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Abstract

This study focuses on the metalinguistic knowledge (MLK) of experienced Saudi teachers (ETs)
and fourth year student teachers (STs) who had graduated or would graduate from a particular
University in Saudi Arabia. The main aim of the study was to investigate the overall level of the
participants’” MLK (including their knowledge of grammar rules and metalinguistic terms), the
more specific nature of the participants’ MLK, and their perceptions of their own MLK. Moreover,
the study aimed to reveal any significant differences between the two groups. The study drew on
a mixed methods research approach. The quantitative data involved an MLK test and
questionnaires, and the qualitative data comprised semi-structured interviews, observations and
role-playing. The ET group significantly outscored the ST group on the test, demonstrating a
higher level of MLK. The study showed that, for both groups, a good level of MLK at sentence
level did not guarantee an ability to apply it to more complex grammar items in text. It also
revealed that both groups’ receptive knowledge of rules was better that than their productive
knowledge. Moreover, the teachers in both groups lacked an understanding of phrases and clauses
and were poor in their ability to produce the corresponding terms. Despite this, the ETs generally
displayed substantially higher levels of confidence in their overall level of MLK and all its
individual components, than their actual performance on the test instrument would justify and did
not seem motivated to enhance their MLK. The STs, in contrast, generally lacked confidence in
their overall level of MLK, and all the related individual components, with the exception of their
productive knowledge of terms. For both groups, there was a gap between their awareness of
limitations and their actual knowledge. They were aware of gaps in their knowledge, but not
precisely what these were.
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CHAPTER 1: INTRODUCTION

1.1 Introduction

This chapter consists of five sections. The first discusses the purpose and aim of the study
and presents the research questions. This is followed by an introduction to the significance
of the study. Next, the context of the study is addressed, and finally, the overall organisation

of the thesis is outlined.

1.2 Purpose of the study

| am a researcher and lecturer in the Department of English Language at Noor University
(this is a fictional name used to protect the anonymity of the participants). | have taught the
grammar courses at the two levels as well as other EFL courses to the STs. In addition, | have
observed classes taught by both STs and ETs. In Saudi schools, when teaching the English
language, emphasis is placed on increasing knowledge about the language as well as teaching
the four language skills: speaking, listening, reading and writing. Teachers use the textbooks
required by the Ministry of Education (for more detail see Section 1.6.2).

Saudi English teachers usually rely on textbooks when teaching grammar lessons and rarely
consider other aids or other materials for the classroom. The teachers themselves often find
the textbook tasks to be unexciting and express their frustration at being highly dependent on
these materials. At the same time, they express a lack of confidence in modifying, changing,
eliminating, or adapting materials or designing their own tasks to better cater to their

students’ needs and interests.

As argued by Nunan (1991), however excellent a textbook may be, no textbook is capable of
catering to the diversity of needs which exists in most grammar classrooms. Menkabu and
Harwood (2014) also claim that textbooks can never fully meet the needs of individual
students and teachers in diverse classrooms, and it is thus not useful for teachers to rely too

heavily on textbooks, as appears to be the case with Saudi English teachers. Menkabu and



Harwood (2014) suggest that teachers can artfully manipulate their use of textbooks to suit
their individual contexts, making decisions about which parts of a textbook to use, which to
adapt, and which to abandon (Menkabu and Harwood, 2014).

The learners in my observations seemed passive, inattentive, and bored. Grammar classes
should ideally be interactive (Borg, 1994; Sarangi, 1998; Van Lier, 1998 and Swain, 2000),
focusing more on learners’ responses than on imparting formulae to them or drilling and
textbooks exercises. Students need an interactive environment to remain focused and are
more likely to develop language knowledge about the language, when they are concentrating
on language input, are affectively engaged (e.g. intrinsically motivated by the task), and are
able to participate in social interactions (Svalberg, 2009). The teacher’s approach, task
design, topic, and type of text are factors that can positively influence the presence or degree
of engagement with the language. In other words, more intrinsically interesting grammar
tasks and more useful authentic texts can encourage engagement with the language and
motivate students (Svalberg, 2009). This is what Peacock (1997) pointed out in his study on
the motivating qualities of authentic tasks. He claims that using authentic materials improved
learner motivation (Peacock, 1997, cited in Harwood, 2014:17). Thus, such realistic
examples can serve an important pedagogic purpose (Swan, 2006). Saudi teachers’ heavy

reliance on the textbook would, however, seem to rule out such practices.

