvsentences, picking items from the
text and their rearrangement in table and word &ion in the form of word composition as
adding self to words and well to verb past partesgnd forming plurals. The second case is
the types which cannot be found in the textbook aredsometimes introduced in the BAC
exam such as dividing words into roots and affixea form of a table completion. The third
case is the types of tasks which exist in bothefrt with some differences in the formulation
of the instructions.

The researcher attempted to deal with the thirdgmat in details for the purpose of
comparing their instructions in both the BAC examd New Prospects. Concerning the
BAC exam morphology rubric, there are two typestiviltg nouns/adjectives/verbs from
words in the text and giving opposites to wordshia text keeping the same root. The typical
instruction of the first type found in the BAC exasn - Complete the chart as shown in the

example.

It is given in a form of tabledowever, inNew Prospects typical instructions of such task are

as follows:

» Copy the table below on your exercise book andirilthe missing member of each
‘family’ whenever possiblétask 1, p. 26).

* Formnounsfrom the following adjectives by adding appropeistiffixesto the words
in the box bellow. Example: Hospitable hospitality (task 2, p. 57 ).

* Replace the nouns and verbs in brackets withr thdjectives so that the written
speech below by a school inspector makes sensesuffsees—ive and—al. (task 4,
p.80).

e Transform the verbs in brackets into nouns by agldurffixes—ing and—ion/ation so
as to get a meaningful text (task 1, p. 87).

» Add appropriate suffixeser, -tion, -ing, or—mentto the verbs in the box to form as

many nouns as you can. Some verbs can take mor@tigasuffix (task 1, p. 110).
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e« There are 6 nouns in texts A and B below which nieelle turned into adjectives
ending in —y. identify them and rewrite the pargiisa using the adjectives in their
stead. An example is given(task 1, p. 118).

» Add suffixes—ist or —er to the words in brackets to get a meaningful {eagk 2, p.
148).

» Deriveadjectivesfrom all thenounsin the table you have filled in task 1 above. Add
a suffix when necessary (task 2, p. 169).

* Turn the adjectives written in bold type in thetterlow into verbs by adding suffix
-en. Then rewrite the text using the verbs. Make theessary changes. (task, p. 169).

* Form new adjectives and nouns by adding the predik to the words in the box.
Then arrange them in the table that follows anaudis their meanings. (task 4, p.
170).

* Go through the words in the box below and add sedfto the words which can carry
one. Then classify them in the table below. Whayaio notice? (task, p. 178).

The typical instruction of the second type foundha BAC exam isGive the opposites

of the following words keeping the same root.

However, inNew Prospectghere are just two tasks which their typical instiens are as

follows:

* Add negative prefixede- or dis to the words in bold type in texts A and B belaw s
that they make sense (task 3, p. 27).
« Form opposites by adding appropriate prefixes ¢éovtbrds in the box (task 3, p. 57).

In the second rubric introduced in the aforememtbrBAC official document, there are
four types of tasks. The first one is a combinattems task. Its instruction is formulated as
follows: Connect each pair of sentences with one of the wardgiven. Make changes

where necessary.

However, there are just three combination itemkstdsund in New Prospects”These

are illustrationsof their typical instructions:

* Combine the pairs of sentences (A-F) with appré@r@onjunctions from the box

below. Use appropriate tenses. (task 4, p. 25).
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« Link each of the pairs of sentences below ugirayiding/ provided that andas long
as with the right tenses for the verbs in bracketse afi them is in the passive
voice(task, p. 48).

* Link the pairs of sentences below wib+ adjective+ thator such+ noun
phrase+ that (task 1, p.55)

The second task type is transformation items tgskraphrasing with prompts given.
Its typical instruction is as follows:Rewrite sentence B so that it means the same as

sentence A.
The corresponding tasks instructions foundNieWw Prospectsare formulated as follows:

* Rewrite sentences A-D below usiitg(high/about) time to express your impatience
with bureaucratic malpractices (task 1, p.49).

* Respond to each of the situations below by writingentence starting with the verb
wish. Pay attention to the tenses (task 2, p.49).

* Rewrite statements 1-5 below usingd better/’d better or had better not/’d better
not to convey the same meaning as that conveyed ksetitence given. (task, p. 50)

* Rewrite the short businessman’s memo below to makeore tactful using the
passive voice. Start your sentences with the wordmld type. Make the necessary
changes. (task, p. 56).

* Consider situations A-G below and write sentencigs Wv(task 1, p. 77).

* Rewrite the sentences below usingess Make the necessary changes (task, p. 77).

e Turn the sentences with the items in the bold type the passive so as to get a
coherent description of the process of writing enposition. Start the sentences with
the items in bold type. (task 1, p. 87).

* Rewrite the sentences in column B in the tablevodtoexpress the notions in column
A. Use appropriate modals or expressions. Theraramey possibilities. (task 2, p.
109).

The third type is asking questions to the undediiwerds. The typical instruction of this task

is as follows:Ask questions which the underlined words answer.

However, in New Prospectthere are just two tasks about askingh-questions. The

formulation of their instructions are as follows:
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* Use as much information as you can form tasks 4n® 3 on the previous page to
complete the dialogue below. Pay attention to thméd information(task 5, p. 17).
 Look at sentences A-G. use the words in the bdomb&o ask questions so as to get

the information in bold type. Start your questionith how and/orwhat(task 2, p.138)

The last type of grammar tasks suggested in the Ba&in is completion items task with
cues; that is supplying the correct form(s) of Heebs in brackets. The typical instruction
used for this type isGive the correct form(s) of the verbs in bracket’ There is no task
found in New Prospects requiring from the learrergive the correct forms of verbs, but it
Is involved in other tasks such as combination steon transformation sentences. The

examples are mentioned above.

Although the designers of New Prospects claimt: théne graded tasks are of the type
to be found in the English paper of the Baccalateea@xamination, and thus provide the
pupils with a gradual familiarization with the exaration requirements for English(Arab et
al, 2007, p.60), the majority of the grammar tasksoduced in New Prospectsdo not
entirely comply with the ones existing in the BAGaE paper. Moreover, most of the
typical instructions concerning the types of taskdhe BAC exam differ to some extent from
those introduced in New Prospects. Thus, suchpesents an additional constraint that

prevents candidates from performing well in exams.

Thus, New Prospects remains a functional courdeldath of authentic texts that forms a
necessary reference in which grammar is studiechtWéhremarkable also is that there is an
over emphasis on grammar practice that corresptmtise level of knowledge. However,
the reading and listening passages as well asetfitersces in which grammar is introduced
are overloaded with difficult lexis that are ofteayond the third year secondary pupils level.
Therefore, such reality forms an obstacle in thearning. Moreover, the learning objectives
are so many that the teachers could not be alkatih and assess in the intended time and

do so again as a remedial work.

An attempt to explain the research methodologymade in the following step.
2.7. Research Methodology

To achieve this research work, a particular reseanethodology was followed
depending on particular research instruments tocobeucted with (123) pupils from the third

year secondary school. This educational investigaemploys a mixed method design
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which is a combination of quantitative and quaNtatresearch approaches to deepen the

understanding and interpretation of the results.
2.7.1. Research Objectives

This research work aims at finding out the areas ipresent difficulties in grammar
among third year secondary school learners .Tleulties are determined in the form of
errors which are committed by the examinees. Tans,of the most important objectives of
this research work is to explore and analyze ttengmatical errors made by the learners.
Also, it attempts to provide an overview about timain causes and sources of making such

errors.

This research project tries to supply significamcammendations and some
implications for developing the grammatical competeamong third year secondary school
pupils as a part of their preparation for themafiexam, that is to say the BAC exam as well
as improving the learning and performance of thgilpun grammar to perform well in the

summative Exam.
2.7.2. Research Design

This research work employs a mixed method desighich is a combination of
quantitative and qualitative research approachesh® purpose of obtaining better results
both at the level of data collection or analysigele (Dornyei, 2007). Researchers can collect
a wide range of rich information through quantitatiresearch. Quantitative methods are
research techniques that are used to gather infmmmeealing with numbers and anything
that is measurable (Holston, 2011). Crouch andard® (2012) describe this type of
approach as any research which uses proceduregdtihar data in a numerical form. In other
words, the results are presented in the form ofesabgraphs, pie charts, numbers and
percentages. The qualitative approach uses opirdadsexperiences to provide qualitative
data. In this respect, a commonly distinction miaelsveen the two data is th&uantitative
indicators provide numeric information, while quative indicators give statements that
convey opinions and experiencefGuijt, 1998, p. 32). That means that the quainiga
method is statistical. However, qualitative meth®adot. The method adopted in this study
integrates both methods in the process of dateaah and interpretation using quantitative
and qualitative data so that they better answegthestions raised in this research work. In
the current study, the quantitative and qualitativeastruments used are tests and

questionnaires.
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2.7.3. Sample Population

Collecting data about the studied case for the gaepof analyzing and interpreting
results is a very important element. since it ecoessible to conduct research with a large
population, the sample population, which is theugr@f people that represents the same
characteristics of the total population and throughich the researcher can generalize
findings to the entire population is a relevargneént in the process of conducting any

research work (Ary et al, 1979).

The population of this study consisted of (123) ilsufrom the third year level of
secondary education. They were males and femalesenhfrom both scientific and literary
streams since pupils of both streams learnt theesgnaammar and the weight of grammar in
the BAC exam according to the two streams is tmeesa heir age was between seventeen
(17) and nineteen (19) years old .This samplaufadipon was to some extent homogeneous
in the sense of age and gender. The total numbgirlesfwas eighty eight (88) and of boys
was thirty-three (35).They were selected from Ebutih Secondary School, Bayadh. The
participants have been studying English as aniaffisubject for more than seven years.
They study English three times a week for the dgidienstream and four times a week
concerning the literary stream, one hour for eddteir mother tongue is Arabic. However,

English is a foreign language.

As mentioned before, the total number of the sangapulation was 123 pupils. It
was limited to just four classes out of eight aissat the target school because of the time
constraints and the difficulties of gathering imh@ation. Some subjects of the study did not
answer some questions at all. In addition, the rermif the respondents to the two

guestionnaires was just 87 since the rest werendbs
2.7.4. Research Instruments

To conduct this research work, the researcher tlsedollowing research tools to
collect information: tests and two questionnairésese assessment tools can provide the
teacher with diagnostic data about pupils’ streagind weaknesses in grammar. The test is
an effective instrument to determine the pupilfficlilties in what has already been learnt. In
addition, it forms an efficient tool to stimulateakrners to learn. They are formative tools
which help teachers to determine how well pupilsfgren after a course of study (Farris,
2015). Through the designed test, and accordirthacgrammatical errors that the learners

made, the teacher can identify areas of difficalteaxd weaknesses in learning grammar.
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According to the questionnaires accomplished bynksa, reasons of grammar deficiencies

and causes of committed errors can be determined.

The research path was initiated by a test in Bhgljrammar for third year secondary
school pupils. These test papers constituted teeareh corpus. After, they were being
corrected, the errors that the learners committeste identified, categorized and explained

for the purpose of finding out the reasons behimdting them.
2.7.4.1. Tests

Tests are assessment tools used to measuners’ performance. They are defined as
“any form of formal assessment in any language at@ah is administered under conditions
which ensure measurement of individual performaimceany given area’ (Harris and
McCann, 1994, p. 93). They are used to colleatrmftion about learners’ abilities, skills
and knowledge to do tasks.

In addition to measuring the learners’ progressmfusing tests, valuable information
can be collected about the teaching process, #ohitgg materials and the programmes. They

are also used as a source of data in conductingaidnal research (Murray Thomas, 1998).

In the current research work, The researcher eyaglothe test with 123 pupils in a
duration of two hours for the purpose of obtaindaja about the most grammatical errors

made by third year secondary school pupils.

The designed test (see appendix A) was basé#deamost important grammar points
designed in the programme of the third year seagndehool level, and its tasks were
presented under the same instructions as the oammrammar tasks that occur in the
Baccalaureate Exam. Before administering the te#ite learners, it was tried out with other

learners of the same level.

In general, this test was a discrete item testtiwhiconsisted of six tasks about

morphology (derivation and inflection ) and syntax.

The first task was about the derivation of nounecives and verbs. It contained an
incomplete table of three columns (verbs, nours &djectives). In this task, the learners
were required to complete the table with the rigdins. An example was given to make the

instruction clearer.
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The second task was about supplying the correptdaf the verbs between brackets.
It contained five sentences with six verbs thausthde put in the right tense. There were two
conditional sentences in which the verbs shoulgutgein the conditional perfect and future
simple; one sentence in which the present pass$igald be used, and two other sentences

with time indicators of the past simple tense dregdresent perfect tense.

The third task was about the ability to ask “wh’egtions correctly. It contained five
sentences in which there were some words that weterlined. The learners were requested
to ask questions that these words answer. Thetigneswere different. The first two
guestions should be formed by just replacing thderlined words by thewh ” words
needed for these answers. The third and the difiéstions contained the auxiliary “to do”
and the infinitive of the verb. However, the fourtjuestion should be formed by just
separating the auxiliary from the verb without gsithe auxiliary “to do ” or giving the
infinitive of the verbs.

The fourth question was about the transformatiosesitences of different types. The
first three sentences were about transformatiom fpassive to active voice. The next three
sentences were about the transformation from diceictdirect speech. The last two sentences
were about transformation concerning expressingvish and strong desire The learners
were expected to transform the sentences givingidgie tenses of the verbs as well as the

words order.

The fifth task was related to the use of connectorgoin pairs of sentences. It
contained five sentences and a link word betweeacKats for each one. The learners were
asked to join the sentences using the given coonagppropriately and make any necessary
changes. In the second sentence, in addition t@gube connector, the pupils should put the

verbs between brackets in the correct form .

The sixth task was about the correct word ordee pupils were given five lists of
jumbled words in order to reorder them to get megfuil sentences. The first and the third
questions were simple sentences. The second anfdutte sentences were questions. The

fifth one was an indirect quotation.

The general test framework is illustrated in tl#lofving table that shows the
different test tasks, the language aspects thely @éh, the instructions, the number of the

expected answers and the mark intended for eakh tas
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Task| Related to Instruction Number and type of Mark
responses
1 Derivation Complete the following chart as | 06 responses (words) 03
shown in the example points
2 Tenses Give the correct form of the verbs06 responses (verbs) 15
in brackets points
3 Wh-questions | Ask the questions that the 05 responses 3.5
underlined words answer _ points
(wh-questions)
4 Sentence Complete sentence (b) so that it | 08 responses 4.5
transformation| means the same as sentence (a) | (sentences) points
5 Joining Join the pairs of the sentences usjr@b responses 2.5
sentences the connectors in brackets. Make | (sentences) points
using any necessary changes
connectors
6 Reordering Reorder the following words to 05 responses 05
words to make| make coherent sentences (sentences) points
Sentences

Table 2.2. The General Test Framework

As the table shows, the tasks differed in termmstructions, language aspects to be
measured, the number and type of the expected amsnd the mark intended for each task.
In tasksl and 2 the responses were in a form oflsvddowever, in the other tasks the

responses were in a form of sentences.

For the purpose of determining the causes behiahiapar difficulties and errors, two

guestionnaires were administered.
2.7.4.2. Questionnaires

A questionnaire is a tool used to gather infornmatibis a medium of communication
between the researcher and the subject, in whidh gpondent is asked questions according

to a fixed schedule (Brace,2004,). Itisa widely used and useful instrument for collegt
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information, providing structured, often numericdata, being able to be administered
without the presence of the researcher, and ofteingocomparatively straightforward to
analyze” (Wilson and McLean,1994, as cited in Cohen et28l1, p. 377). Information
gathered may be facts or opinions or both abaar&in situation in educational researches.
A questionnaire is a form of written questionsegivto the sample population to be answered.
The types of questionnaires differ with referencettie types of questions asked and the

information wanted to be obtained (Hale and Naj#ed,3).

The types of questions included in ¢joasaire are: close-ended questions which are
yes /no questions, sometimes followed by quesbaglitit the reason for choosing one of the
two answers, open-ended questions which requitafigiwers and multiple-choice questions

in which the respondents choose one answer ortsgpte alternatives (Zidane, 2010).

The utilized questionnaires in the cotmesearch were designed to collect data about
the learners attitudes towards learning Englishmgnar, the causes behind their grammar
weaknesses and the possible sources and redsmrkiag grammatical errors. There were
two questionnaires. Both of them were designdtequpils.

2.7.4.2.1. Pupils’ Questionnaire 1

This questionnaire was planned to be answeredlliealearners who were tested,
that means 123 pupils. However, it was answere86blgarners only because of the absence

of the others.

The questionnaire designed to the third year pupilmed at eliciting reliable
information about the major causes leading to k@' rweaknesses in English grammar, their
difficulties, the sources of such difficulties amdlutions based on their thoughts (see
appendix B). This questionnaire included 19 qoesti Four of them were open-ended
questions which necessitated detailed respor@&®agen of them were close-ended that
should be answered by yes or no. One of them wiasvied by a multiple-choice question for
those who answered negatively. Eight questions warkiple-choice questions since they
included alternatives from which the pupils seldgtest one.

The first question was a multiple-choice questibat tasked the pupils about their
level in English grammar. They were asked to opbfte of the alternatives: good, average or
low. The second one, which was open-ended, questidhem about whether they had a

positive attitude towards learning English gramrmaml negative one, followed by another

57



Chapter two Situation Analysis and Raseh Design

multiple-choice question that urged those who lzeaegative attitude to state their reasons.

Three options were given leading them to say whietlveas difficult, boring or uninteresting.

The third and the fourth questions attempted td faut whether the learners made
efforts to learn English grammar or.ndhe third question was also a multiple-choice
question which was intended to know the frequentyhe pupils’ revision of grammar
lessons. They were requested to select one ofltdmmatives, whether they did so regularly,
sometimes or never. Question four, being close-@nakked the pupils if they learnt grammar
rules by heart or no.

The next questions 5,6,7 and 8 attempted to imgatstthe pupils’ assumptions about
the degree of difficulty or ease of the grammarrses and tasks at the third year level. All of
them were multiple-choice questions. Question figked the pupils about their attitudes to
grammar lessons at the third year level. The optware about whether these courses were
difficult or easy. The sixth question questionednthabout the frequency of time they found
difficulties in understanding grammar courses, Wheit was regularly, sometimes or rarely.
Questions seven and eight asked the pupils abeutdttitudes to grammar tasks. They were

asked to state if they were difficult or easy.

Question 9 was a close-ended question which aiatemhvestigating the pupils’
attitudes towards the way in which grammar courgese presented in the textbook. They
were asked to state if they appreciated this wagodr Question 10, that was close-ended,
attempted to find the degree of similarity betweka instructions used in the tasks and
exams during the year and those of the Baccaleumaam. It asked the pupils about

whether they found them similar or not.

The purpose of the next two questions was abautstificiency of grammar tasks
and the time for practice. Question 11, being elesded, questioned them whether the
amount of grammar tasks in the textbook was dafficto learn English grammar or not.
Question 12, which was close-ended too, asked th#ma time devoted to practise grammar

inside the classroom was sufficient.

Question 13, being multiple-choice, asked the puallout their attitudes towards the
English grammar. Three options were provided agkiem to say whether they found it too
long, long, average or short. The fourteenth qaestivhich was close-ended, asked them

about the time devoted to teach English, if it waSicient or not.
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Question 15, being a multiple-choice one, asked ghpils about the approach
preferred by them to teach English grammar tadtlyear pupils. Three alternatives were
given. They were asked to say whether they prdetineir teachers to give them the rule
explicitly, then illustrate with examples and aftbat move to activities, or to start with
studying examples in which the rule was preserttezh) deduce the rule and after that move
to activities or to follow the way the grammardes was stated in the textbook, in which the
teacher asked them to consider the examples thia taken from the text, then deduce the

rule with his/her help, then do activities.

Question16, which was open-ended, requested theelsato suggest other grammar
teaching strategies thought to be helpful to ldamglish grammar. The main purpose of the
last three questions 17, 18 and 19 was to eliGirmation about grammar difficulties, their
sources and the appropriate solutions to overcaroke difficulties. Question 17, being open
ended, asked the pupils to give information abdwirtdifficulties in learning English
grammar. The next question, being also open-endgdgested them to mention their major
causes of their grammar learning difficulties. i 19,which was open-ended too, asked

the pupils to suggest their own solutions to overedheir grammar deficiencies.

The pupils’ questionnaire 1 aimed at searching tfee major causes leading to
learners’ weaknesses in English grammar. More geégi it searched into their attitudes
towards English grammar learning, their motivatitimeir difficulties, the sources of such
difficulties and attempted to suggest some solstibased on their perceptions of grammar

learning and teaching.

This questionnaire was designed to answer someeafdncerns of this research work.
Another questionnaire was also designed to thelpupian attempt to answer the questions

concerning the main sources of committing grammbgorors.
2.7.4.2.2. Pupils’ Questionnaire 2

The second questionnaire designed to the third yegils aimed at eliciting
information about learners’ perceptions of the eausf the grammar errors they made (see
appendix B). It was intended to be administerechvaili the pupils who set for the test.

However, it was answered by 86 learners only dubéd absence of the others.

This questionnaire was presented in a form of tablevhich the learners were
requested to tick the appropriate boxes which etédt two overall sources of grammar

errors (interlingual and intralingual causes obesy and supplying their own causes if it was
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possible. It was divided into five columns: the rhenof the task and its instruction, the type
of errors, some examples of such errors, theirecorforms and the causes of making the

errors. The last column was about the causes oingdke errors.

The different tasks were described. In task tim&t was related to word derivation,
just one type of error which was wrong derivatioaswprovided. Some examples of wrong
derivation of verbs, nouns and adjectives were rgivihe wrong verbs wereciviliza and
civilizate while, the wrong nouns, which were chosen, vibmieevation andwidention. The
selected examples for wrong adjectives wendlizative and widenable. In the fourth

column the correction of those errors was written.

In task two, which was about supplying the correetns of verbs, three types of
errors were given. They were wrong tense, wrong ferm and erroneous tense. Some
examples of the aforementioned error types weremngivihe following example was an
illustration of the first error type: years agowill be difficult... Directly in front of it, there
was the correction of that error: years agoyass difficult...The second error type was
illustrated through this example: Marsnked of ice...The correction wawadeinstead of
maked. The same thing was in the third error type. €kample was (don’t saw him for

ten years.). However, the correct form vwaven’t seeninstead oflon’t saw.

In task three, which was about askimgrquestions, six types of errors were
provided. They were wrong question word, verb omrgsauxiliary omission, wrong verb
form and two types of wrong word order: absenceanixiliary/ subject inversion and the

verb preceding the subject.

In task four, which was related to sentence transition, three types of
transformation were treated. In passive voice fadimee types of errors were selected for
study. They were wrong form of auxiliary, wrong rforof past participle of the verb and
wrong word order. In reported speech form, fouoetypes were provided. They were wrong
tense, wrong word order, omission of transformatamnd and absence of necessary changes.
The given example for the last one was about pmesioGConcerning expressing wish, two

types were chosen. They were wrong tense and wemgform.

In task five, which was about using connectorsoio gentences, two types of errors
were given. They were wrong position of the conmeeand wrong word order. In task six,

which was about forming correct sentences throwgindering words, three types of errors
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were treated. They were ill-formed sentences, wrpngition of adjectives and wrong

question forms.

The purpose of the pupils’ questionnaire 2 wamvestigate the sources of the main
errors made in each task in the test. Its intevastin determining whether the interference of
the learners’ mother tongue was the major cauggashmatical errors or the target language

factors.
2.8. Conclusion

This chapter has dealt with the EFL teaching awdirig situation in the Algerian
secondary school, more precisely the educatiotahtsdpn in which grammar is taught and
assessed with a special emphasis on the textbldelw Prospectsandthe Baccalaureate
Exam.It has also described the research methodologyghrdisplaying the research design,
the objectives wanted to be achieved and the eraglogsearch instruments. The instruments
were a grammar test and two questionnaires desitgnthe pupils. The intended objectives

of using such instruments were clarified.

An attempt to analyze the information obtained fribra aforementioned instruments
will be conducted in the following chapter. Theukls will be interpreted for the purpose of

providing answers to the questions raised by #ssarch work.
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3.1. Introduction

The current chapter presents and discusses the fidaiags obtained from the
grammar test and the two questionnaires in a stafisorm in tables, graphs and pie charts.
It also provides an interpretation of the resuitam attempt to answer the questions raised by
this research work. The grammar test consistedxafasks which were related to derivation,
tenses, askingvh. questions, sentence transformation, using coaree&nd words order.
Each student’s responses were studied and analyhexi study is based on the analysis of
each task separately for the purpose of findingwhith tasks presented more difficulty and
the errors that the pupils made when answeringetpasticular tasks. This analysis indicated
numerous grammatical errors according to each tas&ddition, an attempt to find out the
reasons behind grammar deficiencies and making strcis has been carried out through

analyzing and interpreting the questionnaires tesul
3.2. The Analysis of the Grammar Test

The grammar test analysis includes an evaluatiainefpupils’ marks and a study of
the test tasks in each pupil paper. This studytifles the types and frequency of errors
committed by the third year pupils and the most wmm ones among them.

3.2.1. Evaluation of the Test Results

The study of the learners’ marks in this grammat peovided clear information about
their level and the extent of their ability to pmrh well in answering grammar tasks. A
sample of the test marks of one hundred twensetlit23) pupils was studied and analyzed
for the purpose of providing useful information abthe degree of the learners’ ability to
answer grammar questions that were similar to thiesegned in the Baccalaureate Exam.
However, it is important to mention that words arde not a typical task asked using the
same instruction in the BAC exam. But, it has bekoasen as an activity since the correct
order of words form an essential component in mgngmmar tasks such as asking
wh-questions, sentence transformation and joiningesees. In the following table, the test

results are displayed in increasing intervals ftbmlowest level to the highest one.
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Mark (out of 20) Number Percentage
0 - 499 74 60.16 %
5- 8.99 31 25.20 %
9- 9.99 04 3.25%
10> 14 11.38 %

Table 3.1.Percentages of the Test Results

Depending on the above table, the pupils’ leveEnglish grammar was very weak
since most of the marks were less than five (5)obiventy (20), representirgp.16%of the
total number of the marks. Furthermore, the totahber of the marks below the average
represented one hundred nine (109), representingerentage 088.61%. However, just
fourteen (14) pupils got the average or more reaggnting a percentage 1if.38% out of the
total number of pupils. This low level in Englishagimar competence was confirmed also

when calculatinghe mean of this test that was (5.34).

This is an overall view of the test results. Forendetails, the test papers were studied
and analyzed aiming at searching for the taskspifestented more difficulty. This is what has
been done via studying the tasks one by one amaighrcomparing the responses types in

each task in the next step.
3.2.2. Type and Frequency of Answers of Each Task

As it has been mentioned earlier, this study isstbasn the analysis of each task
separately for the purpose of finding out whichkséapresented more difficulty and the
errors that the pupils made when answering theskstalrherefore, the following table
provides an overall impression of the degree dfadilty of each task through displaying the
frequencies and percentages of the correct anamerghe wrong answers and comparing the
results of the six tasks.

Task | Types of answers
Correct answers Absence of answers| Wrong answers
Number | Per cent | Number | Per cent | Number Per cent
01 304 41.19% |17 02.30% | 417 56.50%
02 100 13.55% | 105 14.22% | 533 72.22%
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03 107 17.39% | 126 20.48% | 382 62.11%
04 123 12.5% 191 19.41% | 670 68.08%
05 155 25.20% | 182 29.59% | 278 45.20%
06 43 6.99% 136 22.11% |436 70.89%

Table 3.2 .The Type and Frequency of Answers Given by Pupils

As it has been shown in the table, the most diffiask was reordering words to make
coherent and accurate sentences since the pereeonitdge correct answers in comparison
with the other answers in task 6 was the lowe#t (@M09%). The second highest error
category seems to be sentence transformation. ddugrs in the percentage of the correct
responses in task 44.5%). Inappropriate use of tenses was the third highest eategory
since the percentage of the correct answers inZagks the third lowest on&3.55%). Then
asking wh-questions presented a serious difficulty for heas who recorded the fourth
lowest number of correct answerk7(39%). Joining pairs of sentences using connectors
formed the fifth most difficult error categoryh& percentage of the correct answers in this
task was 25.20%). However, the last task that presented diffictittyearners was deriving
verbs, nouns and adjectives in percentageddf10%) of correct answers.

The following bar graph is a summary of table (31R)lassifies the tasks from the
most difficult to the least one and illustrates thegree of difficulty of each task through

presenting the percentages of all the types oétisavers.

80
70
60
50

40
30 Absence of answers

W Correct answers

20 +— B Wrong answers
10 +—
O -

Task6 Task4 Task2 Task3 Task5 Task1l

Bar graph 3.1 Classification of Tasks According to their Diffi¢wl

One can classify the most difficult tasks to thasteone as follows: word order,
sentence transformation, tenses, askimlgquestions, using connectors and deriving nouns,
adjectives and verbs. In the following step, tiglowanalyzing the tasks, the types of errors

found in each task will be identified.
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3.2.3 . Types of Errors Recorded from Each Task

The tasks covered eight categories that have b@ed earlier, in which several
grammatical errors were identified. An analysiseath task was done separately. It indicated
various grammatical errors. These grammaticalreneere identified and used in a form of
abbreviations. These abbreviations were presentetha key that should be used when
reading the tables, graphs and pie charts. An eaptan of each one was also presented. The

following table is an illustration of these keys.

Abbreviation | Full words Explanation

WD Wrong Derivation Derivation of nouns, adjectives and verbs
was incorrect.

WT Wrong Tense Pupils used wrong tense instead of the
correct one.

WEV Wrong Form of Verb Tense was correct but the verb form was
wrong.

Wv Wrong Verb Another verb was used instead of the given
one.

Inf Infinitive I nfinitive should be used after TO but other
verb forms were used.

ET-V Erroneous Tense and verPupils used tenses and verb forms that did

form not exist.

wQw Wrong Question Word Wrong question word was used.

Aux-O Auxiliary Omission Auxiliary was omitted in askingwh-
guestions or transforming sentences from
active to passive voice.

VO Verb Omission Verb was omitted in askingh-questions.

. Auxiliary BEwas used where the auxiliadO

Be-D BE replacingDO was required .

BR BE Redundancy Unnecessary insertion 8E.

Do-B DO replacingBE Auxiliary DO wasused where the auxiliayE
was required.

DR DO Redundancy Unnecessary insertion GfO.
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WE-Aux Wrong Form of Auxiliary Tense was correct but the auxiliary form was|
wrong.
WWO (inv) | Wrong Word Order (no The question form was wrong, there was no
inversion) inversion of auxiliary and subject.
WWO (VS) | Wrong Word Order (The The question form was wrong, the verb
verb preceded the subject) | preceded the subject.
WE-PP Wrong Form of Past The past participle of the verb was wrong wh
Participle of the verb changing from active to passive voice.
WWO Wrong Word Order The words were not in the right order.
e . .
Word Omission Necessary words were omitted from the
sentences.
TWO . o . ,
Transformation Word Pupils did not write the transformation wor
Omission such as that, if...
WT-P
Wrong Transformation of | Pupils did not transform pronouns that requi
Pronouns chan_ge_. _ _
uiw Unnecessary Insertion of | Pupils inserted other words which they dic
Words not require them.
SO Subject Omission The subject was omitted in sentences
expressing wish.
CP Connector Position Connectors were not supplied in their righ
positions.
Wrong Formed Sentences
WES Ill- formed sentences.
WPW Wrong Position of a Word | correct sentence but the position of just one
word was incorrect such as articles or adjecti
WP-adj Wrong Position of an correct sentence but the position of the
Adjective adjectives was incorrect.
WP-the Wrong Position othe correct sentence but the position of the article

thewas incorrect.

Table 3.3 .Abbreviations of Error Types ( adapted from Mungun2010)

For the ease and practicality of reading the talglespphs and pie charts in this chapter,

the aforementioned keys should be referred tohdénfallowing tables that were adapted from

Mungungu (2010), the error types found in the sigkt were identified, illustrated through

examples and then classified. Concerning tasktbeeypes of errors which were wrong
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derivation of nouns, adjectives and verbs werestitated through examples in the following
table.

Examples of error identified Definition of error type

Derivation

noun: believation, believement ... WD
Adjective: civilizative, widentable
Verb: civilizat, believa..

Table 3.4 .Types of errors identified in task 1

To complete the chart in the test, pupils formedmngrwords According to task two,

the types of errors which were identified, werastrated through the following examples.

Examples of error identified Definition of error type
Tense

Years ago, its difficult for people to send . ( was; WT

Marsis maked of ice and dusi(is made) WFV

%)

Childrenwill go better results if their parents take care of thekvVv
(will get)

Years ago, it was difficult for people seni their children to Inf
schools(send)

| to seedn” him for ten yearst{aven’t seer) ET-V

Table 3.5 .Types of Errors Identified in Task 2

Five error types were recorded when pupils wekedso supply the correct forms of
verbs.However, the types of errors that were identifickhew they were asked to asky

questions, were shown through examples in theviatig table.

Examples of error identified Definition of error ty pe

Wh-questions

What point out that some kinds of works may be compjete
harmless 3Vho) wQw

Whatqchild labour mean8 Aux-O
(Whatdoeschild labour mear?)
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What did the Arabg ? VO
(What did the Arabglo?)
Whatis the Arabs do? Be-D

( Whatdid the Arabs do?)

Who is point out that some kinds of work may be completBIR
harmless?
Who point out that some kinds of work may be completely
harmless?
Wheredoesviolence found? Do-B
Whereis violence found?
Who does point out that some kinds of work may bBR
completely?
Whatdoes the Arabs do? WT
( Whatdid the Arabs do?)
What does child labouneans ? WFV/ WE-Aux
(What does child labounean ?)
Where violencés found? WWO(inv)
Whereis violence found?
Whatmeans child labour? WWO(VS)

( What does child labounean ?)

Table 3.6 .Types of Errors Identified in Task 3

Different error types were recorded from pupilesponses in task 3. However, the

types of errors that were identified when they wasked to transform sentences were shown

in the following table and illustrated through exdes.

Examples of error identified

Definition of error type

Passive/Active voice

Truckscarried wood.(carry) WT
Fake productsvere being produced by many companies

(are)

Truckscarries wood.(carry) WFV
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Waterwere discovered by scientists .was' WEF-Aux
Watery discovered by scientists wés' Aux-O
Fake products are beipgoducing by many companies WF-PP
(produced)

Fake products are many companies on producinge(Fak | WWO
products are beingroduced by many companies)

Water on the Moon is scientists by discovered. Wates

discovered by scientists on the Moon

Water isdiscovered by scientists . \We
Water wagliscovered by scientists the Moon.

Fake products areeing\N many companies.

(Fake products afgeing produced bymany companies)

Waterdid discovered by scientists wés' Do -B
Reported speech

He said that he has seen a billboard advdtiad seen WT

He asked what imeanec.(meant) WFV
She asked is live on the moon by can we. WWO
(She asks if we can live on the Moon.)

He asked what does it mean. (He asked wimgdnt)

She asksy_we can live on the Moorif) TWO
He said that saw a billboard advert. h¢) WT-P
He askedhat what does it mean. (He asked what it meant, JIW

Expressing wish
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| wish Muslimswill re -contribute to the development of |WT

human civilization soor{would re-contribute)

It's high time governmerghould protectec children from WFV

exploitation.(protected)

It's high time children exploitation government

It's high time government protected children from WWO

exploitation.

It's high time\ should protect children from exploitation

It's high timegovernmert protected children from SO

exploitation.

| wish Muslimsthey were-contribute to the development of| UIW

human civilization soon.

| wish Muslims would re-contribute to the developmaet of

human civilization soon.

Table 3.7 .Types of Errors Identified in Task 4

In task 4 in which three types of sentence tramsé&pion were given, different error
types were recorded from pupils’ responses. Acogrdo task 5, the types of errors which
were identified, were illustrated through the follag examples.

Examples of error identified Definition of error type

Connectors

Stringent laws are abseritecause malpractices are increasin@P

(Becausestringent laws are absent, malpractices are istrgh

Many people buy counterfeits that most productargoexpensive. WWO
(Most products are so expensive that many people buy

counterfeits).

Provided that a company acts responsiblgaits the confidence ofWT

its stakeholdergwill gain)

Provided that a comparact responsibly, it will gain the confidenc@&/FV
of its stakeholderéacts)

Table 3.8 .Types of Errors Identified in Task 5
70



Chapter three Data Analysisdalnterpretation

Five error types were recorded when pupils weke@so combine sentences using
the provided connectors, However, the types ofrsrtbat were recorded from pupils’
responses when they were asked to reorder wordsave meaningful sentences, were

illustrated through examples in the following table

Examples of error identified Definition of error type
Word order
Government should on negative regulations strict WFS

introduce advertising. (government should introduce strict

regulations on negative advertising)

You haveasked him questions? WWO( inv)

Have you asked him questions?

WPW
The telescope is used to observe datant. - WP-adj
The telescope is used to observe distant stars
Telescope is used to obsethe distant starsThe telescope) - WP-the

Table 3.9 .Types of Errors Identified in Task 6

In the above table, the error type may be jushénposition of just one word or two, or
the whole construction of the sentence

An analysis of the frequency of the answers typesvall as the types of errors
recorded from each task have been done previolslyhe following step, the wrong

answers in each task have been studied to ine#stthe most frequent errors made by the
learners.

3.2.4. Frequency of Error Types in Each Task

An attempt to analyze each task was conducted nd &ut the most common
grammatical errors that learners committed wherwarnsg such tasks. Before that, this
analysis revealed if the learners can do the taskzessfully through comparing the

percentages of their answers.
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Task 1 Results

Task 1 was related to derivation in which learngese requested to complete the chart with
verbs, nouns and adjectives .The following tabiesitates the learners’ ability to answer such
guestion through the percentages of their answers:

Task Typesaobwers
Correct answers Absence of answers Wrong answers
Number | Percent NumberPer cent Number Per cent
01 304 41.19% 17 02.30% 417 56.50%

Table 3.10 .Types and Frequency of Answers of Taskl

What can be noticed from the table above is thatntiman the half of the responses
representing a percentage of 56,50 % were not corrfowever, the point that should be
taken into consideration is that a considerablie i@tlearners had an approximately average

level in deriving words since the percentage af d¢brrect answers was 41,19 %.

In the following table, the types of errors amesented according to the number of

their frequency.

Examples of error identified Definition of error type | Total number
— of errors

Derivation

noun: believation, believement ... WD 417

Adjective: civilizative, widentable

Verb: civilizat, believa..

Table 3.11 .Frequency of Derivation Errors

What has been noticed from the table above amdigih the study of the test papers is
that most of pupils followed the given examples kept the same suffixes.

Task 2 Results

Task 2 had a relation with verb inflection in whidkarners were requested to
conjugate the verbs in the correct tense .Theviatig table illustrates the learners’ ability to

answer such question through the percentages iofafewvers:
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Task Typesaobwers
Correct answers Absence of answers Wrong answers
Number Percent Numbern  Per cent Number Per cent
02 100 13.55% | 105 14.22% 533 72.22%

Table 3.12 .Types and Frequency of Answers of Task 2

What can be understood from the table above istheatearners had a difficulty in
supplying the correct tense of verbs since thegrgages of the wrong answers and the gaps
form 86.44% from the total number of answers. In the followitadple, the types of errors

made in such a task are presented according toutimder of their frequency and in a form of

percentages:
Examples of error identified | Definition of error ty pe Number | Per cent
Years ago, itis difficult for | WT 211 39.58%

people to send .(was)

Mars is makec of ice and| WFV 114 21.38%
dust.(is made

Childrenwill go better results WV 37 6.94%
if their parents take care of

them. (will get)

Years ago, it was difficult for Inf 62 11.63%
people tosent their children
to schools(send)

Ito seedn't him for tenET-V 109 20.45%

years.flaven't seen

Table 3.13 .Frequency of Error Types in Task 2

The overall number of errors was found to be 538rer.What has been noticed from
the previous table is that the learners did notwkbenses since they used the wrong tenses
instead of the correct ones. This is clearly natiseits percentage that presents the highest

one 39.58%) . The next most common error type was wrong verim in a percentage of
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21.38% .Pupils knew the suitable tense but they did notktize correct form of verbs. In
some cases, learners supplied erroneous tensegedndorms that did not exist at all. This
forms the third common error type in a percentaye26.45%. In this type of tasks, some
other errors were found such as conjugating thésvafter TO when the infinitive was
required or using another verb instead of the gigae in percentages ol%.63%) and

(6.94%) respectively.
Task 3 Results

In task 3 learners were requested to ask wh- ussthat the underlined words
answer .The following table illustrates the leashability to answer such questions through

the percentages of their answers:

Task Typesaobwers

Correct answers Absence of answers Wrong answers

Number Percenf Numbernl Per cent Number Per cent

03 107 17.39% | 126 20.48% 382 62.11%

Table 3.14 Types and Frequency of Answers of Task 3

The table above shows that the learners had iaudiff in askingwh-questions since
the percentages of the wrong answers and the fgaps82.59% from the total number of
answers. In the following table, the types of esromade to do such task are presented

according to the number of their frequency and foren of percentages:

Examples of error identified Definition of error type | Number | Per cent
What point out that some kinds of works| QW 158 22.78%
may be completely harmles@/?ho)

Whatchild labour mean8 Aux-O 68 9.7%
(Whatdoeschild labour mean )

What did the Arabg ? VO 107 15.4%
(What did the Arabglo?)
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Whatis the Arabs do? Be-D 29 4.1P6

(Whatdid the Arabs do?)

Who s point out that some kinds of work| BR 48 6.91%
may be completely harmless?

Who point out that some kinds of work

may be completely harmless?

Wheredoesviolence found? Do-B 08 1.1%%

Whereis violence found?

Who doespoint out that some kinds of |DR 34 4.89%

work may be completely?

Whatdoesthe Arabs do? WT 46 6.62%

( Whatdid_the Arabs do?)

What does child labouneans ? WEV/WE-Aux 96 13.83%%

(What does child labounean ?)

Where violences found? WWO(inv) 67 9.6%%

Whereis violence found?

Whatmeans child labour? WWO(VS) 33 4.7%

( What does child labounean ?)

Table 3.15 .Frequency of Error Types in Task 3

The total number of errors was found to be 694rerrfWhat has been understood
from the previous table is that the learners did uge the correct wh-words to askr
questions since they used the wrong words ingié#ite correct ones. This is clearly noticed
in its percentage that presents the highest 22&8%) . The next most common error type
was verbomission, specially in question 5 (what did theadgdo ?) in which the pupils
omitted the verl(15.41%) .The third common error type is wrong verb or aaxyl form
(13.83%) Pupils knew the suitable tense but they did nowkitiwe correct form of verbs or
auxiliaries. The fourth common error type is awiyi omission and the absence of words
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inversion in approximately the same percenta®e89¢0) and9.65%) respectively. In this

type of task, some other errors were found in ciffé degrees from the most common to the
least such as the unnecessary insertion of thdiaay to be, the use of the wrong tenses,
unnecessary insertion of the auxiliary to do, tleng position of the verb(the verb preceded

the subject) and the use of the auxiliary to dteiad of to be.

Task 4 Results

Task 4 was related to transformation in which lessnwere requested to rewrite
sentences so that they mean the same as the gmesn.Dhe following table illustrates the

learners’ ability to answer such question throdghgercentages of their answers:

Task Typesaobwers

Correct answers Absence of answers  Wrong answers

Number Percenf Numbernl Percent Number Per cent

04 123 12.5% | 191 19.41% | 670 68.08%

Table 3.16 .Types and Frequency of Answers of Task 4

What can be understood from the table above istheatearners had a difficulty in
transforming sentences since the percentages ef wtlong answers and the gaps form

87.49% from the total number of answers.

In the following step, each type of transformatwas analyzed separately . There
were three types: passive/active voice, reportesbdp and expressing wish. The types of
errors made to turn sentences from active to passiice or vice versa are presented in the

following table according to the number of thegduency and in a form of percentages:

Examples of error identified Definition of error type Number | Per cent

Truckscarried wood.(carry) WT 92 17.62%

Fake productsvere being produced by

many companiegare)

Truckscarries wood.(carry) WEFV 65 12.4%6
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Water were discovered by scientistsWF-aux

..(was)

104

19.92%

Water v __discovered by scientistsAux-O

. (was)

28

5.36%

Fake products are beimoducing by

many companiefroduced)

WF-PP

112

21.4%0

Fake products are many companies oWWO

producing. (Fake products are be
produced by many companies)

Water on the Moon is scientists

discovered. Water_wasliscovered by

scientists on the Moon

ng

by

79

15.130

Water isdiscovered by scientists .

Water wasdiscovered by scientistgn

the Moon.

Fake products ardeing YN  many

companies.

(Fake products arbeing produced by

many companies)

WO

38

7.2%0

Water did _discovered by scientis

..(was)

tsDo -B

04

0.780

Table 3.17 .Frequency of Error Types in TasKBassive/Active voice)

The overall number of errors was found to be 528rsr. The error type that presents

the highest percentag21(45%)is the use of the wrong forms of past participléhaf verbs .

The next most common error type was wrong fornawfiliary to be

in percentage of

(19.92%).However, the use of the wrong tenses forms thel ttmost common error type

(17.62%). Moreover, the use of the wrong verb form represknge percentage of

(12.45%).What has been noticed from the previous resulthdasthe learners did not know

tenses and how to form verbs and auxiliaries . iEhisearly noticed in the total percentage of
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these error types that presents the highest 8h&l4%).The next common error type is
wrong word ordel15.13%)In some cases, learners omitted some words frorsghtences
or used the auxiliary to do instead of the auwlito be . These form percentages of
(7.27%)and Q.76%)respectively.

In the following table, the types of errors madeewhurning sentences from direct to
indirect speech or vice versa are presented aicgptd the number of their frequency and in

a form of percentages:

Examples of error identified Definition of error type | Number| Per cent
He said that he has seen a billboard adw#ft 125 25.5%
...(had seen)

He asked what inmeanec.(meant) WFV 44 8.9%%
She asked is live on the moon by can \we. 150 30.6%

(She asks if we can live on the Moon.)

He asked what does it mean.(He asked
_ WWO
what itmeant)

She asksyY we can live on the Moorif] TWO 76 15.%%
He said that ] saw a billboard WT-P 53 10.8%0
advert...fe)

He askedthat what does it mean. H&IW 42 8.5P0

asked what it meant.

Table 3.18 .Frequency of Error Types in TasKReported Speech)

The total number of errors was found to be 496rerrThe most common error type
committed in such task was wrong word order ireec@ntage that presents the highest one
(30.61%) . The next most common error type was wrong tense percentage of
(25.51%).The third common error type was the wrong use efttansformation word or its
omission 15.5%). The fourth common error type is the neglect of ssagy changes such as

wrong transformation of pronound.((81%).Other error types were found such as the wrong
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verb form and the unnecessary insertion of worgsesenting the percentages 8f97%)

and8.57%) respectively.

The types of errors committed when expressing &rehshown in the following table
and their frequency is presented in a form of nubed percentages.

Examples of error identified Definition of error type Number | Per cent

| wish Muslims will re-contribute to|Wish: WT 99 48.05%

the development of human civilizatipn

soon.(would re-contribute)

Its high time governmentshould| WFV 46 22.33%
protected children from exploitation.

(protected)

Its high time children exploitationVWO 18 8.73%
government..

It's high time government protected

children from exploitation.

It's high timeV_should protect childrefSO 19 9.22

from exploitation

It's high time governmert protected
children from exploitation.

| wish Muslimsthey were-contribute toUIW 24 11.65%
the development of human civilizatipn

soon.

I wish Muslims would re-contribute
to the development of human

civilization soon.

Table 3.19 Frequency of Error Types in TasKBxpressing Wish)
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The overall number of errors was found to be 206rsr.What has been noticed from
the previous table is that the use of wrong tenspsesentedd8.05% . The next most
common error type was wrong verb forrf22.33%) . In some cases, learners inserted
unnecessary words . This forms the third commomwretype (1.65%)In this type of
transformation, some other errors were found swckha omission of the subject or wrong

word order in percentages & 22%) and 8.73%) respectively.
Task 5 results

In task, learners were requested to join pairs @ftences using the provided
connectors and making any necessary changes. Theifag table illustrates the learners’

ability to answer such questions through the pdeggss of their answers:

Task Typesaabwers
Correct answers Absence of answers Wrong answers
Number Percent Numben  Per cent Number Per cent
05 155 25.20% | 182 29.59% 278 45.20%

Table 3.20 .Types and Frequency of Answers of Task 5.

The percentage of the wrong answers and the gap84.79%). This indicates the
learners’ difficulty to do a such task in spitetbé fact that the connectors were provided in
front of each pairs of sentences. In the followialgle, the types of errors made when doing

such a task are presented according to the nunfb#res frequency and in a form of

percentages:
Examples of error identified Definition of error type | Number | Per cent
Stringent laws are absenbecause CP 217 50.700

malpractices are increasingBgcause
stringent laws are absent, malpractices

are increasing).

Many people buy counterfeits that mpatwO 99 23.13%0
products so are expensive.Mdst

products are so expensive that many
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people buy counterfeits).

Provided that a company acWT 65 15.186

—

responsibly, itgains the confidence @

its stakeholdergwill gain)

Provided that a company act|WFV a7 10.98%
responsibly, it will gain the confidence
of its stakeholder&cts)

Table 3.21.Frequency of Error Types in Task 5

The total number of errors was found to be 428rsrrThe most common error type
committed in such task was wrong position of cotmrscin a percentage that presents the
highest on€50.70%) . The next most common error type was wrong vaoder (23.13%).
The third common error type is the use of the wrtergge  15.18%). The fourth common

error type is the wrong verb form1Q.98%).
Task 6 Results

Task 6 has dealt with word order in which learneese requested to reorder words to
get meaningful sentences. The percentages of émswers shown in the following table

illustrate the learners’ ability to answer such sjion.

Task Typesaobwers

Correct answers Absence of answers  Wrong answers

Number Percenf Numberl Percent Number Per cent
06 43 6.99% |136 22.11% |436 70.89%

Table 3.22 Types and Frequency of Answers of Task 6

The percentage of the wrong answers and the gapssf@3.00%) of the total
number of answers, when compared with the percentdghe correct answer$.99%)
indicates that this type of task represented at g@aplexity to the learners In the following
table, the types of errors made to do such taskmsented according to the number of their

frequency and in a form of percentages:
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Examples of error identified Definition of error type Number | Per cent

Government should on negatiV&FS 330 89.4%%

regulations strict

introduce advertising. (government
should introduce strict regulations on

negative advertising)

You haveasked him questions? WWO (inv) 22 5.960

Have you asked him questions?

WPW

The telescope is used to observe stars- WP-adj 9 2.43%
distant (distant stars).
Telescope is used to obsentbe

_ - WP-the 8 2.16%
distant starsT(he telescope)

Table 3.23 Frequency of Error Types in Task 6

The total number of errors was found to be 369rsrrWrong formed sentences
represented the most frequent errors committdddoypers in a percentage that presented the
highest one§9.43%) . The next common error type was the absenaevefsion in forming
questiong5.96%). The third common error type is that the learnersé correct sentences
but the error was just in the position of one weuth as the adjective position ( after the
noun ) or the position of THE in approximately #an percentage$2.43%) and2.16%)

respectively.

In the previous study, grammar errors found in g¢ask were identified, categorized
and classified according to the frequency of tleecurrence in the test papers. This was for

the purpose of searching for the most frequentrem@ade by the third year learners.
3.2.5. The Most Common Errors Types Committed by hird Year Pupils

As it has been mentioned before, the previous stlicdach exercise uncovered and
displayed the errors committed by the pupils in bare and percentages. Through the
following table which is an overview of the errofgsund in the test in numbers and
percentages, an attempt to find out the most comenmmns made by third year pupils was
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conducted for the purpose of answering the aforéioveed question concerning the most
frequent grammatical errors among those learners.
Task 4-Transformation @
e
%) 9 —
c = c ()
Error S @ o 3 & c o 3 8
= c o o a3} £ o S =
© o |&£ |2 £ 5 = = 2

Type SN 3 188 |8 ARG
WD 417 417| 11.39
WT 211 | 46 92 125 99 65 63817.43
W | WFV 114 | 96 65 44 46 a7 786| 21.48
F

WF-Aux 104
V

Inf 62

Aux-O 68 28

WEF-PP 112
WV 37 37 | 1.01
ET-V 109 109| 2.97
WQW 158 158 4.31
VO 107 107 2.92
Be-D 29 29 | 0.79
Do-B 8 4 12 | 0.32
BR 48 48 | 1.31
DR 34 34 | 0.92
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WWwWO 100 | 79 150 | 18 99 369 81p522.27
WO 38 76 19 133 3.63
uiw 42 24 66 | 1.80
WT-P 53 53 | 1.44
CP 217 217) 5.93

Table 3.24 Frequency of Error Types in the Test.