One question that comes to mind is: what are the reasons behind teachers’ over-reliance on
textbooks? Brown (2009) argued that teachers’ skills, knowledge, and beliefs influence their
level of textbook use. Similarly, Harwood (2014) claims that a lack of content knowledge
emerged as a factor accounting for teachers’ reliance on textbooks. In Hutchinson’s (1996)
study exploring textbook use, two teachers (Nancy and Marcia) were observed repeatedly
over a semester and interviewed. Nancy, who had seven years’ teaching experience, stuck
closely to the textbook, using nearly all textbook activities in the unit. She did not supplement
her textbook with any other materials. Marcia, in contrast, had 17 years’ experience and was
better-qualified, holding a Master’s degree in ESL. She used the textbook more flexibly than
Nancy, adapting the textbook lessons to meet her learners’ needs (Hutchinson, 1996, cited in

Harwood, 2014:12). Because of studies such as these, | was motivated and curious to



investigate Saudi Arabian English language teachers’ metalinguistic knowledge (MLK), an

important aspect of their content knowledge.

Another feature | noted in grammar lessons taught by experienced Saudi teachers, was their
extensive use of Arabic (the first language) in grammar lessons. Many teachers provide
explanations of grammar rules in Arabic and seemed to avoid explaining grammar in English.
I wondered if this was a deliberate choice or if they were not able to provide explanations in
English. In some cases, using the first language in the English classroom has been found to
be beneficial for facilitating language learning. A number of writers (e.g. Van Lier, 1995;
Swain and Lapkin, 2000 and Turnbull, 2001) believe that using the first language in foreign
language classrooms can have a positive effect on students’ ultimate mastery, arguing that
teachers can use the first language to help ensure that their learners understand a particular
grammatical concept or term (for more detail see Section 2.2). However, other writers (e.g.
Ellis, 1984; Swain and Lapkin, 2000; Cook, 2001 and Harmer, 2009) warn teachers of
excessive first language use, claiming that the use of the first language reduces exposure to
the target language and therefore should be minimal (more details see Section 2.2). Thus,
teachers should be aware of and monitor their use of the first language in English language
classrooms. Afzal (2013), however, argues that judicious use of the first language in English
classrooms does not necessarily reduce students’ exposure to English. This is what Saudi
teachers need to take into account in order to best support the teaching and learning process
(Turnbull, 2001).

Thinking that it might be due to insufficient content knowledge, | was curious to investigate
the MLK of the experienced English teachers (ETs). Saudi teachers require such knowledge,
not only to explain the grammar rules which form part of the syllabuses which teachers are
obliged to teach in Saudi schools (see Section 1.6.2), but also in order to respond
appropriately to learners by giving feedback on and/or explanations on mistakes which the
students are making (Elder, 2001; Andrews and McNeill, 2005). Such knowledge is also
important when planning lessons—for example, to assess the potential difficulties that may
be encountered in a text and its appropriateness for their class (see Section 2.6). Acquiring

this knowledge could encourage Saudi English teachers to rely less on textbooks as well as



help students to feel that their teacher is sufficiently equipped to support them, which could
in turn improve their attention during lessons and increase their motivation. Hence | decided

to investigate ETs’.

As part of my job, in addition to observing ETs | also observed STs. | noticed that many of
STs appear confused and hesitant when dealing with grammar exercises in the lectures.
Moreover, the STs’ performance in grammar class and the other classes which I taught, as
well as on tests, revealed that the majority could not write grammatically correct sentences,
even on a familiar topic. The English grammar items on which most STs make mistakes
included tense, prepositions, and the function of various types of verbs within sentences, such
as finite verbs, participles, modals, etc. In addition, when supervising STs during training in
schools, | observed that they tended to avoid teaching grammar and demonstrated a
preference for teaching writing or reading lessons. All of this raised questions in my mind
regarding the STs MLK and the reasons behind these noticeable behaviours. This motivated
me to investigate the MLK of the STs as well, and to explore the depth and range of this

knowledge.

The present study thus developed out of my interest in investigating and comparing the
grammar-related metalinguistic knowledge (MLK) of English language student teachers
(STs) and experienced English teachers (ETs). The importance of this research stems from
its generation of useful information to elaborate on and extend the results of previous studies
investigating teachers” MLK and the MLK of ETs and STs. As argued above, the range and
depth of teachers’ MLK in the KSA is extremely important. Accordingly, this study seeks to

investigate both STs and ETs in order to discover the extent and limitations of their MLK.

After analysing the data, it is hoped that the results of this study will:

1. Provide Saudi educators and the English Language Department at Noor University

with a new understanding of and insights into L2 teachers’ MLK.



Provide Saudi teacher educators with insights which can inform future educational
policies, for example, regarding pre- and in-service training courses for language

teachers.