The overall number of errors found in the test papeas 3659 errors .What has been
noticed from the previous table is that the moshmmn errors types made by the third year
pupils were wrong words order, wrong verbs andl@mes forms, wrong tenses in general
and wrong derivation in percentages (@R.2P6), (21.486), (17.436) and (11.3%0 )
respectively . However, other common errors werndébbut not in the same rate such as
wrong use of connectors, wh words, words omissorgneous tenses and verb omission in

askingwh- questions.
3.3. Results Analysis

On the light of the obtained findings, English graar competence was very weak
among third year pupils at the target school . T¥as confirmed through the analysis of the
pupils’ marks . This low level in English grammaasvconfirmed also when calculating the
mean of this test that was (5.34). Moreover, thegarison of the percentages of the correct
answers and wrong ones in each task is an adalitendent indicator of the low level of
grammar competence since the percentages of camsuaters in each exercise, most of the
time were less thaB0%. The gaps remaining without answers were considasewrong
answers due to the lack of knowledge or carelessidse knowledge of how words should
be arranged to form grammatically correct sentefisgstax) formed the most difficult task

among third year pupils.

The next three tasks 4, 2 and 3 which concerneld s@htence transformation, tenses
and asking wh- questions were the second most latatexrl areas in which the percentages
of the correct answers were approximately the sarhes is due to the existence of many
common features in these types of tasks such aseteerbal form, word order, the use of
auxiliaries and structures application. Howevesuhs would be weaker than the actual

findings in task 5 if the connectors were not pded in front of each pairs of sentences or not
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provided at all. Thus, pupils did not know the tai relationship between the sentences.
The connectors were not provided in some casesatiyefor foreign language stream. The
last one was less difficult than the other becatisequired a sort of knowledge based on
learning the words by heart and did not need learteeapply fixed rules. The study of each
task displayed the errors committed by the pupilsmimbers and percentages. The total
number of errors found in the test papers was 3@3% most common errors committed by
the third year pupils were wrong words order, vyorerbs and auxiliaries forms, wrong

tenses, wrong derivation and less common thanttier® wrong use of connectors.

The study of the test which revealed the most atgok grammatical errors among
third year secondary pupils at the target schéedl to manifold questions that seek for
finding the most influential causes behind sudmgnar deficiencies, the measures that can
be done to overcome such weaknesses, the majoresobehind committing the aforesaid
errors and what remedy should be done to avoldngahem.

For the purpose of obtaining information, the psipgluestionnaires were designed as

an attempt to answer the abovementioned questions.
3.4. The Analysis of the Pupils’ Questionnaire 1

The questionnaire designed to the third year pupilmed at eliciting reliable
information about the major causes leading to k@a’nweaknesses in English grammar.
More precisely, it searched into their attitudesvaols English grammar learning, their
motivation, their difficulties, the sources of sudifficulties and attempted to suggest some
solutions based on their perceptions of grammanileg and teaching. This questionnaire
was answered by 86 learners only. The three fusistions aimed at eliciting information
about the pupils’ attitudes towards learning Erdgligammar and the reasons behind those
who had a negative one. When asked about thest ievEnglish grammar, the majority of
them were found to have a low level. Their différessponses are illustrated in the following

pie chart.
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3,48%

H Good
M Average

Low

Pie chart 3.1Learners’ leveln English Grammar

According to thepie chart above, (47pupils, representing54.65 % of the tote
number of informantsasd that they had a low level hereas, (36) arners, representing
percentage of 41.86% ted that their level was average . Howr, just ( 03) of tem,
representing 3.48% of t total number of responde, affirmed that they were good
English grammar. Thesendings add validity to results which haveen found concernir

the low level of pupilsn English grammar tes

The second quesh conerned their attitudes towards learnilEnglish grammar. Th
learners were required tite their reasons if they bear a negative ide. The folloving pie

chart summarizes theiesponse

M Positive

B Negative

Pie chart 3.2 Leamers’ attitudes Towards Learning Englisrammar

What have been sn is that the number of the learners wheld negative attitude
towards learning Englis grammar was more than the numbe¢ those who had &
acceptability to learn it. bwever, the point that should be taken inonsideration is that tf
number of the ladir was 39, representing a percentage of 45.3aqich is a considerab
number since it is appronately the half of the research populat This finding confirmec
what hasbeen found in te previousquestion since the proportion (the informants whos
level was either good or/erage was 45,%, which is the same as2 number of those wt

hold the potive attitude. Zoncerning th reasons of those who apped to bear a negati
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attitude towards learninche target language gramr, most of themagreed on the idea tr

learning English grammavas difficult. The table below summarizeeir answers in detail

Reasons of negative atide Number of pupils Percentage
Difficult 27 57.44 Y
Boring 17 36.17 %
Uninteresting 3 6.38 %

Table 3.25. Pupils reasonsof Negative Attitude Towards Learnin:nglish Crammar

According to the:able above, most of thpupils assumedhat learning Englis
grammar was difficult . Sne of them saw it boring. Howe, just fewof them thought that

was uninteresting .

The third and thefourth questions conceed their interestsand motivation. The
attempt to find out whet:r the learners gave importance and mafforts to learn Englis
grammar or no through; revision and learning by heart its rules’hen asked about the
revision of grammar lesins, (41) pulls, representing 47.67 % of : informants, said that
theynever revised gramnr lessons hereas, just (8) pupilsgpresentig a percentage of 9.
% of the learnersaffirmed that they did so reguly. However, (37) 2arners, representing
percentage of 43,02 %tated that they sometimes did so .These ts are described in tf

following pie chart .

9,3%

M never
B sometimes
regularely

Pie chart 3.3Leaner¢ revision of English Grammar Lessons

Depending on tr results state above and compared to iat ha been found in
guestions 1 and 2, the poortion of thepupils who never revised gmmar lessons was le
than that of thee whoseevel was weak and who Id a negativeattitude towards Englis
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grammar, which were reectively 47,5% and 54,5%. This claimed 1at there was a ratio
those learners who gavmportance to learning grammar and re\ it either regularly c

occasionally in spite of eir low level and rgative position.

The next questio dealt with whether they learned grammales and points by hee
or no. (46) of them, reprienting a percentage of 5%, answered t no. However, the re:
of them,representing a rcentage of 46%, clamed that they learnl them by heart. The

results are desibed in the following pie cha.

46,51% .
H positive

Ml negative

Pie chart 3.4 Learners’ 1:emorization of English Grammar Rules

What hasbeen nciced from the pie chart above is that n of thepupils did not
memorize grammar rule and points although there was no ditnce between the tv
percentages, which meethat the number of those who made ef to memorize gramme
rules formed 46 % of the whole research populat, which is a conslerablenumber since it
Is approximately the haof the research population. Furthermorhis finding confirmed
previous findings ofjueston 1 and 2, in whic 45,14% and 45,24% of the respondents, th
is approximately the sae, had an acceptable level in llish and held positive attitude

towards learning the tarc language gramrr.

The next questior 5,6,7,8 and 9 attenedto investigate the .apils’ assumptions ar
beliefs about the degreef difficulty or ease of the third year granar courses and ta:.
Concerning the comprehsion of the grammar courses at the thirar level compared wit
the previous yearghe mgority of the informants that formed a raof 92.80 % seemed
see them difficult. Howezr, just 06pupils representing a percentaiof 6.96% found them

easy to understand. Thesults were presented in this pie cl
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6,97%

| Difficult
Heasy

Pie chart 3.5 Learners’ ginicns of English Grammar Coursegfl2uilty.

When asked abouthe degreef frequency ofdifficulties in the comprehension of tt
English grammar cours, just 9.3%of them said that tpey rarel found difficulties n
comprehending those crses vhereas, 41,866 of the informants sted that they regular
found difficulties in undrstandin English grammar courses. Hover, a ratio of 48,&6
claimed that they sometes found it difficult to understand themae following pie char

illustrates these results:

48,83% M rarely
M regularly

sometimes

Pie chart 3.6 TheDegrze of Frequency in Findingifficulties in Learning English

Grammat.

According to whahas been mentioned abovmost of the recarch population four
difficulties in understandg English grammar courses either regular occasionally in spit
of the majority of pupilspositive attitudesto grammar. Question wvas approximately th
same as question 5, butleal with the tasks not the courses. The its were also the sanm
Most of the informants iat formed a ratio of 94.18 % seemed bnsider them difficult
However, just 05 pupilsepresenting a percentage of 5.8, found them easy to do. Tt

results were presented ine following pie char
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m difficult

H easy

Pie chart 3.7Leamers’ opinion:of English Grammar Tasks.

Question 8 investatedthe pupils’ opinions about therms ued in grammar cours
and tasks. The majority the responder, that formed a ratio of 932 %, claimed that they
were difficult. However, jst 06pupils,representing a percentage 037%, found them easy

to know. The data obtainl were presnted in this pie chart:

6,97%

m difficult
easy

Pie chart 3.€. Learners’ opinions of th€erms Used in:nglish Grammar
Courses and Tasks.

Hence, the majoy of the research population agreed the opinion that th
terminologies used in gramar courses and tasks were difficult, aney formed obstacles

understanding them.

The intended purpse of question 9 was to discover the lere acceptability to the
competency based apprch through eliciting views about the wayglish grammar course
were presented in the teook . 48pupils, representing a ratio of 55L%, did not appreciate
the waythose courses we presented hereas38 of them, formed percentage of 44.18

answered that they werezll-presented . The results were presentefollows:
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Hyes

Eno

Pie chart 3.C. Learnes’ opinions of the Way Ud in Presentin

Grammar Courses.

In view of that, mee than the half of the research populatioemed to see the way
which the courses wereresented i the textbook was not helpfulhereas, the rest which

represented considerablratio believed in the contra

Question 10 corerned the comparison between the instions used in the tas
during the year and thosf the exams as well as the Baccalaureaam. More thanhe half
of the informants forming percentage of 69.76%, sthtihat they wre not the same wh
30.23 % of the learneragreed on the point that the instructionse the same . The d:

obtained are described ine following pie chart

M yes

Hno

Pie chart 3.10 Learnershpinions of the Similarity letween theristrictions in theTextbook
and those in the Exams { the BAC kxam.

Accordingly, mostof the pupils did not find aimilarity betwe2n the instructions the
used to see during the ycand those they found in the exams and AC types.

The next gestion leal with whether the amount of grammaasks in the textbook
sufficient to learn Englis grammar or no.65 learners, representinpercentage of 75.5¢,
thought that they were t enough. Hoever, 24.41% of them belred the contrary. The

results were presented allows:
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Hyes

Hno

Pie chart 3.11 Learnershpinions About the ufficiency of the Grammar Tasks in the
Textbook .

Regarding the twlfth question which is related to the e devoted to practis
grammar insideclassroors, the majority of the informantsepresenng a ratio of 88,1%,
agreed on the poinhat i was insufficient while the rest of themrming a percentas of

11,8%, said that it was eyugh. The following pie chart illustrates tfz result:

11,62%

M yes

Hno

Pie chart 3.12 Learners’pinions About the Sufficiency of Time to-actice Grammar.

When answering uestion 13, the majority of the research pation seemed to fin
the programme of Englislong or too long. TF following table provid:s an idea about the

different perceptions:

Learners’ perceptions ohe programme length of Engl Numbe | Percentage
- Too long 28 32,5%
- Long 38 44,18%
- Average 17 19,76%
- Short 3 3.48%

Table 3.26.Learnes’ perceptions on the Programmerigth of znglist.
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Accordingly, 44,186 of the respondents seemed to find thegramme of English to
long. 32,586 of them fowud it long. The combination of the two prctions is 76,7% which
forms the majority of theaformants and appeared to see it overloe When asked about tl
time devoted to teach Eiish, 93,09 of the learners claimed that tle or four hours a we
were not sufficient to lea English . However, just 6,% of them believed in the contrary

These question’s findingare illustrated as follow

6,97%

Hyes

HEno

Pie chart 3.13 Learnersopinions bout the Time Devoted toehch Englist.

Depending on thereviou: findings, most if not all learners aimed to consider th

time devoted to learn Ensh during the week was insufficie

Question 15 dealvith the approach preferred by learners tcch English grammar 1
third year pupils To reval such approaches, the respondents wtquested to select the
preferable ways from tke suggested choices. pupils, that formzd a ratio of 46,51,
preferred their teachers give them the rule explicitly, then illustr with examples,fter
that move to activities werea 37 learners,representing a percente of 43,02 % which is
approximately the sames the previous one, preferred their teac to start with studyin
examples in which theile was present, then deducing the rulafter that moving to
activities . However, just informant, forming a percentage of 10,4, appreciated the way
the grammar lesson wagtated in the textbook, in which the teachsked them to consid
the examples that wereken from the text, thereduce the rule wa his/her help, then d
activities. Details about ts question and its findings are presented s table¢
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Learners’ preferences of grammar teaching appreache Number Per cent

a- As it is stated in the textbook, consideringekamples that 9 10,46%
are taken from the text, then deducing the rulé wie teacher’

s help, then doing an activity .

b- Presenting the rule directly, then examples,thering to 40 46,51%
activities
c- Presenting examples in which the rule is statezh giving 37 43,02%

the rule, then an activity(the examples are ngrnafrom the
text)

Table 3.27.Learners’ preferences of Grammar Teaching Appraache

Regarding this question, through which the researtdnded to uncover the learners’
favorite method of teaching English grammar, mdsthe learners preferred the deductive
approach in which they took part in deducing thie since the proportions of the selected
methodsa andc are combined to be 53,48%. However, the point shauld be taken into
consideration is that just 10,46% of this ratio rggpated examples from the textbook but the
rest preferred their teachers’ own examples whetkasrest of the informants (46,51%)
selected the inductive way. Through questionl6, aeners were requested to cite other
grammar teaching methodologies. The informant®distsuggestions of which the most
important ones are summarized in the followinglegabNVhat should be taken into
consideration is that the percentages were couwattedrding to the total number of learners
not the number of responses in the three followalges, and some pupils gave more than
one answer while some learners did not providerasgonse. In this question, 7 pupils did

not answer.
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Other teaching strategies Number Percentage
1-using Arabic in explanation 54 62,79%
2-more practice 29 33,72%
3-simplifying examples 16 18,60%
4-revising the previous lesson before moving tortée one 12 13,95%
5- simplifying explanation that should be in degdilwvay and 12 13,95%
slowly
6- severity of teachers in discipline and learning

7 8,13%
7- summarizing lessons and rules

6 6,97%
8-motivation and using enjoyable ways of learning

5 5,81%

Table 3.28 .Learners’ suggestions of other Grammar Teachiraf&jres.

In view of what has been mentioned earlier, mor@ntthe half of the research
population, representing a ratio of 62,79% wishegdrtteachers to use Arabic in explanations.
29 learners forming a percentage of 33,72%, sasvstblution in intensifying practice.
However, 18,60% of the informants wanted simplengplas. Other suggestions were
proposed such as revising the previous lesson defmving to the new one, simplifying
explanations that should be in detailed way amavlyl summarizing lessons and rules,
motivating learners and using enjoyable ways ofnieg. Others thought it helpful if their

teachers were severe to manage their classes.

Question 17 aimed at eliciting information aboug¢ thupils’ difficulties in learning
English grammar. 5 learners did not provide anyvanavhile three pupils claimed that they
did not find any difficulties to learn grammar. Heolearners claimed that they possessed a

good level. The rest responses are presentediawsol

Learners’ difficulties in learning grammar NumberPercentage
1- Inability to understand the lesson 21 24.41%
2- Inability to understand the sentences 21 24.41%
3- Inability to understand the words 19 22,09%
4- Inability to understand the structure 28 32,55%
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5- Inability to understand the instruction 21 24,41%
6- Incapacity to apply the rule 20 23,25%
7- Ignorance of rule restrictions 5 5,81%

8- Confusion between rules and inability to memorize 20 23,25%
9- Numerous information in a short time 32 37,20%

Table 3.29 .Learners’ difficulties in Learning Grammar

Depending on the previous findings, the greatespqtion of learners (37,20%)
assumed to consider that time devoted to learnigingrammar and practising it was
insufficient since there were a lot of informatiarthin a short time. Consequently, their
problem was in the need for more time to grasprimga. This adds validity to results found
in question 14 . The second greatest percentayjd5®) of the research population claimed
that they found a difficulty in understanding theusture itself . However, 24,41% of the
learners found themselves unable to understandests®mn in general, the sentences used
either in lessons or tasks and the instructiongréximately, the same ratio of pupils found it
difficult to apply rules . The difficulty of termblogies used in lessons and tasks presented a
serious hinder in front of 19 learners that fornaedercentage of ( 22,09%) of the research
population whereas, just 5,81% of the pupils fodificulties in ignoring rule restrictions.
The following question attempted to elicit data @bthe major causes of the pupils’ grammar
learning difficulties. Three learners did not pmawianswers. The others gave  various

interpretations which their total number was 18he most important ones are presented as

follows:
Sources of learners’ difficulties in learning graar Number Percentage

1- Inability to understand the English language 24 27,90%
2- Difficulty of terminologies 15 17,44%
3- Difficulty of lessons and structures 4 4,65%

4- Overloaded programme 34 39,53%
5- Insufficiency of time for explanation and practice 22 25,58%
6- Inadequacy of English timing 2 2,32%

7- Weakness of level in English subject 18 20,93%
8- Carelessness and giving importance to subjectgbf h 29 33,72%
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coefficients
9- Lack of revision and memorization 20 23,25%
10-Poor teaching methodologies 9 10,46%
11-Noisy classes 3 3.48%

Table 3.30 .Causes of Learners’ difficulties in Learning Gramnma

Depending on the above table, the majority of #spondents (39,53%) linked their
difficulties to the long grammar programme. Theosetproportion of the learners (33,72%)
related their difficulties to their carelessnesd &tk of interest not to grammar in particular
but to English in general. Some of them went ¢aclaim that subjects of high coefficients
took most of their time and interest. The next tgsiaratio of learners that is (27,90%)
affirmed that they were unable to understand thgli§im language at all. The next greatest
ratio of learners (25,58%) affirmed that time was$ @nough for comprehension and practice.
23,25% of the research population affirmed thait tveaknesses were due to lack of revision
and memorization. 20,93 % of the research populagtated their difficulties to their weak
level in English .15 learners, forming a percentafel7,44%, related the causes to the
difficulty of words used in lessons and tasks. Reaching methodologies formed a source of
difficulty for only 9 learners (10,46%). Other lears gave several interpretations such as: the
difficulty of lessons and structures, noise in séss and inadequacy of English timing in
different percentages(4,65%, 3.48% and 2,32% otispéy).

The intended purpose of the two previous questisas to make the learners aware
of the areas of difficulties they encounter whesriéng English grammar and the causes of
such difficulties . The aim of the last questionsvia elicit suggestions thought to be efficient
to overcome the identified grammar difficultieshrée learners did not suggest any answer.
The other learners gave numerous perceptions datioss including several areas, namely,

suggestions to be basically employed by pupils #edwes and teachers as well

Depending on the obtained findings, 51 learnermiioy the greatest proportion of
informants (59,30%) proposed slimming down the gream programme to give sufficient
time for explanation and practice. 33 informantesgted on the necessity of raising interest
and giving importance to English in general andrgrar in particular and enhancing their
level through revision and memorization. 29 pupitnted their teachers to increase practice
mainly inside the classroom. 14 of them liked themchers to use easy terms and simple
examples and simplify explanation as well as cliffi structures.13 learners proposed the use

of the mother tongue . 10 suggestions stressedhemecessity of being strict in managing
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the classes for a helpful atmosphere and urginmlpto learn through continuous control
and assessment . However, 7 learners preferredra lg@arning atmosphere and stressed on
motivation without severity. Others focused on &ddal time for consolidation and invited
learners to further readings . Some learners stegyes appoint experienced teachers to
terminal classes and not the novice. Two learneggested an official book for activities in
which the instructions should be similar to thoseh® BAC exam . Others wanted their
teachers to concentrate on the lessons requestbée BAC exam and intensify practice on

BAC samples.

As it has been said earlier, the analysis of teepapers and results led to investigate
into several questions. This questionnaire aimedirating out the main causes behind
grammar weaknesses and what suggestions coulditiergfto improve the learners’ level.
The following questionnaire attempted to answer r@aining questions concerning the
sources of making grammar errors. The learnergoreses were studied in parallel with the

researcher’s analysis of their errors.
3.5. The Analysis of the Pupils’ Questionnaire 2

The second questionnaire designed to the third gepils aimed at eliciting reliable
information about learners’ perceptions about theses of the most common errors made in
each task. It was answered by 86 learners only.eéxew not all the boxes were supplied with
answers since there were learners who just respotadesome questions. The learners were
requested to tick the appropriate boxes which atddt two overall sources (interlingual and
intralingual causes of errors) and supplied thein causes if it was possible. Its interest was
in determining whether the interference of therlees’ mother tongue was the major cause of
grammatical errors or the intralingual factors. Theended purpose of the pupils’
guestionnaire was to investigate the sources of€made in each task in the test.

The conducted study followed the one done by Ra$h&1974) and his distinction of
learners’ errors. According to him, these sourca ihto two main categories, either
interlingual errors that are caused by the interiee of the mother tongue or intralingual
errors or developmental errors caused duringptbeess of the target language learning or
because of the difficulty of the language itself.

As it has been mentioned before, task 1 was celatelerivation in which learners
were requested to complete the chart with verbans@nd adjectives. Learners committed
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several types of errors when answering such quest® omitting or adding letters and
providing wrong suffixes. When requested to tick tight source behind their errors, the
majority of them selected intralingual factors. eTibllowing graph illustrates their answers:

70
60
50
40 H interlingual
30 erros
20 M intralingual
10 errors

O .

WD

Bar graph3.2.Learners’ responses Concerning Sources of ErrodeMaTask 1

Depending on the bar graph above, the most infilalecause of errors concerning
words derivation were within the target languagelft

Task 2 has a relation with verb inflection in whitdarners were requested to
conjugate the verbs in the correct tense. The éegammade several errors. The following bar

graph illustrates the learners’ main sources lepdimmake such errors.
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Bar graph 3.3Learners’ responses Concerning Sources of ErrodeMaTask 2

The results showed that all the learners’ gramrabéirors concerning the right tenses

were intralingual errors that had no relation withtransfer.

In task 3 learners were requested to ask wh. igmssthat the underlined words

answer. The results of the errors sources ardraiiesl in this bar graph .

99



Chapter three Data Analysisdalnterpretation

60

50

M interlingual
40 errors

M intralingual
30 errors
20 -
10 +
O -

Aux-0O WFV WWO(mv) WWO(VS)

Bar graph 3.4Learners’ responses Concerning Sources of ErrodeNaTask 3

What has been noticed from the graph above isniwst of the learners’ errors were
intraligual errors except one case that is verbseion in a such sentence (what did the
Arabs?)in which the learners’ source of that ewas 1L interference.

Task 4 is related to transformation in which leasngere requested to rewrite
sentences so that they mean the same as the gmesn. drhis task concerned three main
grammar points required at this level: passiveivactoice, reported speech and expressing
wish. Each point was studied separately. The faligbar graph shows the results obtained

in answering the first point.
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H interlingual errors
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W intralingual errors
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Bar graph 3.5Learners’ responses Concerning Sources of ErrodeMaTask 4
(passive/Active Voice)
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What is obvious in the above graph is that mogheferrors were independent of the
learners mother tongue and were caused by thet tengguage learning. Concerning the
second point that is reported speech, the leamade numerous errors. The following bar
graph presented the causes of such errors
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35 M interlingual
30 errors
;z M intralingual
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Bar graph 3.6Learners’ responses Concerning Sources of ErrodeMaTask 4 (Reported

Speech)

Likewise, most of the errors committed when answgereported speech questions
were due to the English language and not to thgeince of Arabic. In the next bar graph,
the factors leading to commit errors concerningregging wish are displayed.
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Bar graph 3.7Learners’ responses Concerning Sources of ErrodeMaTask 4
(Expressing Wish)

Depending on the bar graph above, the results fautitis task were similar to those
found in the previous tasks concerning wrong teasgswrong verb form. This adds validity
to the findings. The errors sources were intralaidactors.
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In task 5, learners were requested to join pafrsemtences using the provided
connectors and making any necessary changes. Towifag bar graph illustrates the causes
of grammatical errors concerning this type of doesthrough the percentages of the

learners’ answers.
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Bar graph 3.8. Learners’ responses Concerning 8swicErrors Made in Task 5

The analysis of the errors found in task 5 revetitiatl most of them were independent

of the learners’ mother tongue and were causdtdinfluence of the English language.

Task 6 has dealt with word order in which learngese requested to reorder words to
get meaningful sentences. This type of task reptedea great difficulty to learners since the
number of wrong word order errors formed the gtad@e. In the following bar graph, the
pupils were given three types of errors and reqaesh give the possible sources behind

making them.
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Bar graph 3.9Learners’ responses Concerning Sources of ErrodeMaTask 6
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Most of the learners errors were intraligual errexsept in some sentences in which
pupils put the adjective after the noun which waasindication of 1L interference. Thus,
even wrong formed sentences resulted from the ipcenensibility of the words in English
and had no relation with Arabic except in some sagleen pupils understood words meaning

and were able to form sentences which were sirt@l&rabic in some aspects.

The analysis of this questionnaire was followedthyy researcher’s analysis of the
most frequent errors committed by those learneqsemiging on Richards’ division and
subdivision (1974). According to him intralinguat@s are subdivided into three main types:
overgeneralization (from one structure to anothigrprance of rule restrictions (within the
structure itself) and incomplete application of thie. Through studying some examples
taken from the test papers illustrating the masgj@ient errors made by the learners, the major
sources of such errors could be determihtmvever, it was difficult to prove that the studied

error has a specific cause but the researchet tyieonsider the greatest probability. This is

what has been confirmed by Mukattash (1981) whiesttnat there is no way of proving that
any given error type has a specific cause. Thanm#at is due to L1 interference, learners’

communication strategies, or target language ietteck.

The most common error type among third year leara¢rthe target school was wrong
word order. Some examples of this category of srmwere studied for the purpose of
identifying the sources of making such errors. Frask 3, the following examples were

selected and analyzed:
What means child labour? ( What does claitcbur mean ?)

In this interrogative sentence, the verb precetedubject while the correct order in English
is (wh-word + aux + S + V). This error of word order dadue to L1 interference since one

of the forms of questions in Arabic is interrogatiool (vh —word +V+ S).
Where violence is found? (Where is violence fa3)nd

The error presented in the position of the auxil{@). In this way, the error is the absence of
the obligatory inversion of the auxiliary and thgégct. This type of error had no relation
with the mother tongue but with the target langudgecan be considered as incomplete
application of the rule.

From task 4 the following examples can be listéake products many companies being
producing.
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This sentence has no sense and it is due to tbenprehensibility of the words and sentence

structure and ignorance of the rule.
She asks if can we live on the Moon.

This type of error had no relation with the mottmrgue but with the target language. It can
be considered as incomplete application of the rule

He said that a billboard adverted inrtie@n road of the city by me.

It is clear that in this sentence learners ttedurn the sentence into the passive voice
thinking that the word advert is a verb. Howevég torrect transformation is to turning it
into the reported speech. The source of this typaror is overgeneralization and using one

structure instead of another due to confusiowéen rules.
From task 5, these are some examples:
Stringent laws are absent because malpractices@sasing.

In this sentence, the learners could not distinguietween the main clause and the
subordinate clause to put the connector in thet ngisition. This is because they did not

understand the meaning of the sentences or threlswo
Most products are expensive so many people thatbunterfeits.

The wrong word order in this sentence is due ¢& laf knowledge of the rule of forming

such sentence and the inability to understandeheesce or the words meaning.
From task 6 these examples were selected for agalys
The telescope stars is distant to observe used.

The sentence has no sense and it is just a migfuserds. It is due to lack of knowledge of

the words meaning.
The telescope is used to observe stars dista(distant stars )

In this example, the order of the words was corexcept the two last words. The pupil used
his mother tongue to reorder them since in Arabecddjective follows the noun whereas in
English it precedes the noun.

You haveasked him questions? (Have you )
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There is no inversion of the auxiliary and the sabj the auxiliary should be before the
subject. It is classified as an incomplete appeadf the rule. This type of error is probably
due to lack of knowledge about the form of question

You have questions asked him?
Asked him have you questions?

In these two sentences, the learners may be ndaee by their mother tongue in reordering
words in such sentence. Furthermore, they didbagtattention to the past form of the verb
(asked). What has been noticed from the above erangpthat both interlingual transfer and
intralingual transfer resulted incorrectly ordessshtences. However, some of them were due

to L1 while most of them were caused by the ingbib comprehend the words and the lack

of knowledge about the structures of English semgenMost of them related that to their
weak level in English in general.

The second greatest common error type among Vead learners at the target school
were wrong tenses and verb inflection. Some exanplienisuse of tenses and wrong verb
and auxiliary form were chosen for the purposeédehtifying the sources of making such

errors. These examples are:
Years ago, it will be..(was)

The error is in the use of the future simple whiee past simple is required. It is clear that
learners generalized the rule of future tense faonalt is due to incomprehensibility of
tenses or ignorance of time indicators accordinigaoners. This led them to misuse tenses as
Richards(1974, p. 38) states that pupils sometiappdy a rule in areas where it is incorrect

and inappropriate.
Mars is maked of ice and dust.(made)

In this sentence, the learners ignored the rulriceen of past tense formation and over-
generalized the rule of adding (-ed) to the veaHa should take another form ( irregular

verbs).
| don’t saw him for ten years.
fake products are being productegdmany ...

| wish Muslims would re-contributei the ....
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What does child labour means?

Other types of errors related to tenses and vddral were persistent in most of the test
papers, such as: auxiliary omission, verb omissiongcessary insertion of the auxiliaries (to
be) and (to do). Wrong replacement of auxiliar{gs be) and (to do) . examples of each type

were:

What + child labour means?
What did the Arabsy ?

What isthe Arabs do?

Where doewiolence found?

o O T 9
T 1 T |

e- What meanghild labour?

The verb should be written in the infinitive form sentence a . In sentence b, the verb is
omitted whereas, in sentence e concerning word otttk verb (means) precedes the subject.
However, the auxiliary (does) is omitted in senteac The auxiliary (to do) is replaced by (to
be ) in sentence c while the contrary occursemmence d. The use of verbs in question forms
in right tenses and forms seemed to be difficultetarners. The verb auxiliaries have also
been omitted or misused. This shows that learnave Imore difficulties in using auxiliaries
in asking wh-questions as it is stated that thaliaty verbs are often problematic for L2
learners since there are certain rules on how éthem (Taher, 2011, p. 26). In all the
sentences except sentences b and e, these eres &p classified as an incomplete
application of the rule. This type of error is pabky due to lack of knowledge about form of
questions, tenses, verb forms and auxiliaries. Wewedhe source of error in questions b and

e seems to be direct translation from Arabic .

The next most frequent error found in the test pap&s wrong word derivation. Here

are some examples of such errors.

Verb: civilizat, civiliza .

noun: believation, believement widention...
Adjective: civilizative, widentive..

What has been noticed from the study of the tepersa is that the errors made in
deriving verbs, nouns and adjectives were due ty-generalization of suffixes that do not
suit some words. The learners followed the giveangpies in which they may find the right
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words or they may not. The main source of comngtsach errors was lack of knowledge

about words derivation and lack of memorization.
3.6. Results interpretation

On the light of what has been found, the numbetheflearners who held negative
attitudes towards learning English grammar was ntioae the number of those who had an
acceptability to learn it. However, the point thbuld be taken into consideration is that the
number of the latter was 39, representing a peagentf 45.24% which is a considerable
number since it is approximately the half of theeach population. The majority of the
informants have honestly rated their level toloe whereas, very few learners believed that
they were good achievers. The rest stated that tbeel was average . If the two last
percentages are combined, the total is #%,24t is the same percentage of those who held a
positive attitude towards learning English gramnTdris adds validity to this finding. From
such as result one can conclude that there waeet tnk between their proficiency level

and the type of attitude held towards learning Ehgh general and grammar in particular.

Concerning those who appeared to bear a negatigdattowards learning the target
language grammar, most of them agreed on the idaalearning English grammar was
difficult. This is not just the belief of the weddarners but also of the rest, since studying the
pupils’ answers, assumptions and beliefs aboutddwree of difficulty or ease of the third
year grammar courses, tasks and the terminologied wonfirmed that. Hence, most of the
research population found difficulties in undersfiag English grammar courses in spite of

the considerable proportion of pupils whose atgétt@lgrammar was positive .

According to them this is due to the difficultytbie utilized terminologies, to the way
English grammar courses were presented in the dektbinsufficiency of practice in the
textbook, insufficiency of time for both detailedkpganation and sufficient practice,
overloaded programme and inadequacy betweemstrictions they used to see during the
year and those they found in the exams and the BA€s. Concerning learners’ interest in
learning English grammar, that is reflected in rthedtitudes towards revision of grammar
courses and memorization of its rules, nearly #raesratio of those who rated from good to
average and who held a positive attitude gave itapoe to rote learning, which is less than
the half of pupils.

Regarding to the learners’ favorite method of t@aghenglish grammar, most of the

learners preferred the inductive approach in whichy took part in deducing the rule
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However, the point that should be taken into caersition is that most of them preferred their
teachers’ own examples not the textbook examples i because the difficulty of words

used in them whereas, the rest of the informar@H(46) selected the deductive way. Other
teaching strategies were suggested by the leathensselves to enhance their level. The
most important suggestion was the use of Arabiexiplanations since more than the half of
informants proposed that. Others wanted their t&&cto choose more simple language and
sentences to clarify structures and instructiondatailed and slow ways and emphasize on
the most important points needed for the BAC ex@thers suggested motivating learners
through using enjoyable ways of learning. Howeseme of them thought that the severity of

teachers in managing their classes and in leacooty be helpful.

The last three questions tended to elicit infororatabout the degree of the learners’
consciousness about their grammar difficultieg $lources of such difficulties and the
ability of suggesting appropriate solutions to rceene such difficulties. Concerning the
most problems that hindered their grammar learnthg greatest proportion of learners
(37,20%) assumed that the time devoted to leaglish grammar and practise it was
insufficient since there were a lot of informatiaithin a short time. That caused confusion
and inability to memorize. Consequently, their peotb was in the need for more time to
grasp meanings. The second greatest problem watfficalty in understanding the structure
itself. However, a considerable ratio of learnkrsnd themselves unable to apply rules,
understand the lesson, the sentences used idesdns or tasks and the instructions. The
difficulty of understanding the terminologies usiedlessons and tasks also presented a

serious hinder whereas, very few pupils found dlifities in ignoring rule restrictions.

The majority of the informants linked their diffities to the overloaded grammar
programme. Thus, time was insufficient for comprefien and practice. The second source
of problem according to them was their carelessaasdslack of interest in English due to
the low coefficient. This lack of interest was nfasted in their lack of revision and
memorization of grammar rules. A considerable orati pupils linked their difficulties to
their weak level or their inability to understarttetEnglish language. However, just few
learners forming a percentage of 17,44% related thfficulties to the difficulty of words
used in lessons and tasks. This finding is conttady with what has been found in question
8. Very few learners related their difficulties poor teaching methodologies. Other several
interpretations were provided such as the difficolt lessons and structures, noise in classes

and inadequacy of English timing.
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Depending on what has been mentioned so fargitigdent that learners weaknesses in
grammar competence is due to the overloaded progeaof English subject of the third year,
the insufficiency of time, the pupils’ low leveheir carelessness and the difficulty of

grammar lessons.

Depending on the second questionnaire findingsait be concluded that the errors
made by the pupils were both from intralingual amtdrlingual interference . However, those
caused by L1 interference were in a very small pricggn compared with those resulting from
the target language itself. The percentages oldamers’ responses showed that the main

factors causing them to make such errors werelimgreal factors.

As it has been mentioned earlier, the analysidhefdommitted errors was based on
Richards’ division and subdivision of errors (197Agcording to him, the error sources are
mainly interlingual (negative L1 transfer) and altngual (developmental). The former deals
with L1 interference. However, the latter conceimes learning process in the target language.
According to him, intralingual errors are subdivddato three main types: overgeneralization
(from one structure to another), ignorance of relgrictions (within the structure itself) and

incomplete application of the rule.

Depending on the questionnaire findings and tleearcher’'s analysis, it can be
revealed that the errors made by the third yearlpap the target school were both from
interlingual and intralingual interference. Howevireir biggest number of errors is due to
intralingual factors. Those caused by L1 interfeeewere in a small proportion compared
with those resulted from English. That means thasthof them were independent of the
learners’ mother tongue and were caused by theienfie of English language . More
precisely, most of them were caused by overgeretain. They are items produced both by
the learner which reflect not the structure of mhether tongue, but generalizations based on

partial exposure to the target language (Richak€g(), as cited in AbiSamra, 2003).

This analysis revealed that the majority of meas have problem in sentence
construction. The major cause of making errordi&rtinability to understand the words and
their connection to form meanings because of tfieedlty of words or their weak level in the
subject in general. That is due to the target lagguitself. However, those who have an
acceptable level in English make some errors niefgback to both L1 and L2 interference.
Placement of adjectives after nouns and misplacemifewerb in question form ( the verb
precedes the subject) are examples of Arabic grtemte. However, the absence of inversion
of the auxiliary and the subject is considerechasmplete application of the rule in the target
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language. Their problems in sentence constructimwhraisusing tenses, auxiliaries and verb
forms caused to them confusion between differgmgyof sentence transformation forms that

mainly refer to intralingual sources.

It also showed that the use of English tenses,svard auxiliaries was a major
learning difficulty. According to the pupils thenges, the cause was the incomprehensibility
of tenses and the ignorance of time indicatorsaddition, they did not distinguish between
regular and irregular verbs. All these are becarsbic has only three tenses while English
has 14 tenses and this is considered as “ oneeantist difficult structural points facing the
Arab pupils learning English”( Hourani, 2008, p.)2%hose errors are caused by intralingual
factors, often caused by overgeneralization dfsuMoreover, this study indicates that words
derivation forms one of the most difficult pointsr fthose learner . Their ignorance of the
words root and the right suffixes usually led thémn follow the given examples and

overgeneralize certain suffixes. Thus, these ¢ymmes referred to the target language

Learners have also a difficulty in joining sentenesing connectors. This is usually
because they do not know the logical relationdbgiween the sentences or most of time due
their inability to understand the sentences bectheselifficulty of words or weak level. The
same thing happens when asking questions, the ityapdérlearners know the different wh-
words used to ask questions, but the problem is ith@bility to understand the meaning of

the underlined words in order to supply the right word.

Finally, this analysis revealed that all errorscept few cases related to question
forms and word order, were independent of the gupilother tongue but related to errors
occurring because of the learning process of thgetaanguage or the difficulty of the
language itself.

3.7. Conclusion

This chapter described the case study which cordetime types of the grammatical
errors committed by the third secondary pupils laH&oudh Secondary School in Bayadh,
through analyzing the test results, focusing on riiwst frequent errors and on the most
common sources of such errors .First, it providedwerview description of the learners level
in grammar competence by means of the test maten,Tan analysis of the test tasks in an
individual way was conducted to provide informatiabout the most difficult tasks of
grammar and the grammatical errors committed byntga. An attempt to find out their

difficulties in learning grammar and the causes itehsuch weak level in grammar
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competence was conducted too. This study also tigadsd into the major sources behind
making errors. What has been found is that susdrewere both due to interlingual and
intralingual interference. Whereas, the errors edus/ the learners’ mother tongue were in a
small proportion. Significant reconsiderations segjgd by the pupils themselves for level

improvement should be taken into consideration.

The following chapter will attempt to set severaheasures and recommendations
thought to be efficient in enhancing learners le@lering pupils’ own interest, teachers self
development and eclectic method as well as soersppctives concerning grammar

teaching, testing and error analysis.
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Chapter four Perceptioos Grammar Teaching and Testing Improvement

4.1. Introduction

A range of factors, which have been unveiled in fitevious chapter, have
contributed in making English teaching and learnimgeneral and its grammar in particular
unsatisfactory. Thus, this chapter attempts toidegsome suggestions and recommendations
which may help learners at the level of secondahpsl mainly of the third year classes to
overcome their difficulties in learning Englishagmmar. Success in achieving this depends
on three highly basic foundations which are thechieg the learner and the grammar

instruction and assessment itself.

It deals with how teachers development and critieflection on their own teaching
experiences, as well as fulfilling certain basgk&and having some effective teaching skills
can enhance learners’ level. It tries to present high motivation benefits learning and how
raise such motivation in our learners. It also shéght on the value of using learning
strategies and having a conscious responsibilitearining. This chapter attempts to provide
suggestions about the ways in which grammar shbeldaught and assessed at this level.
Depending on the obtained data concerning the owsimitted grammatical errors, chapter
four tries to give teachers an idea of how to dedlh such grammatical errors, how to
explore them to foster the learners’ grammaticalitpbwhich grammar points to focus on

when teaching English grammar to EFL learners anodgse strategies to do so.

4.2. Guidelines for Teachers

Teachers’ role is of a paramount importance in Effassrooms in spite of the
introduction of the CBA in which the learners fortine centre of the teaching-learning
process. Indeed, no other factor has more impagupis learning than a teacher. For this
purpose, teachers need to develop their classrokitfs ontinuously to meet the
requirements of the teaching and learning situatiorfact, the profession of teaching is not
easy, rather it is stressful mainly at the begignidowever, it can be very rewarding and
enjoyable when the pupils progress and their tegactexognize that they helped them in

doing so (Harmer, 2007).

To fulfill the required duties, teachers shouldvé a strong will to develop their own

professional growth through varying teaching styege to be adequately meet their learners’
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needs (from OECD, 2013). To achieve this, teachieosild reflect critically on their teaching
practices, fulfill certain basic tasks and haveseffective teaching skills.

4.2.1. Teacher Development and Reflective Teaching

Because of the continuous change in the field of Efaching mainly grammar
teaching and the new requirements of the apphicatif CBA in the Algerian context, the
teachers are recommended to look back into gretrious teaching practices for the purpose
of changing or developing them to meet the currequirements. This is what is known as
reflective teaching. It refers to teachers subpectheir teaching thoughts and practices to a
critical analysis (Farrell,1998). Teachers can aseariety of approaches to reflect on their

own actions. One of the most valuable professideaélopment tools is peer observation.

Peer observation provides an opportunity not datynovices to develop their ways
of teaching but also experienced teachers. Itvalaable means to stimulate teachers’ own
ideas about their teaching (Kyriacou, 1998). Ityilies a chance to see the way other teachers
teach grammar and to reflect on one’s own teachirdgvelops teachers’ self-awareness of
grammar teaching strategies and classroom procdssea means of getting feedback on all
what may concern their own teaching (Lavigne andd>;®013). Moreover, it has social
benefits since teachers share ideas and experiences

At the level of the secondary school, official pebservation in a form of class
demonstration is planned once a month includingréety of lessons and depending on the
teacher’s choice of the course. However, it needsetcarefully implemented at least once a
week. It should give more importance to sessi@ngdaching grammar strategies, mainly
how teachers start and end the lesson, how thegnassrresponding tasks and how they
assess their learners’ learning. These class derabos sessions as well as coordination
sessions should be programmed on the teacherstainies and considered as one of the
teachers’ professional duties. In these meetinggrofips of colleagues teaching English
either from the same school or different scho@achers improve their teaching effectiveness
and learn from each other. Through collaboratianping of grammar lessons, teachers can

identify problems related to grammar teaching amdgnt better grammar lessons.

Besides, the use of written accounts of what happerlassrooms is a useful way of
engaging in the reflective process. These writteroants may be self-reports in a form of

checklists or inventories that reflect teachingcpcas (Richards, 1990) . Another valuable
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tool for self-development is the use of the jouraaldairy in which teachers record what
happens in the classrooms. Moreover, recordirgples provide teachers with opportunities
to observe themselves and capture all the stefpeedésson through the use of audio or video
recording of courses such as using cameras (Chadlk&014). Furthermore, workshops and
seminars about how to teach and assess grammar@ade teachers with opportunities to

reflect on their own teaching.

Teachers do not need just experience to accemfiieir mission. But, with a critical
reflection on that experience, they may enhane# tirofessional development so that they

can perform their tasks.
4.2.2. Teacher Tasks

Teachers tasks are the necessities that teadersquired to do or have for their
profession. One of these basic necessities e ttnowledgeable in the subject they teach;
they should have a good command in English andrgexmar. Moreover, they should have

effective ways to transmit that knowledge to thearners.
4.2.2.1. Teacher Content Knowledge

Teacher content knowledge refers to the infornmativat teachers have and are
expected to teach in a subject matter. Teaclesd to know as much as possible about the
subject they are teaching (Harmer, 2007). Teachetts highly content knowledge in a
specific subject tend to be more effective teastecause “ it tends to be the teacher the
pupils will ask when they want to knoBurgess and Head, 2005, p.®omeresearchers
suggest that there is a necessity to develop strpedagogical content knowledge which
means that they should master the most effectiwes wateach learners that particular subject
(from the Glossary of Education Reforg2@13). More importantly, they need to find out new
ways to make their teaching effective. One oftlag's of doing this is through keeping up-
to-date new developments in teaching approachesteathiques via seminars, magazines

and online resources.

Language teachers in general need to have the &dgel of grammar and
grammatical functions (Harmer, 2007). Grammar tewris one of the essential aspects of
language teaching, it requires pedagogical corkeatvledge. Teachers of English have to

know a lot about English grammar to teach Englisigeneral and its grammar in particular.
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They must have a knowledge of the grammatical rtdebe able to teach them because
having an accurate and comprehensive understanéliagglish grammar makes teachers feel

more confident as teachers and gain respect framdadleagues and learners (Cowan, 2008).

A good knowledge of English grammar enables teacteeevaluate the textbook and
examine courses and tasks used so that they oog#ahize lessons in more effective ways
than those presented in the textbook and supplintbemation needed for the exam. This is
one skill of pedagogical content knowledge. Withdnging transmitted to the learners,
knowledge is passive. Thus, another necessargrfémt achieving effective teaching is the

good preparation of lessons to transmit that kndgdeto learners.
4.2.2.2. Lessons Preparation

Good preparation of lessons is an effective faotoeffective teaching. For teaching
any English lesson, it is necessary to prepane #dvance. The same thing should be done
with grammar lessons. Planning gives lessons aefnark and it is as a guide that involves
what is intended to achieve and the way to do(tHatmer, 2007).Taking time at the planning
stage to think about all what can make their lessgffective and successful and about the
steps to present them help to have good lessongdba (1978) notes that lesson plans exist
to serve two main primary functions: first, they gans of what will occur in the classroom
and second, and the least utilized, they recordndgmessary changes to make the lesson

effective for future use.

First of all, it is important to determine the ebfive of the lesson and sometimes the
sub-objectives that lead to the final one as welthe learning outcomes at the end of the
lesson. More importantly, teachers should thinguglways to raise their pupils’ interest and
motivation so as to draw their attention from thegibning to the new grammatical point.
This can be through starting their lessons witluaisids or challenging them. The activities
should be selected carefully and presented in @dbgrder to achieve the objective of the
lesson and should have a logical link so that gupdn follow easily sincea“good lesson
needs to contain a judicious blend of coherencevamkty” (Harmer, 2007, p.157).

The teacher should know how to present and ext&m. This explanation should be
short and clear. It is useful to predict probleimst might be encountered during the lesson.
Taking time at the planning stage to suggest plessiiiutions can lead to have good lessons.

In this respect, Killen (2006) suggests some ugahrining steps to plan lessons effectively:
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Considering the purpose of the lesson, determitiiagupils learning outcomes, determining
the content of the lesson, organizing in suitabtugnces and appropriate examples, selecting
appropriate teaching strategies, determining thesipte constraints, planning ways of

evaluating the success of the lesson and assehsipgipils’ achievement.

The steps of grammar lesson plans depend ondbkeretself, time available, pupils’
level and learners’ styles. There are different el®af planning a grammar lesson such as
PPP (Presentation, Practice, Production), TTT (Tesach, Test) and ESA (Engage, Study,
Activate)(Cotter, 2010) . However, the most utitizene seems to be PPP mod&rammar
lessons are usually composed of three phases: Reggm, Practice, and Production”
(Shojaee, 2014). Larsen-Freeman (2009) notes toantless generations of pupils have been
taught grammar in this way- and many have succewdlbdthis form of instruction” (2009,

p. 523). S&rosdy (2006) adds another essentjalvgté which each lesson must be closed;
that is a feedback part of both form and contedlessons have various types of balance
which are: balance of work forms(frontal, groupirpdalance of skills (receptive/productive,

oral/written), a balance of activities( warm-upP8, feedback) and a balance of stirring and

settling activities ( competition, challenge) (S&p et al, 2006).

In the presentation phase, the teacher presentsdte grammatical point in a
meaningful context that should be attractive andivatng. The teacher should make his
pupils aware of the need of the grammatical strectlAt this stage, it is essential to choose
which approach is appropriate for the situatiothesithe deductive or the inductive approach
to teaching grammaiUr (1996) notes that the choice between these tagsvdepends on
many things. The former is more suitable with lovestel pupils and it saves time and allows
more time for practising the language items. Howgetree latter is often more beneficial to
pupils with an acceptable level in the languageesihencourages them to discover structures
by themselves based on their background knowlekigéie practice phase, pupils need to
practice the new structure so that they mastdnithe last one ; that is production stage,

learners need time to use the new structure im dven oral or written language.

However, Harmer (2007) suggests ESA model whiclcdesiders as elements for
successful language learning. In this model, pupile engaged through using certain
activities such as games, music, stimulating pesudiscussions, etc. Their involvement in
the study activities makes them concentrate onctivestruction of particular elements of
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grammar. In activate activities, pupils are askeduse all and any language that may be

appropriate for the situation as freely and comrmatiiely as they can.

As it has been mentioned earlier, teachers’ choiceplanning depends on many
factors. However, whatever the model is, certé&ments as mentioned above are usually

included in plan formats. The following lesson plensuggested depending on the PPP

model.

Class: No. of pupils Level:
Class profile:

Topic: Language element:

Aims: what the teacher intends to do

Objectives: what the pupils are expected to do

Assessment:

Materials:

Presentation phase:

Timing | Procedures Interaction | Anticipated | solutions | Success | Aims of
Teacher | Student problems indicators | the stage
activity | activity

Practice phase:

Timing | Procedures Interaction | Anticipated | solutions | Success | Aims of
Teacher | Student problems indicators the stage
activity activity

Production phase:

Timing | Procedures Interaction | Anticipated | solutions | Success Aims of
Teacher | Student problems indicators the stage
activity | activity

Additional possibilities:

Homework/further work:

Table 4.1.Suggested Grammar Lesson Plan (adapted from Ha2®@r, pp. 161-163)
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According to Harmer (2007), in the success indicatmlumn the teacher should note
ways to measure the success of what happens. én wtrds,"if the learning outcomes have
been met’(2007. p. 162). This is one of many forms of pgiamats. However, it depends on
each teacher to design his own formats that seitittumstances in which he teaches. What

Is important is to meet the predetermined goalsffeictive learning.

However, transmitting knowledge through good lesptans necessitates adapting

different roles.

4.2.2.3. Teacher Roles

Teachers should play different roles dependinglos different situations in the class.
Teachers roles arghe different functions and personalities the teactakes on at different
times (e.g controller, resource, etc ) in orderhelp pupils engaged in different kinds of
learning task” (Harmer, 2007, p. 283According to him, the teacher can be a resource of
language information, a controller, an organizer,agsessor, a prompter and a participant
(Harmer, 2003) . According to Spratt et al (2011,199), the teacher can be a planner, a
manager, a monitor (an observer), a facilitatoidi@gnostician, a language resource, an

assessor and a rapport builder.

First of all, teachers should be able to functisraaesource for knowledge since they
are the persons whom learners refer back to getnration. Thus, a good command in
English and its grammar is essential to be arctieteacher. As a diagnostician, the teacher
should work out of the causes of learners diffiegl{Spratt et al, 2011). In activities in which
accurate reproduction is required and frontalvdigts such as grammar presentation, s/he
can be a controller. In grammar tasks that requoeking in peers or groups , s/he can be a
promoter to fit positive feedback (Harmer, 200%$.a monitor or an observer, the teacher
can check learning and provide support duringviddial, pair and group work activities
(Spratt et al, 2011, p.199).

One of the most important roles that teachers Idhpearform is to be a manager.
Teacher should organize their work, classroom #ietsy the classroom interaction and their
teaching materials so that the pupils can benefihfthe teaching process. As a planner, the
teacher should prepare grammar lessons and sefiecthem before teaching. In this way,
s/he can predict problems and the errors thatlpupay make . Accordingly, s/he can set

appropriate materials to avoid or overcome themrgt$ et al, 2011). Tasks should be
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arranged from the simplest to the most complex @spect the gradation in acquiring
structures sincé numerous grammar constructions...have to be tawagic learned based on

their progression of complexityHinkel, 2015, p. 125)

Activities should be selected carefully to meatividual learners’ interests. Thus,
the teacher should be motivated and act as avatoti However, most of learners find
learning grammar boring or difficult. It is the tdeer’s role to increase their motivation about
learning grammar through making it enjoyable arglethrough building a good rapport with
learners and varying grammar tasks and the waydich they are presented . Making it easy
can be through acting as a facilitator since thevipus study shows that New Prospedds
full of authentic texts (reading and listening @agss) for studying grammar. The sentences,
that are taken from these texts, are full of iclitt words that are often beyond the third year
secondary school pupils level. Therefore, thelteds role is to simplify these sentences so
as to encourage the learners’ grammar learningciers as adapters should benefit from the
coursebook activities in a way that decreases tHdfrculty and engages learners in
autonomous learning because being responsiblééar dwn learning is a key component in
sustaining motivation( Harmer, 2007).