Provide insight into teachers’ (both ETs and STs) own views about their MLK in
order to inform policymakers (Saudi educators) and the English Language

Department.
Lead to further in-depth research on teachers’ MLK.

Open the way for more research on teachers’ subject content knowledge in the Saudi

context.

1.3 The aim of the study

The aim of the study is to:

1.

Investigate the MLK of female Saudi ETs and STs, and determine the range and depth
of such knowledge by measuring a number of components of their MLK, and
identifying areas of weaknesses and strengths.

Highlight the nature of their MLK.

Pinpoint any significant differences between ETs and STs in relation to their MLK.

Investigate STs’ and ETs’ perceptions towards their MLK.

1.4 Research questions

The current study aimed to investigate the MLK of ETs and STs in more depth, covering all

the components of MLK, investigating the application of MLK in extended texts as well as

at the sentence level, and revealing the nature of MLK and teachers’ perceptions of their own

MLK (see Section 2.11). The following research questions were formulated.



1. What is the present level of MLK of female Saudi ETs who have graduated, and
fourth year STs who will graduate from Noor University in Saudi Arabia? To what
extent is ETs’ MLK different from STs” MLK?

2. What is the nature of the MLK of these female Saudi STs and ETs?

3. What are the STs’ and ETs’ perceptions of their own MLK? How accurate are the
STs and ETs estimates of their existing MLK?

1.5 Significance of the study

Beside a personal interest that originates from working in the context where this study was

conducted, this research has both theoretical and pedagogical significance.

The current perceived need in the KSA, is to raise the standard of English learning across all
levels of education. The importance of addressing language learning in the Saudi context is
that it can bring to the surface issues related to the role of teachers’ subject knowledge, and
its influence on their professionalism and their students’ learning output. Therefore, it is
essential to investigate the MLK of English language teachers, to help them to discover
aspects of weakness and strength, and thereby, to improve their professional competence. In
addition, research that highlights the MLK of teachers in the Saudi context is not only scarce,

but also badly needed.

A review of related literature on MLK uncovered no studies investigating the MLK of Saudi
female STs and ETs. This study aims to fill this gap by providing a detailed description. It
will, therefore, have culturally specific value and the potential to contribute to the
development of language teaching and learning in the KSA.

A review of related literature regarding pre-existing MLK tests revealed that these tests have
largely focused on specific individualised components of MLK: productive knowledge and
receptive knowledge of terms, or/and productive knowledge of rules. It is rare to find a test

that covers all the components of MLK. This study designed a written test to assess the MLK



of STs and ETs, covering two core components; namely the knowledge of grammar terms
and the knowledge of grammar rules, measuring both productive and receptive knowledge.
In addition, a review of related literature about MLK uncovered no studies designed to test
MLK that make it possible to relate knowledge of typical features at the sentence level with
less typical or more complex features in the text. This study has aimed to fill this gap by
designing a written test to permit this. It will therefore, make it easier to predict to what extent

teachers would be able to apply their MLK to a text (whether authentic, or in a textbook).

The research will employ a mixed methods methodology in an attempt to contribute to the
existing body of literature in the field of MLK, covering a range of components of STs’ and
ETs’ MLK. Thus, the results obtained and the conclusions reached will contribute to the

global body of research examining teachers’ MLK.

1.6 The background context

A brief review of the study context will be presented here; including a brief description of
education in the Kingdom of Saudi Arabia (KSA), the role of English Language teachers in
Saudi schools, and the English Language Department at a University in Saudi Arabia.

1.6.1 Education in the Kingdom of Saudi Arabia

There are presently 26,934 schools in the KSA, including educational institutions for both
sexes. Saudi Arabian nationals and non-Saudi citizens are all able to access free elementary,
middle, and secondary education in the KSA, though higher education remains exclusively
available to Saudi citizens (Alamri, 2011). While the study of Islam remains at its core, the
modern Saudi education system provides learners with a crucial combination of religion, arts,
and sciences that aims to enable them to become successful in the international workplace
(Royal Embassy of Saudi Arabia in Washington, DC, 2015). The administration of the
education system in the KSA is highly centralised and is controlled through two main
agencies, the Ministry of Education and the Ministry of Higher Education. While other



governmental agencies also have some educational responsibilities, these two are the main

service providers (Oyaid, 2009).