In this case, the teacher’s role is to facilitatarhing and guide pupils to acquire
grammatical points through objective means to kbgvkearners’ responsibility for learning.

Finally, s/he acts as an assessor to evaluatedinedrs’ outcomes (Harmer, 2007).

Fruitful learning depends to a great extent on t#echer's success in adopting
different roles appropriate to fit different contexThis success helps in creating an effective
grammar learning atmosphere in the classroom ¢firduwilding a good rapport with pupils
and classroom management. These are the mosttanpteacher skills.

4.2.3. Teacher Skills

Teachers skills are the abilities that teachess@ss to make their teaching effective.
One of these basic necessities is to have a gomubrt with their learners and ability to

manage their classes.
4.2.3.1. Rapport

The type of the relationship between the teachet kis pupils determines the

language classroom climate. This teacher-learratioaship is known as rapport. Having a
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mutual respect and rapport is highly recommendedschools (Kyriacou, 1998). The
classroom atmosphere can promote grammar learhiriginvolves good teacher- learner
relationship which encourages a friendly and stfiess learning environment. A positive,

enjoyable and respectful relationship is a comneaure in the best lessons (Harmer, 2007).

According to Kyriacou (1998), respect and rappart be developed from the pupils
perceptions about their teacher; his competeneeteacher, care about their progress through

planning and conducting good lessons .

According to Harmer (2007), a good rapport is bugtwhen teachers are qualified in
terms of professionalism. Besides, respect is Jemportant. Good teachers react to
indiscipline and solve problems respectfully. Tiegtall pupils fairly and equally establish
and promote good rapport. It is widely argued th@id rapport between the teacher and his
pupils motivate them to learn more. Some way ofhdao are by recognizing them through
knowing at least their names, their family backgm@and their social situation, listening to

their interests and problems and respecting them.

However, this does not mean to be too friendly bseahis tends to lose authority
over learners. That is why, it is essential to ld&th a relationship in which pupils accept
teachers authority to manage classroom activibesffective learning progress (Kyriacou,
1998).

Establishing a good rapport is one of the factbas tacilitates teaching and learning.
One of the benefits of a mutual respect and rapigothe ability to manage their classes

successfully.
4.2.3.2. Classroom Management

Classroom management was traditionally regardetieagbility to exert control over
learners. However, more recently it has been asamn art of establishing a good classroom
climate and managing instruction in effective waysl actions (Hue and Li, 2008). It is a
necessary factor in teaching sirfeffective teaching and learning can take placeyahkthere

is a good order and positive learning climate ie tlassroom”(Hue and Li, 2008, p. 5).

Most teachers find difficulties in managing thelasses. This is because of many
causes such as the inability to offer good lesslag, of motivation and overloaded classes.

Overcrowded classroom is one of the biggest problémat face teachers, and one which
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leads most of time to other problems. Even the reffstctive teachers may find it hard to
overcome. The most problematic one is its negaitimeact on the quality of learning.
Teachers in overcrowded classes cannot provideidual learners help on regular basis or
test pupils individually. Moreover, noise is an egfed consequence in an overcrowded class,

which increases discipline behaviours (Meador 5201

To deal with the aforementioned issues and impm\good learning environment,
teachers must be well organized and preparedvienyesession and for exceptional events
and things. Lessons should be simplified, engagihgllenging and somehow enjoyable so as
to increase motivation and pupils’ interest. Asgignseats towards the front for pupils who
are weak or misbehave is necessary to manage oweted classrooms and prevent
misbehaviour (Meador , 2015). Teachers have w@bbsh their rules from the beginning of
the year and try to be hard in some cases. Indheesvein, Hue and Li (2008) note four
components of classroom management. They are nmap#ge physical environment of the
classroom so that it promotes a pleasant and ctabieratmosphere of learning, managing
the teaching and learning materials that serviegehrning objectives and content, managing
procedures and establishing rules and finally miagadjscipline system.

Effective teaching and learning cannot be the nesibdity of the teacher only. The
learner’s role is of a paramount importance inlé@ning process becauséaching cannot
be defined apart from learning(Brown, 2000, p. 7)Under the requirements of the CBA,
they are required to take part in the learning @ssdy being motivated, responsible for their

own learning as well as using learning strategies.
4.3. Guidelines for Learners

The language learners differ from each other imnieg grammar in spite of the fact
that they study under the same learning environraadtconditions. If teachers are able to
raise their pupils’ motivation towards learning mraar and their awareness towards the
value of taking responsibility in their learning teing autonomous and through using
learning strategies, they will gain a lot.

4.3.1. The Importance of Pupils Motivation

Motivation whether in learning English or its gnawar is a necessary factor leading

to effective learning. It is an internal drive thpatshes language learners to pursue a course of
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action (Harmer, 1983) . This refers to the desradhieve something and the efforts spent to
realize it. He argues thathis desire to achieve some goal is the bedrdckotivation and,

if it is strong enough it provokes a decision td’ agHarmer, 2007, p.20). The responsibility
of the teacher is to support that motivation, kutis difficult to sustain without some
conscious effort”(Burgess and Head, 2005, p. 5). However, lackiogvation in grammar
learning in particular and the English learninggeneral can be more problematic. In fact, it
is one of the most influential factors that hindlee improvement of the learners’ grammar
level (He, 2013).

Accordingly, teachers should help motivated leesnt® sustain their motivation, and
find ways to raise interest in those who lack ildarn English grammar. First of all, it is
important to build variety and fun into the grammasurse and making the learning
experience enjoyable for learners. Such ways carthbmugh interactive activities that
encourage them to be active learners and take gamein the lesson rather than being
passive recipients of knowledge. Activities tleaxcite their curiosity also provoke their
participation (Harmer, 2007). Teachers should ssiggetivities that carry some kind of
challenge in which learners do their best to find the right solutions. These types of
attractive activities will gradually help learneis change their attitudes towards learning
( Dubin and Olshtain, 1988, p.14).

Using activities that engage learners in learnirggrgnar such as games, stimulating
pictures, music, etc because engagement is dife dlasic elements for successful language
learning ( Harmer, 2007). Above all, motivationaignatter which deals with the learners
inner wish to learn and succeed whatever theirhactry to help them. In the same vein,

Harmer says:

But however much we do to foster and sustain studetivation, we can only,
in the end, encourage by word and deed, offeringsopport and guidance.
Real motivation comes from within each individdiedm the pupils themselves
(2007, p. 21)

However, high motivation remains an essentialdiact language learning. It raises pupils’

responsibility for learning.
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4.3.2. Responsibility for Learning

Under the requirements of the CBA, the learneesraguired to take part in the
learning process . Moreover, they are requiredeadsponsible for their own learning as
being the centre of this learner-centred approAsht has been mentioned earlier in chapter
two, grammar in New Prospects is taught throughitldeictive approach or grammar -
discovery approacln which the more common tasks are discovery dietsv Thus, learners
are supposed to take responsibility for their owariing through using their background
knowledge to discover and construct their new dachers can raise their pupils’ autonomy

by extending their role in learning and workingnis out of themselves ( Harmer, 2007).

To encourage learners’ autonomy, teachers canthgebh to do various types of
homework in which they are awarded such as writgression in which they express wishes
or doing discrete- point items in which particulanguage aspects are tested. What is
important to these tasks to not be disadvantagedahat they should not require too much of
their time or be beyond their level. More impottgnteachers should follow up them.
teachers can also provide their pupils by websitektitles of books to use for the purpose of
improving grammar learning(Harmer, 2007).

All what teachers can do is to encourage them taubenomous in their learning and
provide them with tools to do so, but they canmapase that upon them. Motivation comes
from the learners inner desire and leads learmetakie responsibility in their own learning
(Harmer, 2007). Their responsibility for learnimyolves the use of a wide techniques. One

of them is using grammar learning strategies.
4.3.3. Grammar Learning Strategies

Learning strategies are the techniques that thedeaises to learn new information.
They refer to“the special thoughts or behaviors that individualse to help them
comprehend, learn, or retain new informatiofO’Malley and Chamot, 1990, p. 1).
Language learning strategies are related to thes Waat the foreign language learners use to
learn a foreign language. They refer‘bmw language learners manage their learning and
the strategies they use as a means of improvingompetence’(Hurd and Lewis,2008, p. 8).
As far as grammar is concerned, grammar learnirajesgfies refer to the techniques that
foreign language learners use for the purpose oproming their knowledge and
comprehension of the grammar of the target languégka defines them as th#earning
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strategies that help learners to develop a mentahgnar of the L2”(2008, p. 32). One of
the teachers’ tasks is to teach their pupils hoveéon using different learning strategies. In

this way, They promote their autonomy to be resgme of their own learning.

According to Oxford (1990), language learning t&tgées can be divided into two
broad categoriethat are applied in education: direct strategies iadirect ones (as cited in
Sung, 2009, p. 22). They may have a direct relatith the mental process of language
learning or just supporting learning. Direct langedearning strategies are defined as the
strategies that are involved in language learnimg) require mental processing of language.
However, indirect leaning strategies are not ingdhin the learning of the target language but

support the learning process (Pandian et al, 2014).

As stated by Oxford (1990), direct strategies aedss/ided into three types involving
cognitive, memory and compensation strategies. Weweindirect strategies comprise
metacognitive, affective and social strategies ¢@sd in Sung, 2009, p. 22). In using
cognitive strategies, pupilare encouraged to think about what they are seghearing or
working on rather than just repeating mindlessigParmer, 2007, p. 270). This thinking
involves operating the incoming information and patating it in such manners that
improve learning (O’Malley and Chamot, 1990). Aatiog to them, it may include such
strategies: organization, elaboration, inferencsignmarizing, deduction, induction and so
on. Memory strategies are mental means which fawli storing and retrieving new
information for future access. These involve somnategies such as rehearsal, organization
and retrieval (Courage and Cowan, 2008). Howewrguage learners use compensation
strategies to understand or produce the targetutayey in spite of the limitations in their
language knowledge. The main compensation strategsed in listening and reading is
guessing the meaning from the context and overogrnmitations in speaking and writing
through miming, gestures, synonyms, circumlocuti@implification, coining words,
avoidance and so on. This type of strategies agd uspecially for grammar and vocabulary
(Oxford, 1990).

Indirect strategies comprise metacognitive, affectand social strategies (Oxford,
1990, as cited in Sung, 2009, p. 22)earners use metacognitive strategies to orgaamze
self-direct their language learning since theyvane best know various aspects of their own
leaning. O’Malley and Chamot (1990) note thiéaey involve knowledge about learning,

knowledge of one’s cognitive process and controfegulation of learning” (as cited in
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Gimeno, 2003)Affective strategies have a great impact on lea’reerccess or failure as they

can gain control over their learning through themmotional actions and affective behaviors
such as anxiety reduction , self-encouragemenelésesvarding and monitoring emotions as
using checklists and discussing feelings with atf@xford, 1990, as cited in Hurd and

Lewis,2008). Social affective strategies includeigiobehaviours which are asking questions,
cooperating with others and empathizing with others

The use of grammar learning strategies facilitates acquisition of grammar.
According to Oxford and Lee (2007), foreign langealearners can use learning strategies
either for explicit- inductive learning such as ahtng and using resources as grammar
notebook and reasoning or for explicit-deductivarhéng such as paying attention to
grammar rules and expectations, conceptualizindh wiétails and using the senses to
understand and remember (Oxford, 2013). Theseegtest can rely on deduction, induction,
translation and transfer (O’Malley and Chamot, 1990

As it has been mentioned above, learners are threcef the teaching-learning
process. However, ways in which grammar shoulthbght and some necessities thought to

enhance grammar learning are suggested to bémedityear pupils.
4.4. Guidelines for Grammar Teaching

The search for successful teaching strategies haga always the concern of many
debates. Grammar as an essential component in amudge has been given much
importance for the purpose of finding out effectisgrategies to achieve grammatical
proficiency. Grammar can be taught explicitly orpimitly. “ Explicit instruction is where
pupils are instructed in the rules or patterns (detive) or guided to induce them, themselves
(inductive). An implicit approach makes no referma rules or patterns{Larsen-Freeman,
2009, p. 527).

Mastering key grammatical concepts helps EFL lgarteachieve both accuracy and
proficiency in English language. It can be achietleroughexplicit grammar teaching. This
Is what has been noticed in many current educdtresaarch and practice that emphasize the
importance of providing EFL learners with expliafstruction in the rules and forms of

English grammar to achieve academic language peafiy (Stathis and Gotsch, 2013).

A research conducted by Norris and Ortega (2000)ded on various studies was

done for the purpose of determining whether gramteaching is effective or not. This
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research findings argue that explicit grammar utddton is more beneficial than implicit
teaching (as cited in Larsen-Freeman, 2009). Maedhey emphasize the focus on forms

and forms in meanings too.

Explicitly or implicitly, grammar teaching has beeemained one of the most
debatable concerns of English language teacherse¥y, choosing a particular approach to

grammar teaching is another controversial issue.

In following the principles of a particular methddachers may face various teaching
constraints. Thus, eclecticism that“@hoosing between the best elements of a number of
different ideas and methodseems to be the best choice (Harmer, 2007). Tdrexeddapting
an eclectic approach in which teachers take whitéd and benefits their learners and reject

what causes difficulties, has been proved to befi=al.

Using of teaching methods differs according to edéht situations. In this way,
teachers need to make a balance between introdatinggures deductively and inductively.
Moreover, eclecticism in teaching grammar enabésgtiers to develop pupils’ grammar
competence as well as the ability to use it appaitgly. Cowan (2008) suggests some points
to guide teachers to choose what to incorporat@eir classroom instruction. These points
support the usefulness of collaborative languagéruntion, explicit grammar instruction
mainly for new grammatical structures, correctimges mainly through recasting, focusing
on the most utilized grammatical structures andrnpaorating input processing and output
practice which means that learners should be peolvigith comprehensible and rich input so

as to be able to produce language actively.

Adapting an eclectic approach to teach grammarshtelchers to accept new trends in
grammar teaching as far as they suit situationd iamprove learning. Some effective
suggestions for teaching grammar in the classroame tbeen advocated recently such as
teaching grammar in context, involving learnergpoblem solving activities, reducing the

use of metalinguistic terminologies acamputer assisted language learn{nGALL).

Teaching grammar in context has been found teffeetive. It involves teaching
grammatical structures in relation to their measirand functions within contexts. This
enables learners to know the use of particularcgtras and makes them learn better (Ellis,
2008, as cited in Shrum and Glisan, 2009, p. 2#8yeover, involving learners in problem-

solving activities in which they analyze languageliitly is an effective strategy to find out
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grammar structures. They are exposed to languagples and asked to work out of them by
themselves formulating their own suppositions wHedd to the construction of the correct
grammar structures. In this way, pupils are exgubtd not forget the rule and the sentences

in which it is presented and that may enhance grant@arningSenoussi, 2012).

An efficient new way to make pupils better leamargmar is through the use of
electronic technologies. Many studies advocate#reefits of (CALL) in improving learners’
grammar and editing their persistent grammaticedrer(Cowan, Choo and Lee, 2005, as
cited in Cowan, 2008). Pupils can familiarize thelmss with learning in such way through

going to the Web sites.

Furthermore, it seems to be effective to avoid hewr too many grammatical
structures in one session, which may cause thefugion. The choice of examples in which
grammar is presented is of a paramount importafikas, they should be selected in such
way to facilitate grammar learning. They should dmple, clear, meaningful and serve
efficiently the acquisition of the intended grammsaiucture. Practice tasks should be chosen
carefully. They should promote pupils to use gramwah structures accurately and

meaningfully. They should meet the pupils’ needs iaterests and raise their motivation.

To facilitate understanding of grammatical struetuand the sentences in which they
are introduced, the use of mother tongue has bemreg as a beneficial means mainly with
low level learners (Senoussi, 2012). In the same, veeonardi (2010) claims that in spite of
the fact that there are still negative attitudesams the use of L1 and translation in FL
classes, many theoretical researches and praekpafiments have proved that their use can
facilitate learning. Some of the research studies are in favour of systematic use of L1land
translation are Chambers (1991), Auerbach (1998jpAand DiCamilla (1999) and Cook
(2001). According to Cook (2001), a purposeful agdtematic use of L1 in FL classes can
help:

- Explain grammar
- Convey meaning
- Organize the class (instructions, feedback, digog)l

- Pupils realize what they really know or do not know

(as cited in Leonardi]l@0p. 62)
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However,“the amount of L1use and how it is employed shaaly with classroom
environment and learner needs analygijsgonardi, 2010, p. 63).

To have effective teaching, it should be incorpedatvith testing. Both should be

built on each other in an ongoing work of the cesrs
4.5. Guidelines for Assessing Grammar

Teaching pupils who are preparing for an Examipexial responsibility since all the
attention is put on that exam. Some guidelinesaggested to be a good exam teacher and to
teach grammar in such way so that pupils can parfeell. Grammar tests should be selected
to serve different purposes.

45.1. Successful Exam Teacher

Teachers who prepare pupils for an Exambear a apegsponsibility since exam
success is of a paramount importance for many &speduding teachers, pupils, parents,
schools and administration. That is why, thoselees should have special qualities to be
successful exam teachers. First of all, they shbalve a positive attitude towards exams and
enjoy teaching exam classes. They should be welvladgeable in the subject they teach as

well as administrative matters for gaining theurpjps confidence (Burgess and Head, 2005).

According to Burgess and Head (2005, p.2), teackbould know all what have
relation with the format and content of the exanthwhe exam duration, skills to be tested,
types of instructions and tasks introduced, theng<riteria for each question and the way it
is marked. To get pupils familiar with the examnhat, it is advisable to work through

complete sample papers and from time to time usidgiiar exam conditions.

An overall planning is very important since it p®l teachers to manage their time
adequately so that they can cover all the knowledguired for the exam and to design time
for practice, review and consolidation. They nae@dlan courses in advance and manage their
time carefully so that all the sorts of tasks idtroed in the exam can be dealt with. Learners
should have a strong desire to succeed; that isesetheir motivation. However, English
mainly for the scientific streams is not given muetportance by pupils because of the low
coefficient. That is why, a good exam teacher &holmave a good relation with pupils and

create an encouraging learning atmosphere.
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Teacher should monitor both the learning processtha pupils’ learning progress.
Promoting progress involves providing pupils witbnkst and direct feedback about their
performance. Promoting progress can be througimgesteachers test their pupils at different
stages and for different purposes; at the begintingetermine their abilities, during the
courses to assess their progress and at the eandasure their achievement. Formative tests
are useful for exam classes (Burgess and Head).2005

These are general qualities to be a successful ¢éxacher. When the concern in this
research work is grammar, an attempt to set sonuelgqes for teaching grammar for the

exam has been conducted.
4.5.2. Teaching Grammar for Exams

The kind of teaching which is required should prepgaupils to do well on the day of
the exam. As far as grammar is concerned, it ionapt to teach it in a way that is helpful to
perform well in the BAC Exam. Teaching grammar amtext has been proved to be helpful
to draw the pupils attention to the accurate anur@piate use of grammar items (Burgess
and Head, 2005). The teacher should design taskpréctice, which get pupils use their
knowledge and identify areas that need more catestodin. These practice activities should
be selected in such way to motivate and encouraga to take part in their learning. Besides,
teachers should teach their pupils how to use ester materials as grammar books and

dictionaries.

Depending on the already mentioned analyses ipteh@awo, most types of tasks
introduced in New Prospects do not comply withdhes found in the BAC Exam. However,
most of the typical instructions found in both bén differ in some degree from each other.
The teacher’s role in preparing the pupils for B#&C exam is to adapt the textbook activities
so that they can reflect the types of taskstdgitgrammar in the BAC exam. This is for the
purpose of familiarizing them with the BAC instrigets. In the same respect, Burgess and
Head (2005) suggest thatas the course progresses, practice tasks shoeltect more
closely the sorts of tasks that test grammar arcdbolary in the exam itself (2005, p. 65)

Moreover, the grammar courses should be preparadvance and carefully planned
to be sure that the time available is sufficientdoer all the grammar lessons and the various
sorts of tasks introduced in the exam. Planning hklps teachers to design time to review

and consolidate what has been learnt before the.e8amce the learning objectives are so
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many that the teachers could not be able to teadhassess in the intended time and re-teach,
teachers should teach what is required in the lmydla but focus more on the BAC

Examrequirements.

To help pupils prepare for their exam, Burgess &lwhd (2005) suggest some
principles of teaching grammar. Accordingly, théywsld build the course on what pupils
have already known. This may be through designiagrbstic tests. Moreover, they should
get the pupils work out the rules; getting them ifeam with the common utilized
terminologies of grammar items and their forms ataictures. Discovery learning and
cooperative knowledge should be encouraged. Graicahagrrors should be used to
determine areas of difficulty and as a basis fovling remedial practice activities. Helping
pupils to notice their errors and correct them sapport learning. In addition to highlighting
the usefulness of practising grammar, training Isum become independent learners and
doing additional work in areas of difficulty can pnove their learning. Finally, teachers

should give their pupils sufficient practice of exatype questions and forms of answers.

These are some general points to teach grammaBA& Exam. However, its
teaching should be incorporated with some typegsifng at different stages and for several

purposes.

Preparing pupils for the BAC Exam is a special oesjbility of teachers who are in
charge of these exam classes because the gootsretuhe exam get the teachers to be
rewarded by feeling that their teaching contributethe success of their pupils ( Burgess and
Head, 2005). Thus, the classroom activities andhiaeg techniques should focus on driving

the pupils towards the goal of passing their egsaotessfully.

First, it is important to diagnose the individubllgies of learners in English language
in general and grammar in particular at the bagopof the year, through setting a diagnostic
test to find out not only what pupils know , butimig what they don’t know( Harmer, 2007).
It is better if it takes the form of a number ofcliete items coupled with a piece of writing(
Harmer, 2007). The purpose of this grammar tegd iise the learners’ awareness of their
weaknesses and to help teachers take an overvigheflearners’ abilities and set future

teaching decisions and remedial work.

During their learning stages, pupils need to bess=d continuously for the purpose

of guiding the process of forming their knowleddéis is what is known as formative
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assessment . It is widely recommended to tesedmmérs progress as it is happening and take
it into account when the evaluation is made atetig of the term. This is because testing is a
good motivation of learning when it is given a graghd becaustt is wise, for a number of

reasons, to build some formal tests into the coptar” (Burgess and Head, 2005, p.11)

For evaluating the learners after a period ofrle®y such as term tests and exams,
achievement tests should comply with the format ematent of the BAC Exam. Thus, the
language practice tasks found in the textbook shbal modified to be quite similar to those
found in the BAC exam. Moreover, more emphasis khba put on the sorts of tasks found
in the BAC exam. In addition, what has been notiteedn the study of the BAC exam
instructions concerning grammar is the differencéheir formulation. That is why, it is very
important to get the pupils familiarize with theagrmar questions and activities introduced in
the BAC Exam.

To be familiar with the BAC sample Exam, it is verseful to work through complete
sample papers of previous years mainly in the pebiefore the final exam to get the pupils
acquainted with the format of the exam, the taskhided, the types of instructions asked and

the time to do it.

Burgess and Head (2005, p. 13) suggest some difféests which are pre-testing,
revision testing and mock testing. Pre-testing dgblace at the beginning to determine their
abilities. Revision testing is designed to cheakphpils’ ability to apply their knowledge and
skills to the types of tasks introduced in the exaock exams provide the pupils with an
exam experience under similar conditions of thd esam. They should be corrected and

reviewed afterwards to provide pupils with answerany question.

At the secondary school and in the BAC exam, grataadaaccuracy is tested through
discrete-point tasks and measured as right or weway if there are some correct points in
their responses. But, learners who have an intaemeknowledge of grammar which is not
complete and reflects one of the stages of theldewental sequences in learning some
structures, are being treated as if they havenowledge at all (Purpura, 2006, as cited in
Larsen-Freeman, 2009). That is why, partial scoring beneficial means to determine the
pupils’ true knowledge of grammar to receive appaip feedback and to determine the

extent to which certain developmental levels affeatners.
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Testing is a vital means to measure the learneogrpss in learning grammar. This
progress is evaluated through the degree of comsest of their responses and the
grammatical errors identified. That is why, itimportant to know how to explore these

errors to improve learning.
4.6. Guidelines for Dealing with Grammatical Errors

Errors were considered as indicators of failuresafdong time. However, there is a
new tendency in which errors are regarded as itidica of the process of learning.
Drawing pupils’ attention to grammatical errors adentifying their sources can be effective
in calling their attention to grammatical formsi§ can be also fostered through correcting
them and involving pupils in rich structured inpubf the target structures related to those
errors. Furthermore, teaching some structuresadug sequences can be beneficial to make
learners avoid committing persistent errors. Same@riques are suggested to deal with those

errors for the purpose of processing correct Engjrmmmar.
4.6.1. Correcting Grammatical Errors.

Correcting grammatical errors during the proceskafning grammar structures and
at the reproduction stage is important since acguiaimportant for learners at the accurate
reproduction stage (Harmer, 1991, as cited in $§res$ al, 2006). Thus, the main aim of

error correction is to help learners learn the gemmmar structures correctly.

The effectiveness of correcting grammatical eraepends on the kind of feedback
provided from the teacher. Most research advocttesvalue of giving feedback in an
affective and supportive manner (Larsen-FreemafQ9R0n the same vein, Cowan (2008)
states that the effectiveness of correcting granasalagrrors that learners are making depends
on the interaction between teachers and their éearand how and which kinds ffedback
from them can encourage learners to notice theargem@nd compare them with the correct
grammatical structures. Their ability to become r@waf their errors compared with the
correct ones can contribute in the progress ofawipg their grammar. The question here is

which techniques are the most efficient.

There are many techniques used to help pupils endbieir grammatical errors and
correcting them. One of them iiscasting. Recasting drawing the student’s attention to
what he has just said and expecting from him taecbrhimself ( Cowan, 2008). One

technique is through repeating what the studens sé@th explicit emphasis on the wrong
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forms to draw his attention and asking a questi@t calls for a correction. If the student
cannot correct himself, his classmates respotieeif know. Otherwise, the teacher supplies
the correct answer. However, one problem with tisdasghe possibility of ambiguity (Lyster,
1998, as cited in Larsen-Freeman, 2009). Learreeraat determine exactly what the teacher

mean.

Recasts takes different forms. Harmer (1991, p.) Hd§gests several strategies to
indicate incorrectness, which amepeating, echoing, denial, questioniagd expressionas
cited in Sarosdy et al, 200@epeatingnvolves asking the student to repeat what hsas ju
said with questioning intonation to show that sdvimgf is wrong . Irechoing technique, the
teacher repeats what the pupil has just said witbstipning intonation and asking for
correction. Another technique of indicating errghrough simply saying that the answers
are not correct. The teacher can also indicateectiress byguestioningtechnique which
means asking the whole class ‘Is that correct &idt impression or other gestures may also
used to draw learners’ attention that somethingriesng. However, the effectiveness of any
technique depends on the way it takes place.dy miscourage learners if it seems to be as a
mockery (Sarosdy et al, 2006).

One technique of avoiding grammatical errors isugh drawing pupils’ attention to
the possible errors that may occur. This technigu&nown as Preemptive Targeting of

Errors.

According to Cowan (2008), many of the ungrammatemtences that EFL learners
produce result from two major sources, either tthasferring of grammar rules from their
native language to English or imperfect learningeeiiptive Targeting of Errors means
directing the pupils’ attention to the possibleoesrthat they may commit in advance. One
effective way of preemptive targeting of errorstigough an adaptation girocessing
instruction ( Cowan, 2008). The ungrammatical sentences thngligh language learners
produce result from the transferring of grammaesurom their native language to English
are called transfer errors. As explained in Vard?af1996),

Processing Instruction involves three stages: (®arhers are given
information about a particular linguistic structu@n explicit description) (2)
they are then informed about a particular input-pessing structure that might

negatively affect their ability to make the formamieag connection; and (3)

133



Chapter four Perceptioos Grammar Teaching and Testing Improvement

they are “pushed to process the structure withatrited input” — input that is
manipulated so that the pupils have a better chari@tending to it.

(&wed in Cowan, 2008, P.37)

This procedures start with explicit teaching gfaaticular grammar point. Then, the
teacher draws the pupils’ attention to the frequemnbrs made in acquiring such structure
through informing them about the negative interieee of their L1, after that, having the
learners apply what they have learned throughcttred input including many examples of

the target structure. This way seems to be heipfgitammar learning.

Another way of improving third year EFL pupils’ gnanar competence is by
following steps of developmental sequences in agguparticular instructions. Learners in
the process of forming their grammatical knowledggke several errors until they reach a

final form . This is noticed by researchers as:

The end-state grammar (White, 2002) or stabilizexdrgnar(Long, 2003) that
means that the process of learning English is acgss by which a learner
begins to develop an Interlanguage , and that lateguagecontinues to grow
more and more similar to the English grammar of aive speaker until it
stabilizes (or reaches its end stat€pwan, 2008, p.46)

Accordingly, interlanguage refers to the gramntet develops during the second language learning
process.This progress in learning takes place throughuahdtages known as developmental
sequences in L2 learning. What language teachexddshlo is to target errors committed in
each stage and try to provide appropriate andcseifii instruction to help learners move on to
the next one. Sometimes, errors continue to ocadrogcome part of the final version of the
learners’ language system. These persistent ereesl to be given more attention and
emphasis from the teacher to be corrected. Moredteachers should be patient when pupils
stuck to a particular stage and provide more pracand correction. However, it is important
to note that developmental sequences have beeedto exist for very few grammatical
items and not all grammatical errors reflect a staga developmental sequence (Cowan,
2008)

4.6.2. Suggestions for Teaching Grammar Points Inbduced in BAC Exam

English language learners make errors when theytdrproduce grammatically

correctutterances in applying the learnt structures. Téeetbpment in the processing of
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these types of structures involves gradual stageghich some frequent grammatical errors
appear. The role of the teacher is to addressitids lof errors that occur in each stage and
puts more emphasis on the last ones to achieveaagcuf the errors occur, recasting may be

beneficial to draw the learners’ attention to gh@mmatical errors to be corrected.

Producing grammatically correeth-questions is one of the tasks suggested in BAC
Exam. Pienemann, Johnston and Brindley (1988) tiigefour stages in which learners go

through in attempt to produeérquestions:

Stage 1 (Fragments or single words with raising intooaji
Speak English?
Charles in house?
Stage 2 (Subject-verb order with rising intonation)
He speak English?
Charles is in the house?
Stage 3 (Insertion of do at the beginning of the sentgénce
Does he speaks English?
Does Charles is in the house?
Stage 4 (Base from in the main verb; inversion of subgeud verb)
Does he speak English?
Is Charles in the house?
(As cited in Cowan, 2008, p. 43)

Errors shown in stages 2 and 3 are common among |&khers and they reflect
imperfect learning. Learners may make progressamingwh- questions if they are received

instruction in advance, which emphasizes the nexgfesbeyond the current one.

However, Larsen-Freeman (2009) suggests adoptimgrammar checklist’ in which
“teachers have an unordered set of grammar strueguthey need to teach in a way that
attends to their pupils’ readiness to lea(n2009, p. 530) . This checklist may include
grammatical structures that are not included insylabus , but needed as a basic step to
teach certain structures such as teaching howattsfiorm affirmative sentences into the
negative forms and then how to transform them théinterrogative forms for the purpose of

teaching how to askh-questions.
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In the same way, teachers can determine stepachitey intended grammar points at
the moments when they can be teachable, and thergfey can be learnable. That means
that they can set procedures in which the strustoae be learned gradually and easily. In this
way, teachers can teach the other grammar paitisduced in the BAC Exam using the

same way followed in the previous example.

4.7. Conclusion

This chapter attempted to suggest some guidelmé@sprove third year EFL pupils’
grammar competence. These guidelines dealt witbhhéza, learners, grammar teaching,
grammar assessing and attitudes towards grammaticak. First, this chapter covered some
aspects needed to be known and assumed to béeativef teacher of English language in
general and its grammar in particular. They shdutddenough knowledgeable in English
grammar. Besides, they should reflect criticallytib@ir own teaching practices, fulfill certain
basic tasks and have some effective teaching skitidearners are the centre of the teaching-
learning process, the current chapter provided soecessities thought to enhance grammar
learning. They should raise their motivation, béoaomous in their learning and adapt some
grammar learning strategies. It also provided semidence that advocate the usefulness of
grammar instruction explicitly, the necessity ofapting eclecticism and some new

developments in teaching grammar.

Teaching and testing are two strongly interrelateoncepts in theory and practice.
Since the main aim of this research work was toaeoé third year pupils’ grammar
competence mainly in Exams, this chapter attemfmtesstt some points concerning assessing
grammar. It suggested how teacher can be succebsiwl s/he should teach grammar for
exam and what types of assessment and testinditbirel year pupils. This chapter also
examined some issues related to the treatmerteoftammatical errors for the purpose of

avoiding them or at least minimizing them.
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General Conclusion

Testing is an integral and a necessary part ichieg since it determines whether or
not the teaching objectives are being achievestifiggas one of the most beneficial tools of
assessment has an effective role in teaching momotes teachers to reflect on their own
teaching practices and learners to learn more attbrb Hence, this dissertation was an
assessment of grammar competence among the thand sgeondary school pupils at El
Haoudh Secondary School in Bayadh for the purpdsinding out the reasons hidden
behind their grammar deficiencies. This assessme® conducted through designing a
grammar test by which the researcher could deterhia types of the grammatical errors that
the learners committed, focusing on the most fraumes. Two questionnaires were
administered to search for the reasons hidden Qehmir grammar deficiencies and for the
most common sources of making such errors. Sineg ltlave to undertake a decisive exam
that is the Baccalaureate Exam at the end of the ykis study aimed at targeting areas of
grammar difficulties for the purpose of improvirteir level so as to succeed in answering

grammar questions in BAC EFL Exam successfully.

The grammar test was composed of six tasks whiale vetated to words derivation,
tenses, askingvh+ questions, sentence transformation, using coorea&nd words order.
These typical tasks and instructions were seldatethe study because they are introduced in
the BAC examination. This study was based on tiayais of each task separately for the
purpose of finding out which tasks presented nubifeculty and the errors that the pupils
made when answering these particular tasks. Thechithe second questionnaire was to
determine whether the L1 interference was the catisgaking such errors or the intralingual

factors because of the target language itself.

The analysis of the findings obtained from the graan test and the two
guestionnaires uncovered a range of factors that bantributed in making English grammar
teaching and learning at the level of secondarydaickpecially of the third year classes
unsatisfactory. It also revealed the tasks thagged more difficulty and the most common

grammatical errors among the target populatiothattarget school.

The analysis of the students’ marks which were weegk (the mean: 5.34) and the
percentages of the correct answers in each thghwnost of the time were less thad%
indicated that English grammar competence was wagk among those learners at that

school. The knowledge of how words should be aedrg form grammatically correct

137



General Conclusion

sentences formed the most difficult task amongltiigar students. It is important to mention
that words order is not a typical task asked udimg same instruction in the BAC
examination. But, it has chosen as an activity esittte correct order of words form an
essential component in many grammar tasks such s&ggawh-questions, sentence
transformation and joining sentences. The next mormaplicated tasks among those learners
were sentence transformation, tenses and asWimguestions in approximately the same
percentages. This is due to the existence of manyron features in these types of tasks
such as: tense, verbal form, word order, the usaiwiliaries and rules application. Pupils did
not know the logical relationship between the serds to supply the correct connectors. This
manifested in the findings of task 5. Words ddrorawas less difficult because it required a
sort of knowledge based on learning the words karthend did not need learners to apply

fixed rules.

Concerning the most common errors committed byhird year pupils, they appeared
to be wrong words order, wrong verbs and auxil@arderms, wrong tenses, the use of
connectors and wrong derivation. The analysis efghestionnaire findings revealed that the
errors made by the third year students at the tagfeol were both from interlingual and
intralingual interference However, most of them evelue to intralingual factors. Those
caused by L1 interference were in a small proportiompared with those resulted because of
the influence of English language. More precisetgost of them were caused by
overgeneralization. The major cause of sentencstaarion difficulty was their inability to
understand the words and their connection to foreammgs because of the difficulty of
words or their weak background knowledge in thejesttbin general. That was due to the
target language itself . However, those who hada@eptable level in English make some
errors referred back to both L1 and L2 interfeeerftlacement of adjectives after nouns and
misplacement of verb in question form ( the verbcpdes the subject) are examples of Arabic
interference. However, the absence of inversiothefauxiliary and the subject is considered

as incomplete application of the rule in the tatgaguage.

Their problems in misusing tenses, auxiliaries amb forms were caused by
intralingual factors. Those errors were causedvgygeneralization or incomplete application
of rules. According to the pupils themselves, thase was the incomprehensibility of tenses,
the ignorance of time indicators and the inabiitydistinguish between verbs mainly regular
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and irregular ones. Their inability to understand sentences because the difficulty of words
or weak level did not enable them to join sentencesaskingwh-questions correctly.

However, wrong word derivation was due to theiragance of the words root and the right
suffixes, which usually led them to follow the givexamples and overgeneralize certain

suffixes. Thus, these error types referred tddhget language.

A range of factors have contributed in making Estgljrammar teaching and learning
at the level of secondary school specially of thiedtyear classes unsatisfactory. There was a
direct link between their proficiency level and thge of attitude held towards learning
English in general and its grammar in particulad asso between their background
knowledge in English and their proficiency leveloM than the half of learners appeared to
bear a negative attitude towards learning the tdagguage grammar and consider it difficult
because of their weak level or carelessness. Bwerrast who seemed to bear a positive
attitude towards learning grammar found difficedtiin understanding English grammar
courses and performing well in tasks. This was tute difficulty of the terms used in the
textbook, which were beyond their level and thefidifty of the structure itself or the
inability to apply rules. Another influential factavas the overloaded programme of English
subject of the third year that led to the insuéfifey of time for both detailed explanation and
sufficient practice. This caused confusion betwstenctures and inability to memorize since
there were a lot of information within a short timEhe pupils’ carelessness and lack of
interest in English also presented a seriousenimdlearning English and its grammar. This
was because of a range of factors such as loviideet, poor teaching methodologies, their
weak English background knowledge, noise in claghesteacher himself and inadequacy of
English timing. Inadequacy between some of thestaskd instructions used in the textbook
New Prospects and those found in the exams an8AC types was a serious problem to

perform well in exams.

To overcome their difficulties in learning Engligllammar some perceptions are
proposed concerning teachers, learners and grammstanction and testing. Because of the
paramount importance of the teachers’ role in ctasss, they are quite required to develop
their classroom skills continuously for improvirttetr professional development and coping
the continuous change in the field of EFL teachang its grammar. This can be achieved

through reflecting critically on their own teachipractices individually or in a team work.
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Reflective teaching helps teachers to perfornir teaching duties more perfectly. These
basic duties include having a good command of Ehgdnd its grammar and having effective
techniques to transmit that knowledge to theirriess through good planning and performing
different roles as the classroom situations netaesi Other essential teaching skills are
necessary to make teaching effective. Building g@mpbort with learners helps in creating a
fresh learning atmosphere in which teachers canagetheir classes and promote learning
successfully. As an exam teacher, he should mobutn teaching and the pupils’ learning

progress towards succeeding in their exam.

The learners’ role is also of a great importancéhanlearning process since effective
teaching and learning cannot be the responsiblitthe teacher only. Rather, learners are
strongly required to be responsible for their owarhing as being the centre of this learner-
centred approach. Learners should take part armadifsmomous in the learning process. They
should be aware of the necessity of being motivated the benefit of using grammar

learning strategies. If they have a strong wikteceed they will succeed.

Effective ways in which grammar should be taughtas to probably benefit third
year pupils include explicit grammar teaching eittieductively or inductively depending on
the pupils’ level. This explicit grammar instruatishould emphasize on forms and also forms
in meanings and within contexts. They should awmsthg metalinguistic terminologies at
least at the beginning or with weak classes. Adiogrto different situations and classes,
teachers can adjust their teaching methods, vatyieig teaching models and being eclectic
in their teaching, and avoid teaching too many gnatical structures in one session. The
choice of contextual examples in which grammarresented is of a paramount importance.
Thus, they should be simple, clear, meaningful sacafacilitate grammar learning. An
efficient way to make pupils better learn grammar through the use of electronic
technologies and enjoyable ways of grammar legraucth as games, songs, cards etc. This

raises their motivation and better their learning.

Since those learners have to undertake a de@ga@ that is the Baccalaureate Exam
at the end of the year, some suggestions concetheigassessments were proposed for the
purpose of improving their level so as to succeedriswering grammar questions in BAC
examination successfully. First, it is importantdiagnose the individual abilities of learners

in English language in general and grammar inqdar at the beginning of the year,
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through setting a diagnostic test to raise thenlma’ awareness of their weaknesses and to
help teachers take an overview of their learndsgites and set future teaching decisions and
remedial work. During their learning process, leasnneed to be assessed continuously for
the purpose of guiding their learning progressugh formative assessment. At the end of
each unit, achievement tests should comply with fitbenat and content of the BAC
examination to get learners familiar with the BA&amination. It is very useful to work

through complete BAC sample papers of previoussyfeat many reasons.

During their grammar learning process and mainl{ests, pupils make a variety of
grammatical errors. Teachers should explore thesesgo improve learning. It is effective in
drawing the pupils’ attention to grammatical forthsough drawing their attention to their
grammatical errors and identifying their sourcdsisTs fostered through error correction that
helps them learn the new grammar structures ctyrethere are many techniques used to
help students notice their grammatical errors amwdecting them such as recasting, repeating,
echoing, denial, questioning and facial expressiSome effective ways to deal with
grammatical errors are proposed to correct themvord making them at al. one of them is
informing them about the negative interferenceh&irt L1. Besides, preemptive targeting of
errors that means directing the students’ attartbahe possible errors that they may commit
in advance helps them to avoid making errors. Maggaeaching some structures in gradual
sequences and addressing the kinds of errors tatr an each stage can be beneficial to

make learners avoid committing errors.

The aim of this research work was to help learndentifying their grammar
difficulties and areas of weaknesses through figdint their sources and suggesting some
remedies for the purpose of improving their grammw@mpetence to pass the BAC exam
successfully. The obtained findings provided resgsrio the questions raised by this research
work validating the proposed hypotheses. Howevéot & still needed to conduct studies to
deal with more linguistic aspects that were not tio@ed in this study and to suggest more

recommendations. Obviously, a great deal of rebeaork is needed to be done in this area.

141



BIBLIOGRAPHY



Books:

- Alderson, J, C ,. Clapham, ¢, and Wall, D.(1995). LanguagstTConstruction and
Evaluation. . Cambridge: Cambridge University Press

- Ary, D,. Jacobs, L. Cheser,. and Razaveih, A. (19@@8pduction to Research in
Education. Second Edition. USA: Holt, Rinehart &vihston

- Ary, D., Jacobs, L. C, Sorensen, C.K., and Walker2D18). Introduction to Research in
Education. Belmont, Calif. : Wadsworth Cengagerhey

- Bachman L. F. (2004). Statistical Analysis for LanguagessAssment. Cambridge:
Cambridge University Press

- Bachman L. F., and Palmer, A.S.(1996). Language Testingractice: Designing and
Developing Useful Language Tests. Oxford : Oxfdrdversity Press

- Bachman L. F., and Palmer, A.S. (2010). Language AssessnmePractice. Oxford :
Oxford University Press

- Bachman L.F. (1990). Fundamental Consideration in Languagsting. Oxford: Oxford
University Press

- Baker, C.(2011). Foundations of Bilingual Education aBiingualism. Bristol, UK,
Tonowanda, NY: Multilingual Matters

- Benjamin, A. (2008). Formative Assessment for English Laggi Arts: A Guide for
Middle and High School Teachers. New York: Eye aluéation

- Biehler, R. F., and Snowman, J. (1997). Psychology AppliedTeaching. Bosten:
Houghton Mifflin Co

- BinTahir S Z. (2012). Teaching English as World Languagsigdjaran Bahasa Inggris:
Jakarta: Pustaka Qalam

- Brace, lan. (2004). Questionnaire Design: How to Platru@ure and Write Survey
Material for Effective Market Research. Great Britand the United States : Kogan Page
Limited

- Braun, H., Kanjee, A., Bettinger, E., and Kremer, M. @8Q. Improving Education
Through Assessment Innovation and Evaluation. Celgér American Academy of Arts
and Sciences

- Brown, H. D. (1994). Principles of Language Learning ahehching. New Jersey:
Prentice-Hall.

- Brown, H. D. (2000). Principles of Language Learning afehching, # Ed. White

Plains, New York: Longman.

142



Brown, H. D. (2001). Teaching by Principles. An IntegratApproach to Language
Pedagogy. Anglewood Cliffs: Prentice Hall.

Burgess, S,and Head, K. (2005). How to Teach for Exams. EmgjlaPearson Education
Limited

Carter, R. (1997). ‘The new grammar teaching’ in Carterliivestigating English
Discourse Routledge, London

Cheng L., Watanabe Y., and Curtis, A. (2004). Washback in Language Testing:
Research Contexts and Methods. New Jersey: Lawieticaum Associates

Clarke, Simon R.P. and O’Donoghue, Thomas, A. ( 2013ho8tLevel Leadership in
Post-conflict Societies: The Importance of Contekbndon: Routledge

Cohen, L,. Manion, L,. and Morrison, K. ( 2011). ResgaMethods in Education. New
York: Routledge

Cohen, L., Manion, L., , Morrison, K., and Wyse, D. @@). A Guide to Teaching
Practice: (5th Edition). London: Routledge

Coombe C,. Davidson, p,. O'Sullivan, B,. and Stoynoff,(3012). The Cambridge Guide
to Second Language Assessment. New York: Camblicieersity Press

Corder, S. P. (1974). Error Analysis: Perspectives ono8dcLanguage Acquisition.
London: Longman

Courage M., and Cowan, N. (2008). The Development of Memory in Infanayda
Childhood. New York: Psychology Press.

Cowan, R. (2008). The Teacher's Grammar of English. Baage: Cambridge
University Press.

Crouch, C,. and Pearce, J. (2012). Doing Research sigdelLondon and New York:
Berg

Davidson, F., & Lynch, B. K. (2001). Test Craft (A teacher GuideWriting and Using
Language Test Specifications. New Heaven and Lond@ie University Press
Dodigovic, M. (2005). Artificial Intelligence in Second Languagearning: Raising
Error Awareness. Clevedon: Multiling Matter.

Dornyei, Z. (2007). Research Methods in Applied Linguistiogford: Oxford University
Press

Douglas D. ( 2014). Understanding Language Testing. loondRoutledge.

Dubin, F. and Olshtain , E. (1988 ). Course Design. laige University Press

Dulay, H, C.,Burt, M. K., Krashen, S. D. (1982). Language Teaching. Oxford: Oxford
University Press.

143



Ellis, R. (1994). The Study of Second Language Acquisitidxford: Oxford University
Press

Ellis, R., and Barkhuizen, G. (2005). Analysing Learhanguage. Oxford: Oxford
University Press

Farris P J. (2015). Elementary and Middle School Soctatifes: An Interdisciplinary,
Multicultural Approach, Seventh Edition. USA :Waart Press, Inc

Fulcher, G. (2000). Computer in Language Testing. In Biett,and Motteram, G. (Eds).
Computers in Language Teaching. Manchester: IATEEhlications.

GenesegF., and Upshur, J. A. (1996). Classroom-Based Etain in Second Language
Education. Cambridge: Cambridge University Press.

Geranpayeh, A,. andTaylor, L. (2013). Examining Listening: Research and fadn
Assessing Second Language Listening. Cambridgeb@dge University Press

Gimeno, V. V. (2003). Grammar Learning through Strateggiiling: A Classroom Study
on Learning Conditionals through metacognitive aabnitive strategies. Vahcia:
Universitat de Vaincia.

Gipps, C. V. (1994). Beyond Testing: Towards a Theory olu€&ational Assessment.
London and New York: RoutledgeFalmer

Guijt, 1.(1998). Participatory Monitoring and Impact Assment of Sustainable
Agriculture Initiatives: An Introduction to the Keklements. London : International
Institute for Environment and development.

Hale, S., and Napier, J. (2013). Research Methodsterpreting: A Practical Resource.
London: Bloomsbury Press.

Harmer, J. (1983).The Practice of English Language Tegchiondon: Longman
Harmer, J. (2007). How to Teach English. England: PeaEsduncation Limited

Harris , D. P. (1969). Testing English as a Second Lagguidew York: McGraw Hill
Harris , R., Guthrie , H,. Hobart, B. and Lundberg ,(D995). Competency-based
Education and Training. Between a Rock and a Wbdillp Australia: Macmillan
Education LTD

Harris, M., and McCann , P. (1994). Assessment (Haokibdor the English
Classroom). Oxford: Macmillan Publishers Ltd

Hawkey, R.. (2005). A Modular Approach to Testing Englisanguage Skills: The
Development of the Certificates in English. CampeidCambridge University Press

Heaton, J, B. (1990). Classroom Testing. London; New Y ddgngman

144



Hinkel, E. (2015). Effective Curriculum for Teaching L2 rihhg: Principles and
Techniques. New York: Routledge.

Holston, D. (2011). The Strategic Designer: Tools and Tegples for Managing the
Design Proces<incinnati, Ohio: HOW books

Hubbard, P., Hywel, J., Thornton, B., and Wheeler, R839® A Training Course for
TEFL. Oxford: Oxford University Press , 1983.

Hue, M., and LI, W. ( 2008). Classroom Management: Creative ativesLearning
Environment. Hong Kong: Hong Kong University Press

Hughes A. (2003). Testing for Language Teachers Secomitidd. Cambridge:
Cambridge University Press.

Hurd, S., andLewis, T. (2008). Language Learning Strategies in ledejent Settings.
Clevedon-Buffalo-Toronto: Multilingual Matters Ltd.

Hurd, S., andLewis, T. (2008). Language Learning Strategies in Inddpat Settings.
Bristol, UK; Buffalo, New York: Multilingual Mattes.

Johnsen S, K. (2004). Identifying Gifted Pupils: A Prazl Guide. USA: Prufrock Press
Inc.

Keeley, B. and Organisation for Economic Co-operation @wlelopment. ( 2007).
Human Capital: How what you know shapes your Karis: Organisation for Economic
Co-operation and Development OECD

Keshavarz M. D. (1999). Contrastive Analysis and Error Arsié (6" ed). Tehran:
Rahnama Press.

Killen, R. (2006). Effective Teaching Strategies: Lessfstom Research and Practice:
South Melbourne, Vic. : Thomson Learning Australia

Kyriacou, C. ( 1998). Essential Teaching Skills. Cheltenitargland: Nelson Thornes
Lacorte, M. (2014). The Routledge Handbook of Hispanicohgrd Linguistics. New
York: Routledge

Langdon, D.G. (1978). The Construct Lesson Plan: Improvi@goup Instruction.
Englewood Cliffs, New Jersey: Educational TechnglBgblications

Larsen-Freeman D. (2009). Teaching and Testing Grammar. In Ldvig,and Doughty,
C. (Eds.)The Handbook of Language Teaching (pf-%12). Malden, MA: Blackwell.
Lavigne, A. L., andGood, T. L. (2013). Teacher and Student Evaluation: viig
Beyond the Failure of School Reform. New York: Redge.

145



Lee I,. Mg A, PangM., Walker, E,. Chow, A,.and Li, B.(2008). A Ptiaal Guide to

a Task-based Curriculum: Planning, Grammar Teachimg) Assessment. Hong Kong:
City University of HK Press

Leonardi, V. (2010). The Role of Pedagogical Translation in Second Language
Acquisition from Theory to Practice. New Co-opeavatand Development

Long, M,.H, and Doughty, C.J. ( 2011). The HandbookLahguage Teaching. John
Wiley and Sons

Martinez-Flor, A and Uso- Juan, E. (2010). Speech Act Performariteoretical,
Empirical and Methodological Issues Amsterdam; &tefia: John Benjamins Pub.
McNamara, T. F. (2000). Language Testing. Oxford: Oxforduénsity Press

Mukattash, L. (1981) Problems in Error Analysis. In Papensl &tudies in Contrastive
Linguistics. Volume 13, pp. 261-273. Poznan: AdamKigwicz University.

Murray , D, E,. and Christison, M, A. 2010. What Englisanguage Teachers Need to
Know II: Facilitating Learning. New York and LondoRoutledge

Murray , D, E,. and Christison, M, A. 2010. What EnglisAnguage Teachers Need to
Know II: Facilitating Learning. New York and LondoRoutledge

O'Malley, J. M,. andChamot, A. U. (1990). Learning Strategies in Second Laugu
Acquisition. Cambridge: Campridge University Press.