The Ministry of Education was established in 1954. It includes all educational levels in Saudi
Arabia and is responsible for both boys’ and girls’ schooling. Junior colleges, teacher
training, special needs, and adult education are all under the responsibility of the Ministry of
Education (Oyaid, 2009). The KSA is subdivided into 42 school districts, each with its own
facilities and staff who can liaise with schools and the ministry itself. The Ministry is
responsible for the provision of school buildings and the organisation of construction and
maintenance work. It also equips schools, by providing materials and supplying students with
textbooks (Oyaid, 2009). The Ministry of Education oversees the delivery of standardised
and evolving curricula to all districts in the KSA. A specialised curriculum department at the
Ministry of Education is responsible for curriculum development and the preparation of
subject textbooks, which must be used in all the Kingdom’s schools, both public and private.
In other words, curricula, syllabuses, and textbooks are uniform across all the schools within
the KSA (Alshumaimeri, 1999; Abdan, 1991).

The country’s education system has five age-based divisions: kindergarten from 3 to 6 years
old; elementary stage from 6 to 11; middle stage from 12 to 14; secondary stage from 15 to
18; and university from 19 to 24 (depending on the subject(s) studied and on the form of
higher education) (Alshumaimeri, 1999). In the KSA, the system delivers single-sex
education to students at school and university level.

There are currently two types of school: public schools and private schools. Public schools
are owned and run by the Saudi government, whereas Saudi individuals own and run private
schools but still under the supervision of the Ministry of Education (Abdan, 1991). Public
schools are free to all students, whereas private schools charge fees. There is no difference
between the two types of schools as regards the curriculum; they are all obliged to follow the
national curriculum described by the Saudi MoE. Nor is there any difference between private

and public schools in terms of qualifications and calibre of teachers (Abdan, 1991).



According to the guidelines set out by the Ministry of Education, the annual school calendar
is comprised of 32 weeks, which are divided equally into two semesters of 18 weeks’
duration. Exams take place during the final two weeks of each semester and are based solely
on the information contained in the aforementioned textbooks. Teachers must devise exam
questions using these materials only. With regard to middle and secondary education, pupils
are required to pass all examinations, either on the first attempt or during re-sits, if they are
to progress to higher levels of schooling (Oyaid, 2009). The advancement of students from
one grade to the next is contingent on passing a final written examination. These
examinations are intended to test students on the work they are supposed to have completed
during the entire semester, which places considerable pressure on both teachers and students.
The main concern of teachers is to prepare students for the examinations and to cover the
syllabus in the time allotted; whereas, the students’ focus is on what will be covered in the
final exams (AlMutairi, 2008). Elementary-age pupils are exempt from this system of end-
of-term examinations. Instead, they are monitored and graded according to a model of
continual assessment. This method of elementary education has only been recently
implemented, in line with the evolution of the elementary syllabi as directed by the Ministry
of Education.

Turning now to university education in Saudi Arabia, the first university, now known as King
Saud University, was founded in Riyadh in 1957. After King Saud University, six other
universities were established in Saudi Arabia over the following 20 years: Islamic University
was established in 1961, King Fahd University for Petroleum and Minerals was established
in 1963, King Abdul-Aziz University was established in 1967, Um Al-Qura University was
established in 1967, Imam Muhammad Bin Saud Islamic University was established in 1974,
and King Faisal University was established in 1975 (Alamri, 2011).

Until 1975, the Ministry of Education controlled universities, but this changed with the
opening of the Ministry for Higher Education. It continually monitors and essentially runs
all these facilities on a country-wide basis at both the administrative and academic levels
(Alamri, 2011; Oyaid, 2009). In the KSA, there are currently 27 private and 25 public

universities. There is also a significant number of other higher-education facilities, such as



colleges (Oyaid, 2009). The amount of time spent at university in the KSA varies. For
instance, if a pupil is training to be a doctor or an engineer, they may spend upwards of five
years at university, whilst an Arts degree only requires four years. The Ministry of Higher
Education confers degrees and also supervises scholarships, international academic relations,
and educational offices abroad. Liaison between different universities and their related
departments is particularly important for the Ministry of Higher Education, as is facilitating
cutting-edge scholarship and ensuring that all universities continue to adhere to the accepted

legal framework (Alamri, 2011).

1.6.2 English Language teachers in Saudi schools

Saudi teachers, who have graduated from English language departments at Saudi universities,
teach English as a foreign language in elementary, middle and secondary schools, in both the
public and private sector. Previous training and experience and higher qualifications, though
taken into consideration, are not required, and no regular in-service programmes are provided

for English language teachers.

According to the curriculum, the focus in teaching English in Saudi schools is on the four
language skills: speaking, listening, reading and writing, and the grammar rules of the
language. When teaching the English language, emphasis is placed on increasing knowledge

about the language as well as developing communicative competence.