O'Donnell , A. M., Reeve, J., and Smith, J. K. (2009). Ediomal Psychology:
Reflection for Action. Hoboken, NJ: John Wil&Sons .

Organisation for Economic Co-operation and Developmnt (OECD). (2013).
Synergies for Better Learning: An International dpective on Evaluation and
Assessment (OECD Reviews of evaluation and assessmeducation). Paris: OECD.
Oxford, R. L. (1990).Language Learning Strategies: What Every Teacheul8HKnow.
New York: Newbury House.

Oxford, R. L. (2013). Teaching and Researching: Languaggning StrategiesNew
York: Routledge.

Pandian, A,. Bek S. T. S., andsmail, S. A. M. M. (2014). Teaching and Learning
Language. Pulau Pinang: Penerbit USM.

Peers, I. (2006) .Statistical Analysis for EducationdaRsychology Researchers: Tools
for Researchers in Education and Psychology. Rageie

Popham J. W. (1975). Educational evaluation. Englewodiff<C New Jersey: Prentice-
Hall, Inc.

Purpura, J. E. (2004). Assessing Grammar. Cambridge: CiagditUniversity Press.

146



Richards, J. C. (1974). Error analysis: Perspectives orno@d.anguage Acquisition.
London: Longman.

Richards, J. C. (1990). The Language Teaching Matrix. NewrkY Cambridge
University Press.

Richards, J. C. (2001). Curriculum Development in Langudgsaching. Cambridge:
Cambridge University Press

Richards, J. C. (2015). Key Issues in Language Teachimgmi@idge: Cambridge
University Press

Richards, J. C., andSchmidt, R. (2002). Dictionary of Language Teaching and Agipl
Linguistics. Pearson Education Limited. London: goran.

Richards, J. C., Platt, J.,, and Weber, H. (1985). Longmanti@hary of Applied
Linguistics. London: Longman

Sarosdy, J., Bencze, T. F., Podr, Z., and Vadnay, M. (3Q08pplied linguistics I: for
BA Pupils in English. Budapest: Bolcsész Konzorcuim

Shrum, J. L., andGlisan, E. W. (2009). Teacher's Handbook. Boston, Massinld
Cengage Learning.

Shute, V. J., and Becker, B.J. (2010) . Innovative Asseent for the 21 Century:
Supporting Educational Needs. New York : Springer

SnowmanJ. andMcCown, R. (2011). Psychology Applied to Teaching. USAEnGage
Learning

Spratt, M., Pulverness A., andWilliams, M. (2011). The TKT Course Modules 1, 2 and
3 (2" ed). Cambridge: Cambridge University Press.

Stathis, R., and Gotsch, P. (2013). Grammar Gallery: The Reseach Basigld2a, NM:
The Teacher Writing Center

Stiggins, R. J. (2002). Assessment Crisis: The Absence ségsment for Learning. Phil
Delta Kappan,

Stiggins, R. J., Erter, J. A., Chappuis, J., and Chappui2@4). Classroom Assessment
for Student Learning : Doing it Right-Using it WelSA: Assessment Training Institute.
Takag, V. P. (2008). Vocabulary Learning Strategies antelgn Language Acquisition.
Clevedon, UK; Buffalo, New York: Multilingual Matts.

Thomas R. Murray. (1998). Conducting Educational ReseaciComparative View .
USA: Greenwood Publishing Group

Thornbury, S. (1999). How to Teach Grammar. Edinburgh: ReaEsducation Limited

147



- Tuchman, B.W.(1975). Measuring Educational Outcomes Furefdgal of Testing.
Atlanta: Harcourt Brace Jovanovich inc

- Ur, P. (1996. A Course in Language Teaching,*(&d) . Cambridge: Cambridge
University Press

- Ur, P. (2012 A Course in Language Teaching,"{2ed) . Cambridge: Cambridge
University Press

- Ur. P. (1991). A Course in Language Teaching: Pracaad Theory. Cambridge:
Cambridge University Press

- Venkateswaran S. (1995). Principles Of Teatching English, 1EewNDelhi; Vikas
Publishing House Pvt Ltd.

- Verghese C. P. (1989). Teaching English as a Second Laggudew Delhi : Sterling
Publishers Pvt. Ltd

- Vyas,M, A,, and Patel, Y. L. (2009). Teaching Endlgles a Second Language: A New
Pedagogy for a New Century. New Delhi: PHI Leagrifrivate Ltd

- Wiliams, D, W, Howell, S. L,. and Hricko, M. ( 2006). Omi Assessment,
Measurement, and Evaluation: Emerging Practicessh¢g, Pa.: Information Science
Pub

Theses

- AbiSamra, N. (2003). An Analysis of Errors in Arabic SpeekeEnglish Writings.
Beirut: American University of Beirut

- Benmotefa ,N .(2014),Reflection Upon The Baccalaureate EFst$ As A Source Of
And A Means For Innovation And Change In ELT In @&fg. Tlemcen: University
Aboubakr Belkad

- Hourani, T. M. Y.( 2008). An Analysis of the Common Grantical Erros in the English
Writing made by 8 Secondary Male Pupils in the Eastern Coastef}AE. The British
University in Dubai

- Mungungu, S.S. ( 2010). Error Analysis: Investigating theitilg of ESL Namibian
Learners. University of South Africa.

- Salmi, Z. (2013). ELT in the Light of the Competency- BdsApproach:Description,
Analysis and Perspectives: Case of Secondary Sdbdetation. Tlemcen: University
Aboubakr Belkad

148



- Senoussi,N. (2012). Teaching EFL Grammar in the Algeriarc@alary School ( The
Case of 3AS Classes). Tlemcen: University Aboulietkai

- Sung,KO-YIN. (2009). Language Learning Strategy Use hadguage Achievement for
American College Learners of Chinese as a Forearguages. Texas: The University of
Texas and Antonio. Doctorate thesis of philosophguilture, literature and language.

- Taher, A. (2011) .Error Analysis: A Study of Swedish Junior High SchBupils’ Texts
and Grammar Knowledge. UPPSALA UNIVERSITET.

- Tomkova, G. (2013). Teaching English Language and Liteeafar Secondary Schools. .
Brno: Masaryk University.

- Zidane, R. ( 2010). Validating Holistic Scoring for thesgessment of EFL Learners’

Writing Performance. Tlemcen: University Aboub&eikaid.

Official documents

Arab.S.A, Riche. B, & Bensemmane. M, (2012-2018gw Prospects (Secondary Education,
Year Three, Pupils TextbogKyhe National Authority for School Publications.

Arab.S.A, Riche. B, & Bensemmane. M., (2007). NewsBectgSecondary Education, Year
Three, Teacher's Book The National Authority for School Publications.

Benarbia, Z. Boubrit, L, Boufedji, G.Dehmas, D., l8&ahreche , N. (2008).Allegement
Contenu du Programme D’Anglais Deuxieme Languarigfere : $"°AS . ONPS

Prpgramme of English as a Second Foreign Lang a8}
Official BAC and exams instructions. (2010)

Syllabus 3AS. (2011).
Articles:

Farrell. Thomas, (1998). Reflective Teaching: The Principles aratpces, English Teaching
Forum ,Oct-Dec 1998.

Hasyim, S. (2002). Error Analysis in the Teaching of Eslylik@ta, Vol 4 No 1 pp. 42- 50.

Jurusan Sastra, Universitas Kriten Petra.

149



He, H. (2013). On FL Learners’ Individual Differencas Grammar Learning and Their
Grammatical Competence Training. Theory and Prmadtid_anguage Studies, Vol. 3, No. 8,
pp. 1369-1374

Heydari, P., andBagheri, M. S. (2012). Error Analysis: Sources of L2 Le&s’ Errors.
Theory and Practice in Language Studies, Vol. BNap. 1583-1589.

Kitao, S. K., anKitao, K. (1996). Testing Grammar. Internet TESL Jourwal. 1. No. 6,
June 1996

Meyer, C. A. (1992). What's the Difference between Autieand Performance

Assessment? Educational Leadership, v49 n8, P39-40

150



WEBLIOGRAPHY



Chalikandy, M. A.(2014). Reflection: A Tool for Professiorlaévelopment. In: Researchers
World  Journal of Arts, Science and Commerce pp 1A4- In:
www.researchersworld.com/vol5/issue3/Paper_15.pdf

Cotter, T. (2010).Planning a grammar lesson. In: _|TeachingEngl&titish Council | BBC

In: https://www.teachingenglish.org.uk/.../planningfamgmar-lesson
https://www.pulib.sk/web/kniznica/elpub/dokumerglibor/26.pd

Kizlik,  B.(2012). Measurement, Assessment and Evaluatiom [Education

(http://www.adprima.com/measurement.htm)

Meador, D. (2015). Teaching in an Overcrowded Classrdom.

http://teaching.about.com/od/Information-For-TeasHETeaching-in-an-Overcrowded-

Classroom.htm

Osman R. M. (2010). Educational evaluation and testiddrican Virtual university .

Creative Commons. In: oer.avu.org/.../Education@lEa@luation%20and%20Testing.pdf

Purpura, J. E. (2014)Assessing Grammar and Pragmatics - ealta

www.ealta.eu.org/201420144620Gr%20Siena%20F.29July2014

Rafajloviéova, R. (2009). The Status of Grammar within the proceksTeaching and
Testing. In: Feretik, M., and Horvath, J (eds) Language, Literaturel &Lulture in a
Changing Transatlanic World: International confeeeproceedings 2009, pp. 185-192 In:

Shojaee F. (2014). Teaching Grammar.Kazeroon Azad University. In:

http://documents.mx/documents/teaching-grammar-8&82cabc.html

The Glossary of Education Reform (2013). Content Knowledge Definition . [hhe
Glossary of Education Reforfor Journalists, Parents and Community Members. In
edglossary.org/content-knowledge/

151



APPENDICES



Appendix A

The Grammar Test



El Haoudh Secondary School. Level : 3 yeamasises.

e THE SECOND TERM TEST.

1.

Complete the following chart as shown in the examgpl. (03 pts)

Verb

Noun Adjective

to produce production productive

e.g.

civilization

R believable

Towiden s

2.

3.

Give the correct form of the verbs in brackets. (Bpts)
a. If hehad entered school, he (notto be) illiterate..(....................cenee. )

b. Some children (to get) better results if theirgnts take care of them .(......... )

c. Years ago, it (to be ) difficult for people to @end) their children to school .
(cevenenns ) (cerereennnnn)

Mars (to be to make ) of ice and dust .(..........cooviiiiiiiiiinienn. )

| (notto see ) himfortenyears .(......ocoveiiiiiiiiiiiiii e )...

°

Ask the questions that the underlined words answer(3.5pts)
a. Some social scientistpoint out that some kinds of work may be compietel

harmless.
b. Thousands of satellitesevolve around the planet Earth.
......................................................................................... ?
c. Child labour meanwork for children that harms or exploits them .
d. Violence is foundn schools , institutions , on the streets and ithe workplace
e. The Arabsonquered many rich provinces
L2

4. Complete sentence (b) so that it means the saagsentence (a) . (4.5pts)

1.a.Scientists discovered water on the Moon .
b.Water .......coooviii
2.aWood is carried by trucks .
b. Trucks..
3.a.Many companies are producmg fake products .
b. Fake products ..
4.a." Can we live on the moon ?” she asks
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b.She asks ........ccocvvviiiii i,

5.a. “ | saw a billboard advert in the main road of thy , "he said .
b.Hesaid .......cooi i,

6.a. “ What does it mean ? "he asked .
b. Heasked.............coiiiiiiiiiii

7.a. Government should protect children from exptmta.
b.l'shightime ...

8.a. Muslims will re-contribute to the developmehhaman civilization soon .
b.Iwish MUSIIMS........ccooii e,

5. Join the pairs of the sentences using the awattors in brackets. Make any necessary
changes . (2.5pts)

a. Children do most of the hard work . They are baudly .( Although ).

b. A company ( act) responsibly . It ( gain ) the fadence of its stakeholders .
(provided that )

c. Many people become obese. There are many adveeigs of junk and fast
food.(consequently )

d. Most products are expensive .Many people buy coigite ( so....that)

e. Stringent laws are absent . Malpractices are iisonga ( because )

6. Reorder the following words to make coherent séances . (5 pts)

a. strict / advertising / governments / negative /udtid on / introduce / regulations/ .

labour / top / child / poverty /of / is /the / cau®

o

observe / used / stars / telescope /distant /ihéto /.

o

guestions / him /you / asked / have / ?

o

e. if / him /wanted / liked / know / she / astronoitp / he / learning /.

BEST WISHES, YOUR TEACHFR.
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AppendixB

The Questionnaires

Pupils’ Questionnaire 1



Pupi@uestionnaire 1

The purpose of the following questionnaire is tollazt information about the causes
of English grammar weaknesses and difficulties its iearning among third year
secondary School pupils .Therefore , you are kindéquested to answer the following
questions . Please , tick\() the appropriate answer .

Thanks in advance fgyur collaboration .

1-How do you evaluate your level in English gramrnar
a-Good b- Average c- low

2-Do you like learning English grammar ?
a-Yes b- No

If no, say why
a-Difficult b- boring C- uninteresting

3- How often do you revise grammar lessons at heme
a- regularly b-sometimes c- never

4- Do you learn grammar rules by heart ?
a- Yes b- No

5- How do you find grammar courses at the third yeael ?
a-Difficult b- Easy

6- How often do you find difficulties in understang English grammar lessons ?
a-regularly b- sometimes d- rarely

7- How do you find the grammar tasks in the tlyedr course book ?
a-Difficult b- Easy

8- How do you find the words used in grammar cesiiand tasks in the textbook New
Prospects ?
a- Difficult b- Easy

9- Do you think that grammar lessons are well presgein the 3°AS textbook ?
a-Yes b- No

10- Do you find the instructions of the grammneskis the same as those of the exams and the
BAC samples ?
a-Yes b- No

11- Do you think that the grammar tasks in theldegk are sufficient ?
a-Yes b- No

12-Do you think that the time to practise grammaithia classroom is sufficient ?
a-Yes b- No
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13- How do you find the programme of English at3RAS level ?
a-Too long b-long c- average d-short

14- Do you think that three or four hours a week sufficient to learn English ?
a-Yes b- No

15- What do you prefer your teacher to do whenhiggcyou a grammar lessén

a-As it is stated in the textbook , s/he asksto consider the examples that are taken from
the text , then deduce the rule with her/his hélien do an activity .

b-To give you the rule directly , then exansplden an activity

c-To give you examples in which the rule isganted , then give you the rule , then an
activity(the examples are not taken from the jext

16- What other grammar teaching strategies do «@wbur teacher to use to help you learn
grammar better ?

17-What are your difficulties in learning Engligirammar ?

18- What are the causes of such difficulties ?

19 - What do you suggest as solutions to overcarok difficulties ?

Thank you smuch for your help.
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AppendixB

The Questionnaires

Pupils’ Questionnaire 2



PupilQuestionnaire 2

The purpose of the following questionnaire is tollezt information
about the causes of making the most common grammaors in English

among third year secondary School pupils .Therefongou are kindly

requested to complete the following table . Pleatiek (V) the appropriate

answer .

Thanks in advance fayur collaboration .

Task Type of error Example Correction Causes of making the error
/instruction Interlanguage | Intralanguage| Others
errors errors
(translation (within
from Arabic to | English)
English)
Task1: *wrong *verb ( civiliza - civilizat) | *civilize
Completing the| derivation *noun (widetion — *width —belief

table
(nouns /verbs

believation)
*adjective(civilizative,

* civilized —civilizing —
civilizable - wide

/adjectives widenble)

Task 2 : *Wrong tense | *Years ago, iwill be * Years ago, itvas.......
Givingthe | | ...

correct form of | *Wrong verb *Mars ismaked of ice *Mars ismade of ice and
the verbs form and dust. dust

*erroneous
tense

*| don’t saw him for ten
years.

*| haven't seen him for
ten years.

Task 3: Asking
“Wh” questions
on the
underlined
words

*wrong question
word

*What point out that ....?

Who point out that...... ?

*Verb omission

* What did the Arabs/ ?

*What did the Arabslo ?

*aux"omission

* Whatl/ the Arabs do ?

*What did the Arabs do ?
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*Verbal form

*What does child labour
means?

**What does child labour
mean?

*Wrong word
order( no aux &

*Where;/ violenceis
found?

*Whereis violence found?

S inversion)
*Wrong word *What does child labour
order (V *What meanschild mean?

preceding S)

labour?

Task 4:
Transforming
sentences

1-Passive/active
voice
*Wrong form of

"

aux

”

*Water is discovered by
scientist.....

* Water vasdiscovered
by scientist.....

*wrong form of
Past ParticipleV

*Wrong word
order

*Fake products are being
producted by many...

*, Fake productgnany
companies being

producing

*Fake products are being
produced by many...

*, Fake products are being
produced by many
companies.

2-Reported

speech
*Wrong tense

*He said that heeesa
billboard advert in the
main road of the city.

*He said that hdnad seel
a billboard advert in the
main road of the city

*Wrong word
order

*She asks i€an welive
on the Moon .

*She asks ifve canlive
on the Moon .

*Transformation
word omission

*She askg we can live
on the Moon .

*She ask# can we live
on the Moon .

*Absence of

*He said that_had seen a

*He said thahe had seen

necessary billboard advert in the a billboard advert in the
changes main road of the city main road of the city
((pronuon...)

3-Wish: *|t's high time * |t's high time

* Wrong tense | governmenshould governmentprotected

protect children from

children from exploitation
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exploitation

* Wrong verb
form

*| wish Muslimswould
re-contributed to the
development of human
civilization soon.

*| wish Muslimswould
re-contribute to the
development of human
civilization soon.

Task 5: *Wrong position| *_Consequently there are *There are many
Joining of the connectof many advertisements of | advertisements of junk and
sentences using junk and fast foodmany | fast food.Conseguently,
connectors people become obese | many people become
obese
*Wrong word *Most products are *, Most products argo
order expensiveso many expensivahat many
people that buy people buy counterfeits .
counterfeits
Task6: *word order
Reordering ll- formed Government should on| Government should
words to make | sentences : . introduce strict
meaningful negative regulations regulations on negative
sentences

Wrong position
of adjective

Question form
(no inversion)

strict introduce
advertising.

*The telescope is used
to observe stamistant

*Have you guestions

asked him?

advertising

The telescope is used t

observdalistant stars.

*Have you asked him
questions ?

O

Thank you so much for your hel
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AppendixC
A Sample of the

Pupils’ Test Papers



El Haoudh Secondary School. Level : 3 year classes.

Name:.hﬁgﬁa-ﬁd Ovtra el Mark :(;‘Eiif
Class:..... 3 fq'_gL{) H-Q” THE SECOND TERM TEST. A
1. Complete the following chart as shown in the example . (03 pts)
Verb Noun Adjective
e.g. to produce production productive
ol (,LA/\,AKQ.J),Q_ civilization I.AMM&{
...... fe. & A2 T Lo bl e stz believable
To widen .zw/;.‘,i.m;;.h me;k.q,
_.«—" ‘Oy

2. Give the correct form of the verbs in brackets. (1.5pts)

a. If he had entered school , he (not to be ) illiterate .(.. “B\Qufi ML f’/n,g‘;r!?

b. Some children ( to get ) better results if their parents take care of them .(..843. )(
c. Years ago , it (to be ) difficult for people to (to send) their children to scho
N (Weh.) (. »Miﬂ.:)ix\
Mars (to be to make ) of ice and dust .(..... A\ WALl L:o&/wf MQ‘OI&,_)(
. I (not to see ) him for ten years .(............... DOAT.. AR ...
/)Zx?\/

[CI =S

3. Ask the questions that the underlined words answer . (3.5pts)
a. Some social scientists point out that some kinds of work may be completely

harmless.
‘}d‘” L/”"Q’!AL [’e’-PL M»u.. jb (4 Q’L% \_7

b. Thn sands o es revolve around the planet Farth. e con ‘1 Q ttf-j E
. ) QQ . ALANK s _ﬂxmuucb/l{‘-bdﬂ(—-‘lug f:. _;,Hg‘éx

c. Chﬂd Iabour m an§ work for chlldren that harms or exploits them .

o d el A ALICAAL e evveeeeersssrrsseissseine, ?
d. Vlolence 18 found in schools , institutions , on the streets sysld in the workplace
(bt . ANL Lo IOV tn bl P ?

i H
s
e The Arabs conquered many rich provinces. &

..... witel-. .. L\mﬁ/b?

4. Complete sentence (b) so that it means the same as sentence (a) . (4.5pts)

1.a. Scientists discovered water on the Moon .
~ / b. Water .. Hhu A, e e, conrened Qj dege s <
| /\2 a.WOEEa%d‘by trucks '
b, Frocks e AR, wéﬁn:l

3.a. Many companies are roducmg fake products .

O / b. Fake products . .[/L. M 39 A_.%ﬁ.v x(,{_, / %7 Hé,q,‘.j_tx_j s
/ 4 a. “ Can we live on the moon ? ” she MT 1"(‘3



3.a, Many companies are producing fake products .

b. Fake products .,O-’I‘R-H 7 w@ C.@!wimwﬂ.b '
4.a. “ Can we live on the moon’? s eabks
b. She aJ(S

5a. “Isawa bﬂlboard advert in the main road of the city , *he said .
b. He said ...... ,f'.’.".’. L s

.........................................

........................

SJoin the pairs of the sentences using the connectors in brackets .Make any
necessary changes . (2.5pts)

;o Children do most of the hard work . They are badly paid .( Although ).
o ALY N LA s 0 Sk c& O N u.a‘kf&L Qpﬂj
_~7 b. A company ( att) responsibility . It ( gain ) the confidence of its stakeholders .
» (provided that ) q
A M acsd Ahe b o oyt £73 YA L 0 %wmi&&“’”
“ _, ¢ Many people become obese. There are many advertisements of junk and fast
food.(consequently )

S & e oyt Sy Sy I b BT VN L o o o ot o7 U e s
d. Most product expenm)hdany people buy co tCl'fSItS ( so....that )

---------------------------- I T R I I R I R R R R R R R I A S SRR S R A
e

e. Stringent laws are absent . Malpractices are increasing . ( because )

&.Reorder the following words to make coherent sentences . (5 pts)

g

.......... m....--1-'.":".':_.’.-.....‘.......---.-."r'r-r-\-s—r‘-t'?.‘-................................
b. labour ftop / child / poverty /of / is /the / cause /?

Lo Rssw., Méﬁﬁ A.. SOMDA... a% ,1\»\5\9@3
€. observe / usg fstaxs/telescope ,f'dlstar:ltfr the / is / to/
_ d.

estlons / hlm ;’you / asked / have /?
SMabord .Q.«wv.\...e.\mw ..

"],f 1flh1mfw ed;’hked/knowfshee’astronomyfto / he / learning /.
78

a. strict / advertising / governments ﬂz@heuld / on / introduce / regulations/ .

’< BEST WISHES ,JOUR TEACHER.



A b. Trucks. 3. \MDGA'J\P Cauiad .

3a. Many companies are producing fake products . I —
, b. Fake products {010, QLS 'E};’.a C‘WWM& WWC&%%‘ 9 ’
she as L

" 4 a, * Can we live on the moon ? *
b. She asks™=<+. W&.C@mQQNQ Ot #zﬁ WLSOT) -

5.a. “1saw a billboard advert in the main road of the city , ”he said . / 0@ \9& \

b. He said \(\x&%bm&. b&%ﬂﬂ:{ adaecd m AL maem
6.a. *“ What does it mean ? “he asked .
" b. He asked. &»&;,«. \k’»&\ . (L], ..

7.a, Government should protect children from exp101tat10n
.~ b.1t’s high time /{.,.WMM Q!\.\QW&»JQA“‘&M W&K&NM
\8.a. Muslims will re-cogribute to the development of human civilization soon . v
b. I wish Musluns S Wl 0 oo lnle. Lo é@dw«:ﬁywﬁé %
beceman ckwﬂ.rbw =R -

SJoin the pairs of the sentences using the connectors in brackets .Make any
necessary changes . (2.5pts)

a. Children do most of the hard work . The /y are badly paid .( Although ).

b. A company (act) resp0n51b111ty IJ/( gai idence of its stakeholders -

- (provided that) A R /

d. Most products are/gpenswe Many people buy counterfeits. (so thai) .
......... '........'..j......a.....................‘...........a......'-.’......................,. .
e. Stringent laws are absent . Malpractices ar¢ increasing . (' because )

...............................................................................................................................

..................................
.........................................................................

e. if/him / wanted / lik / know / she / astronomy / to /he / learning /.

BEST WISHES ,YOUR TEACHER.
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9 LISTEN AND CONSIDER <27

' Language outcomes
| ® L xpressing condition with if
- ® Expressing warnings with unless

® Expressing desire and_wish : [ wish I were/l had ¢ BRAINSTORM‘[NG

! ® Asking for and giving advice with should, ought ]

¢ toand If 1 were you
‘e Expressing obligation with have and must
! ® Forming adjectives with suffixes -ive and -al
. ® Pronouncing weak forms of could, should ...
. ® Composing and reciting a wish poem
' ® Collocations: school-mate...

P Getting started
® L ook at the pictures, then discuss the following questions.

1. What will you study at university if you pass the Baccalauréat
examination ?

2. Do you think your parents will accept your choice ? What if they don’t ?

3. In your opinion, what is the most important thing about education:
training for citizenship, preparing people for life, or gaining a workforce ?

4. Why should a parent ask to see a headmaster ?
A biologist

A musician

RS

- - -~
A chemical engineer
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®The negative form is { had better not.
’d better not.

E.g. * You look sick. You’d better not go to school today.
* ‘Are you going out this evening ?’
* 1’d better not. I've got a terrible cold.’
®Even though we use the past (had), the meaning is always present or future.
You will also notice that had better/’d better is always followed by the
infinitive without to.

e WSS Unless SRS asne
Unit 3
© The link word unless means except if or if ...not and introduces a condition.
(Cf. If-conditional in your SE2 Book, pp.201-202)
E.g. «I'won't speak to him unless he apologizes. (= except if he apologizes)
Or (= if he does not /doesn't apologize)
* Unless he apologises, I won't speak to him.

® We often use unless in warnings.
E.g. You'll fail unless you work harder. (This means the same as you
must work harder, otherwise you will fail.)

@ Tense agreement in complex sentences with unless is the same as in sentences
with if-conditional (type 1). So when you are talking about the future, do not use
the will-future with unless. Use a present simple tense instead. E.g.

We'll be late unless we hurry. = We'll be late if we don't hurry.
Ufuture simple +unless+ present simple = future + if...not+ present simple

@ Unless cannot replace if ...not in the following cases:

« in would-(have)-conditions i.e., if the condition has unreal meaning.
E.g. Karim would be our best student if he weren't so lazy.

* 1in indirect questions
E.g. She promised to work harder if she wasn't expelled.

« when the condition is in someone's mind.
E.g. «I'll really be surprised if they don't come back.

* What shall we do if they don't reply to our letter of complaint ?
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Grammar Etplorer II

@ Pick out from the text on pages 22 and 23 the sentences that express
concession.

@ Now pick out from the text on pages 22 and 23 the sentences that express
time.

® Refer to the sentences you have picked out (in tasks 1 and 2 above) and
answer the questions below.
A. Which other conjunctions can you use to convey the same relations as
those expressed in the sentences you have written in the table above?
B. Which tenses are used in the sentence(s) that express time? Why?

( See Grammar Reference pp. 226-227. J

@ Combine the pairs of sentences (A-F) with appropriate conjunctions from
the box below. Use appropriate tenses.

when ,before, after,'though, although, as soon as , until, in spite of the
fact that, despite the fact that

A a. Tarik Ibn-Ziyad (cross) the Straits of Gibraltar.
b. Tarik Ibn-Ziyad (deliver) his most famous speech.

a. The Muslims (settle) in Andalusia.

=

b. The Muslism (transform) Andalusia into a prestigious cultural area. _

a. Andalusia (have) an extremely diverse population.

a

b. Andalusia (maintain) its social cohesion and harmony for many centuries.

=

b. The Spaniards (capture) the Alhaml;ra in 1492, and {exing) down the
kmgdom of Granada. ‘

a. The Spaniards (regain) power in Andalusia

=

b. Many Andulusians (take) refuge in the Maghrebiah maritime cities.

a. The Muslims (leave) Andalusia in 1492

b. Islamic civilization (remain) an enrlchlng element of the Spanish
cultural heritage.

{ a. The Muslims (stay) in Andalusia.
f

25



@ Copy the table below on your exercise book and fill in the missing member of
each ‘family’ whenever possible.

ooooooooooooooooo
ooooooooooooooooo

..................

Setsssssssasmsna

-----------------

culture

@ Discuss your answers to task 1 above with your partner. Then fill in the blanks
in the text below with words from the table. Use the correct tense with verbs.

History shows that civilizations, __ (1) one another. This _ (2) is often the
[ result of contacts of various kinds. For example, though Ancient Egyptians
}f,ﬂr \dﬁ’ " (3) many things and M 1m&0rtant scientific successes on their own,

~ they"did not keep these _ (4) and _ (5) for themselves In thelr contact with
An01ent Eg}@)t Greek travellers and scientists like Thales borrowed both  (6)

Sesn L" 1(7) ideas from the ancient Egyptians. Greek geniug contributed to the
s =4 (8) of these ideas. When the Roman 01V1llzat1on fell to ruins , it was the turn

of the Arabs to take the ~ (9) of carrymg on the tﬁorch of c1v1llzat10n Arab

o8
| 7\ caliphs like al’Mamun and Harun al- Rashid vgfre 7 (10) patrons of the arts and
: . sciences. They Welcomed‘ the most  ( 11) scientists and artists in their courts.

- These scientists did not only save the Greek _ (12) heritage from loss, but they
“further _(13) it before tr_ansmitting it to the West. ,/l o

',I [< SN S

P what
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Part One: Reading: 15 points
A. Comprehension 08 points
Read the text carefully then do the following activities.

The study of consumer behaviour examines all aspects of consumer’s feelings, thoughts and
reasons for making particular decisions in purchasing products or services, and also how consumers use
and dispose of products. A consumer’s choice or practices may be influenced by family and friends,
religious beliefs, cultural attitudes, social expectations, professional standards, advertising appeals, or by
any combination of these factors.

The most obvious upplication for knowledge of consumer behaviour is marketing strategy. For
instance, understanding that a large number of consumers are on low carbohydrate diets has led to an
increasing number of products that are labelled as “Low Carb”. But the study of consumer behaviour also
has a lot of repercussions on public policy, social marketing and consumer education.

Marketers may examine consumer behaviour using either primary or secondary research. Primary
research is conducted by asking a lot of consumers to answer survey questions, either by mail, Internet,
telephone or in person. Mail surveys are useful because they are inexpensive and may ask as many
questions as desired. Internet surveys can be cheap to set up but exposure to a great deal of aggressive
advertising has made many consumers resistant to this method.

Adapted from the Advertopedia Staff

1. Choose the right answer
The text is: a- prescriptive b- narrative ¢- expository

2. Are these statements true or false? Write T or F next to the letter correspondmg to the statement.
a. The study of consumer behaviour examines few aspects of consumer’s feelings.
b. A consumer’s attitude can be influenced by his family and friends.
¢. Marketers have to answer a lot of questions in surveys.
d. Consumers prefer Internet surveys because they are cheap.

3. Answer the following questions according to the text.
a. What are the factors that may influence a consumer’s behav1our‘7
b. How can marketers examine consumer behaviour?

4. In which paragraph is it mentioned how to check the consumer’s behaviour?

5. Who or what do the underlined words refer to in the text?
a. that (§2) b. they (§3)

4 a1l Aadua
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B. Text Exploration 07 points

1. Find in the text words or phra_ges that are closest in meaning to the following.

a. comportment (§1) b. evident (§2) c. for example (§2)

2. Complete the following chart as shown in the example.

Verb Noun Adjective
| example to resist resistance resistant |
..................... behaviour
10 CONSUME o crinely dmmmsaivanmat—=pr Savs Sosrois st
L .......................................... educational

3. Ask the questions which the underlined words answer.,

a. Marketers may examine consumer behaviour.
b. The study of consumer behaviour examines all aspects of consumer’s feelings.

4. Classify the words according to the number of their syllables.

advertising - consumers - obvious - cheap

One syllable | Two syllables | Three syllables | Four syllables

e

5. Re-order the following sentences to make a coherent passage.

For example, they are entitled to products

Consumers have several basic rights.

They are also entitled to the protection against unsafe food.
whose quality is consistent with their prices.

SRR

Part Two: Written Expression 05 points

Choose ONE of the following topics:

Topic One:
In your city you feel that consumers are not protected against the effects of the goods they buy.
So, with a group of friends, you decide to create an association of consumers.
Write a composition of about 80 to 120 words in which you expose the reasons and objectives of this
association,
You may use the following notes:
* Reasons: counterfeit / cheap products / lower quality / harmful / not lasting
® Objectives: to sensitize the consumers / to protect them / to buy safe products

Topic Two:

Write a composition of about 80 to 120 words on the following:

Some people think space tourism is just a wild dream and a waste of money. Do you agree with
them?

4 » 2 imio
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2-Fill in the table with the missing word category:
verb noun adjective
civilize ----

spoken

3-Select the appropriate connector fto join the Jollowing pairs of sentences. Make changes where

necessary. .
though - therefore - while - to
a) They created a writing system. They wanted to write their history.
b) The Muslims left Andalusia in 1492. The Islamic civilization remained an enriching element of the

Spanish cultural heritage.

4-Underline the silent letters
a) should b) though  c) knowledge d) listen

5-Reorder the following sentences to make a coherent paragraph.

a) Consequently, many civilizations could write their history.
b) The letters were written on clay tablets

~  ¢) It was the Sumerians who first used a writing system.
d) because paper had not been invented yet.
Part Two : Written expression ( 6points)
Write a composition of 100 words on one of the following fopics.
Choose _wTey ¥ | NS

Either Topic one:

Explain why most of the ancient civilizations developed along rivers.

You may use these ideas:
water for household use / agriculture / breeding animals / transport / building. . ,

~  Or Topic two:

Write a letter to one of your pen friends to invite her/him to visit a famous historical place in your
country. Locate the place, say what it is famous for and what people, who used to live there, could do and

invent.

(b 930l 4/4 daia (o
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B.Text Exploration (07 points)

1. Find in the text words whose definitions follow.
a. to travel in order to learn about something. (§1)

b. facts or information. (§2)
¢. the scientific study of the sun, moon, stars, planets, etc. (§2)
d. at the present time. (§3)

2. Divide the following words into roots and affixes.
productive - impossible - exploration

prefix root suffix

3. Ask questions which the underlined words answer.
a. We use the telescope to magnify distant stars.
b. The telescope was invented in the 16“‘centug.
¢. Thousands of satellites revolve around the planet Earth.

4. Classify the following words according to the pronunciation of their fimal s
missions - planets - telescopes - images

/s/ {z/ liz/

5. Reorder the following sentences into a coherent paragraph.
a. as they are quite similar in size and gravity. =
b. Astronomers have known Venus for thousands of years.
¢. Itis sometimes called the sister planet of the Earth
d. Anyway the two planets are very different.

PART TWO: Written Expression (05 points)
Choose ONE of the following topics:
Topi:(wmg—the notes below, write a composition of 120 to150 words on the following:
- —Tmagine that, with a group of tourists you went on planet Mars. How life would be like there
compared to the one on Earth.
- Mars / planet of solar system
- more space / no inhabitants
- no traffic jams / no pollution
but - no form of life / nolwater
- no leisure / boring life
—
- no nice places to visit ...

Topic Two: Write a composition of 120 to150 words on the following;
You have recently been victim of an intoxication after eating at a fast food. Tell how you felt
and what measures you decided to take.

4 a4 daba
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B. Text Exploration | (08 points)

1. Find in the text words whose definitions follow.
a. done on purpose (§1)
b. things that shock or offend people (§2)
¢. lack of knowledge or education (§3)

2. Give the opposites of the following words keeping the same root.
tolerance — careful — understand

3. Ask the questions which the underlin ed words answer.
a, Plagiarism has increased because school systems are tolerant.
b. Some students are good at_languages.
¢. He has made too much effort to succeed.

4. Classify the following words according to the pronunciation of their final “ed”.
borrowed — practised — avoided — explained — pointed — worked

It/ ' /d/ fid/

5. Reorder the following sentences to make a coherent paragraph.
a. that the students who were accused of fraud,

b, Last week. our college knew three cases of cheating.
¢. would fail the assignment or be expelled.
d. After holding a consultation, the headmaster declared

PART TWO: Written Expression ‘ (05 points)
Choose ONE of the following topics.

Topic One: In a composition of 100 to120 words write an expeository article for the school
magazine analysing the causes and consequences of fraud at exams.

Topic Two: Using the following notes, write a composition of 100 t0120 words on:
The ways that can help preserve your cultural heritage.
- cultural heritage / history of ancient civilizations
- passed on from generation to generation
- preserve / share cultural heritage
- be proud of roots / ancestors
- donate to / participate in associations/restore museums...

4 0 d dada
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Résumeé :

La thése actuelle aborde le probléeme concernafiaibée performance des éleves du
cycle secondaires en grammaire anglaise. Elle &isgudier les causes réelles de leurs
lacunes grammaticales, dont le grand nombre disrren est I'indice. Ces erreurs ont été
étudiées en utilisant la méthode d'analyse d'esrédans le but d'explorer les erreurs les plus
courantes commises par les apprenants et de cherciméme temps les principales sources
qui en sont derrieres. L'un des intéréts les pitusiaux de ce travail de recherche était de
déterminer si la langue premiere était la prin@pzduse de telles erreurs ou c'était plutét la
langue cible.

Mots-clés :

Evaluation — Tests - Compétence grammaticales unes grammaticales - Erreurs
grammaticales - Analyse des erreurs - Erreurslinggres - Erreurs intralinguales.

Summary

The current dissertation tackles the problem tlwh bhird year pupils and teachers
face at secondary schools and which is relatechéoldw level of students in English
grammar. It aims at investigating the real causglsing their grammar difficulties which
manifested in the occurrence of too many grammlagicars. These errors were studied using
error analysis method for the purpose of explotimg most common errors committed by
those learners and searching for the major sourebshd making them. One of the most
important interests of this research work was ttemeine whether the L1 interference was
the major cause of making such grammatical errothe intralingual factors caused by the
target language.

Key words:

Assessment — Testing - Grammar competence - Grawfiffiaulties - Grammatical
errors - Error analysis - Interlingual errors ratingual errors.






Education is one of the basic foundations of th@as@nd economic development of
any nation. However, the quality of education cardbtermined through assessments.Testing
as one of the most beneficial tools of assessmantistegral and a necessary part in teaching
since it determines whether or not the teachingaibjes are being achieved. It has also an
effective role in teaching as it promotes teachergflect on their own teaching practices and

learners to learn more and better.

It is widely admitted that examinations are of @idiimportance and their results can
have a significant impact on people’s lives ancees.Examinations mainly the official ones
are very important for both teachers and learndrsnatheir results determine the future of
students and pave them ways to chances for higipartunities in life, and form determiners
for measuring the teachers’ effectiveness and sscce

One of the most valuable and decisive examinationalgeria is th&accalaureate
Examination,which is an official exam administered by the Naél Ministry of Education at
the end of theyear for evaluating the third yeaosdary school pupils.ltprovides them with
access to higher education or professional training

English as one subject of this public examinatisntaught mainly through the
development of the reading comprehension skills;d&a@onstruction, mastery of structural
patterns and written expression for the purpospasking the exam successfully. However,
what has been noticed by mostthird year seconadmyas teachers is that though they spend
too much efforts in teaching English in general aydmmar in particular,exam results
specially the Baccalaureate results are not sat@fa Whatis remarkable isgreater lack and
weakness of grammar competence among secondargl quingils in general and third year
pupils in particular. Thus,the objective of thisearch work was an assessment of grammar
competence among third year secondary school dsidanEl Haoudh Secondary School in
El Bayadh, with the contribution of 123 pupilsyrin both scientific and literary streams. This
study aimed at investigating the reasons hiddennbetimeir grammar deficiencies. It also
attempted to explore which grammatical errors weost frequent among the target learners
and search for the most influential causes behordnaitting such errors. This investigation
used error analysis as a technique to analyzestlradrs’ errors.

As an attempt to find answers, the researcheroseé fiypotheses that can be formulated

as follows :



1- The main and common points of grammar weaknessesg@ihird year students can be
numerous and varied in terms of quantity and qgalhich means that they may involve
words formation, verbs inflection, sentence strregu transformation and combining
pairs of sentences and so on but in different aegoé frequency.

2- Such insufficiencies that manifest in making suciors may be due to the learners
themselves, the teachers or the syllabus. That sndeat grammar deficiencies among
those learners may be due to their negative agtitiodvards learning English and its
grammar, which leads to lack of motivation andriese It may be due to the teaching
methodologies and teachers’ skills or to the comipleof the target language itself.
Committing such grammatical errors may be due éir thative language interference, or
to the target language itself.

3- Lack of grammar competence cannot be seen diregithiout referring back to
thelearners’ linguistic behaviour. To motivate thishaviour, teachers can utilize a
variety of tools such as tests. Through these,tesashers can know the errors that the
pupils make.

To uncover to which extent the abovementioned Hgsxs were valid or invalid,this
research work was conducted through designingramgea test by which the researcher could
determine the types of the grammatical errors thatlearners committed, focusing on the
most frequent ones. Two questionnaires were adtaered to the pupils to search for the
reasons hidden behind their grammar deficiencieb fan the most common sources of
making such errors. Since third year secondary adcpopils have to undertake a decisive
exam that is théBaccalaureate Examinatioat the end of the year, this study aimed at
targeting areas of grammar difficulties for the pmse of improving their level so as to

succeed in answering grammar questions in BAC exation successfully.

The grammar test was composed of six tasks whicle vetated to words derivation,
tenses, askingvh+ questions, sentence transformation, using cooreand words order.
These typical tasks and instructions were selddiethe study because they are introduced in
the BAC examination. It is important to mentionttiards order is not a typical task asked
using the same instruction in the BAC examinatiBuat, it has been chosen as an activity
since the correct order of words form an essentialponent in many grammar tasks such as

askingvh-questions, sentence transformation and joinintesees.



This study was based on the analysis of each ggskrately for the purpose of finding
out which tasks presented more difficulty andehers that the pupils made when answering
these particular tasks. The aim of the second mumestire was to determine whether the L1
interference was the cause of making such gramatagicors or the intralingual factors

because of the target language itself.

This research work was composed of four chapteishadiealt with the central issues
governing the current dissertation. The first chaptkled some of the theoretical concepts
related to language assessment in general and gmatasting in particular.It started with the
distinction between assessment and some otheedelatminologies. Then, it dealt with the
different types of tests. More importantly, thisapter shed light on some concepts
concerning grammar testing with special focus gresyof grammar tests and sorts of tasks
introduced on them. Before dealing with that, dvpded a brief overview of what grammar is
and what grammar teaching approaches are. It algdighted the criteria of a good
grammar test and what problems may be faced in ssting. This chapter also described
how grammatical errors can be exploited to berefth grammar teaching and testing. This
was through providing a theoretical background eomiag error analysisincluding models of

error analysis and errors sources.

The second chapter provided a description of the €BRching/learning situation in
Algeria, more precisely the educational situatiorwhich grammar was taught and assessed.
It shed light on the construction of the third ydextbook “New Prospects’as a basic
material for language instruction, with a specficcus on grammar lessons and tasks. In
addition, the approaches of teaching and asseggarmgmar at third secondary level were
mentioned. This chapter also dealt witie Baccalaureate Examinatiorof English with
special emphasis on grammar tasks and their typicfuctions, compared with those
introduced in‘New Prospects” Then, it attempted to explain the research ¢ives and the
research design. It also described the sample atpolof the study and mentioned its
limitations. Besides, it highlighted the procedufeBowed to conduct this research work.

Finally, it describedthe instruments used in thislg.

Chapter threedisplayed and discussed the datafjadibtained from the grammar test
and the two questionnaires. It attempted to anallygee informationin a statistical form in
tables, graphs and pie charts. It also provideohtmpretation of the results in an attempt to
answer the questions raised by this research viardt, it provided an overall description of



the learners level in grammar competence by medntheo test marks. Each student’s
responses were studied and analyzed for the pumofieding out which tasks presented
more difficulty and the errors that the pupils madesn answering these particular tasks. This
analysis indicated numerous grammatical errors rdoog to each task. In addition, an
attempt to find out the reasons behind grammarceities and making such errors was

carried out through analyzing and interpretingdhestionnaires’ results.

Chapter four attempted to provide some suggesaodsecommendations which may
help learners at the level of secondary school ipaihthe third year classes to overcome
their difficulties in learning English grammar. Heeguidelines concernedteachers, learners,
grammar teaching, grammar assessing and attitodesds grammatical errors. It dealt with
how teachers development and critical reflectiotitgir own teaching experiences, as well
asfulfilling certain basic tasks and having sonfeaive teaching skills can enhance learners’
level. It tried to present how high motivation btselearning and how raise such motivation
in our learners. It also shed light on the valuesihg grammar learning strategies and having
a conscious responsibility of learning. This chaptéempted to provide suggestions about the
ways in which grammar should be taught and assessdlis level. Depending on the
obtained data concerning the most committed gramatatrrors, chapter four tried to give
teachers an idea of how to deal with such granoalagirrors, how to explore them to foster
the learners’ grammatical ability, which grammaing® to focus on when teaching English

grammar to EFL learners and propose strategies smd

The analysis of the quantitative and qualitativéadabtained from the research
instruments uncovered a range of factors that ltawtributed in making English grammar
teaching and learning at the level of secondaryackpecially of the third year classes
unsatisfactory. It also revealed the tasks thasemd more difficulty, the most common

grammatical errors among the target populatiohatarget school and their sources.

The analysis of the students’ marks which were weegk (the mean: 5.34) and the
percentages of the correct answers in each thgthwnost of the time were less th2006
indicated that English grammar competence was wagk among those learners at that
school.The analysis of the first questionnaire aéae that this low level was due to a range of
factors. There was a direct link between theifiprency level and the type of attitude held
towards learning English in general and its grammaparticular and also between their
background knowledge in English and their proficketevel. More than the half of learners



appeared to bear a negative attitude towards legrtiie target language grammar and
consider it difficult because of their weak leveloarelessness. Even the rest who seemed to
bear a positiveattitude towards learning grammandodifficulties in understanding English
grammar courses and performing well in tasks. Tas due to the difficulty of the terms
used in the textbook, which were beyond their lere the difficulty of the structure itself or
the inability to apply rules. Another influentishdtor was the overloaded programme of
English subject of the third year that led to tmsufficiency of time for bothdetailed
explanation and sufficient practice. This causeafusion between structures and inability to
memorizesince there were a lot of information withi short time. The pupils’ carelessness
and lack of interest in English also presented reose hinder in learning English and its
grammar. This was because of a range of factorh sgclow coefficient, poor teaching
methodologies, their weak English background kndg#e noise in classes, the teacher
himself and inadequacy of English timing. Inadequdetween some of the tasks and
instructions used in the textbotikew Prospectsand those found in the exams and the BAC

types was a serious problem to perform well in exam

The analysis of the test papers indicated thaktiwaviedge of how words should be
arranged to form grammatically correct sentencesdd the most difficult task among third
year students.The next more complicated tasks amntboge learners were sentence
transformation, tenses and askiml3questions in approximately the same percentaljes.
is due to the existence of many common featurésese types of tasks such as: tense, verbal
form, word order, the use of auxiliaries and rdeglication. Pupils did not know the logical
relationship between the sentences to supply theectoconnectors. Words derivation was
less difficult because it required a sort of knadge based on learning the words by heart and

did not need learners to apply fixed rules.

Concerning the most common errors committed byhird year pupils, they appeared
to be wrong words order, wrong verbs and auxilearierms, wrong tenses, the use of
connectors and wrong derivation. The analysis efstacond questionnaire findings revealed
that the errors made by the third year studentiseatarget school were both from interlingual
and intralingual interference.However, most of theere due to intralingual factors. Those
caused by L1 interference were in a small proportiompared with those resulted because of
the influence of English language. More precisetgost of them were caused by
overgeneralization.The major cause of sentencetremti®on difficulty was their inability to

understand the words and their connection to foreammgs because of the difficulty of



words or their weak background knowledge in thejesttbin general. That was due to the
target language itself . However, those who hadaeptable level in English made some
errors referred back to both L1 and L2 interfeeerftlacement of adjectives after nouns and
misplacement of verb in question form (the verbcpdes the subject) were examples of
Arabic interference. However, the absence of ingarsf the auxiliary and the subject was

considered as incomplete application of the rulgnetarget language.

Their problems in misusing tenses, auxiliaries amib forms were caused by
intralingual factors. Those errors were causedveygeneralization or incomplete application
of rules. According to the pupils themselves, thase was the incomprehensibility of tenses,
the ignorance of time indicators and the inabildydistinguish between verbs mainly regular
and irregular ones.Their inability to understand sientences because the difficulty of words
or weak level did note enable them to join sentenge askingwh-questions correctly.
However, wrong word derivation was due to theiroigmce of the words root and the right
suffixes, which usually led them to follow the givexamples and overgeneralize certain

suffixes. Thus, these error types referred to dnget language.

To overcome their difficulties in learning Engligllammar some perceptions were
proposed concerning teachers, learners and grarms@uction and testing. Teachersare
quite required to improve their professional depelent and copethe continuous change in
the field of EFL teaching and its grammar. This banachieved through reflecting critically
on their own teaching practices. Reflective teaghhelps teachers to perform their teaching
duties more perfectly. These basic duties incluadrfy a good command of English and its
grammar and having effective techniques to transghat knowledge to their learners and
performing different roles as the classroom sitreti necessitate. Other essential teaching
skills are necessary to make their teaching effectBuilding good rapport with learners
helps in creating a fresh learning atmosphere iiclwteachers can manage their classes and
promote learning successfully. As an exam teadilee, should monitor both teaching and the

pupils’ learning progress towards succeeding iir gyeam.

The learners’ role is also of a great importanceéhm learning process.Learners are
strongly required to be responsible for their owarhing and autonomous in the learning
process. They should be aware of the necessitgiofgybmotivated and the benefit of using

grammar learning strategies.



Effective ways of teaching grammar should incledelicit grammar teaching either
deductively or inductively depending on the pupl&el. This explicit grammar instruction
should emphasize on forms and also forms in meanamgl within contexts. They should
avoid using metalinguistic terminologies at leasttlee beginning or with weak classes.
According to different situations and classes, lteeg can adjust their teaching methods,
varying their teaching models and being eclectidheir teaching, and avoidteaching too
many grammatical structures in one session. Thécehaf contextual examples in which
grammar is presented is of a paramount importambes, they should besimple, clear,
meaningful so as to facilitate grammar learningeficient way to make pupils better learn
grammar is through the use of electronic techne®gand enjoyable ways of grammar
learning such as games, songs, cards etc. Thesrdasir motivation and better their learning.

Since third year secondary school learners hawstiertake a decisive exam that is
the Baccalaureate Examinatioat the end of the year, it is important to diagndse
individual abilities of learners in English lang@aim general and grammar in particular at the
beginning of the year, through setting a diagndststto raise the learners’ awareness of their
weaknesses and to help teachers take an overvighewnflearners’ abilities and set future
teaching decisions and remedial work. During thearning process, learners need to be
assessed continuously for the purpose of guidieg tearning progress through formative
assessment.At the end of each unit, achievemetst $esuld comply with the format and
content of the BAC examination to get learners faamwith the BAC examination. It is very
useful to work through complete BAC sample papérzrevious years for many reasons.

During their grammar learning process and mainl{ests, pupils make a variety of
grammatical errors. Teachers should explore theseseo improve learning. It is effective in
drawing the pupils’ attention to grammatical forthsough drawing their attention to their
grammatical errors and identifying their sourcdsisTs fostered through error correction that
helps them learn the new grammar structures ctyré€bere are many techniques used to
help students notice their grammatical errors awdecting them such as recasting, repeating,
echoing, denial, questioning and facial expressiSome effective ways to deal with
grammatical errors are proposed to correct theravoid making them at al. one of them
isinforming them about the negative interferencéheir L1. Besides, preemptive targeting of
errors that means directing the students’ attarthahe possible errors that they may commit

in advance helps them to avoid making errors. Maggoteaching some structures in



gradualsequences and addressing the kinds of enadreccur in each stage can be beneficial

to make learners avoid committing errors.

The aim of this research work was to help learndentifying their grammar
difficulties and areas of weaknesses through figpddat their sources and suggesting some
remedies for the purpose of improving their gramm@ampetence to pass the BAC exam
successfully. The obtained findings provided resggario the questions raised by this research
work validating the proposed hypotheses. Howevéot & still needed to conduct studies to
deal with more linguistic aspects that were not tioeed in this study and to suggest more

recommendations. Obviously, a great deal of rebeaark is needed to be done in this area.