The textbooks, which are taught to students in the middle and secondary stages, have
approximately six units in each semester, and each unit is divided into six or seven lessons.
Each lesson presents and is concerned with introducing one of the following: practice in
listening, reading, writing, speaking, grammar rules and revision of the whole unit. For many
English teachers, the central focus of their teaching is to focus on explaining the English
grammar rules (Al-Seghayer, 2005). The grammar syllabuses taught at the primary, middle,
and secondary levels are presented in Table 1-1 below.
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Table 1-1. The English grammar syllabuses taught in Saudi schools.

The English grammar syllabuses taught in Saudi schools

Primary level
(primary school)

Pronouns.

Adjectives.

Yes/No questions.
Possessive adjectives.
Prepositions.

Middle level
(middle school)

Verb tenses and verb aspects: simple present, simple past, and future (future with
present continuous and ‘be’ + ‘going to’, future with ‘will”), past continuous, present
perfect, and present perfect with ‘since’ and ‘for’.

Atrticles: ‘a’, ‘am’, and ‘the’.

Singular and plural nouns.

Possessive nouns.

Pronouns (subject pronouns and demonstrative pronouns).

Adjectives (possessive adjectives, passive adjectives, and the comparatives of short
and long adjectives).

Prepositions of place, adverbs (adverbs of frequency, adverbs of manner, sequence
adverbs).

Modals.

Relative clauses.

Expressions of time.

Direct and indirect objects.

Imperatives (affirmative and negative).

‘By’ + gerund.

If-conditional (1st conditional if + present simple ...will).

If-conditional (2nd conditional if + past + ‘would’).

Comparatives and superlatives, comparatives of equality.

Questions with ‘How’ + adjective, stative verbs, Wh- and Yes/No questions and
short answers /short answers with ‘be’.

Reported speech.

‘Like’ + ing (affirmative, negative, and interrogative).

Verb + infinitive.

Verb + pronoun + infinitive.

‘there’ + be.

Making rules (No + ‘ing’).

Suggestions with ‘let’s..,” “‘what about...’

Secondary level
(secondary school)

Verb tenses and verb aspects taught at the middle level, and other aspects, such as
the present perfect and the past perfect.

The active and passive.

Present and past passive, present perfect passive, past perfect passive.
Adjectives, long adjectives, adjectives made from more than one word.
Comparing people and things.

Countable and uncountable nouns.

‘Very’ and ‘too’, ‘either...or..”, ‘..know that...’, ‘...when -ing’
Reporting questions.

Verb + ‘-ing’.

Asking for and giving opinions.

Reporting instructions.

Reporting the future.

‘Has been done’/‘has been doing’/‘has done’.

Verb + ‘-ing’ as a noun.

Taking out which, that, and who.

Asking questions.

Making and replying to suggestions.
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‘If” + present, ...present’.

‘If” + present, ...future’.

‘If” + past, ...“would’.

‘used to’ + verb (no ending).

Time clauses, clauses with although.
Reported speech.

Questions that expect the answer yes/no.
Polite questions.

Connectors: ‘and’, ‘too’, ‘also’, ‘either’.
Asking questions, using commas with ‘who’, ‘which’, and ‘what’.
‘While’ + the past continuous tense.

Verb + ‘-ing’ at the beginning of a sentence.
‘While’ + the past continuous tense.

‘Some’ and ‘any’.

‘If” + past perfect, ... ‘would have’.

Source: Ministry of Education (2014)

It can be seen in Table 1-1 that the grammar syllabuses taught at primary level (primary
school) are quite limited compared with those taught at the middle and secondary levels,
including only pronouns, adjectives, yes/no questions, possessive adjectives, and
prepositions. The grammar syllabuses taught at middle and secondary levels cover a broad

range of grammar features and rules.

Saudi schools commonly apply two approaches to form-focused instruction (FFI): deductive
and inductive. Teachers mostly utilise these approaches to teaching in the English language
classroom to impart grammar content. Deductive FFI, in which a rule is presented first then
examples given, is the method most preferred by English teachers. This approach to FFI
“...seeks to establish an awareness of the grammatical rule” (Ellis, 2005:213), and the
learners’ focus is then on the form, with an intensive focus on the target grammar rules, as
part of the activities (drills and/or tasks) (Ellis, 2006). Providing a metalinguistic explanation,
i.e. a deductive FFlI, is seen as a useful pedagogical technique (Larsen-Freeman, 2000), from
which learners will be able to understand rules correctly (Anderson, 1990). This is described
as a ‘reminder’ or ‘handy mnemonic’, which a learner can refer to whenever a particular
language problem arises (Stern, 1992:337). Many Saudi teachers prefer this approach to
instruction, as it encourages a teacher-fronted, transmission style classroom (Thornbury,
1999), and encourages students to focus on a specific feature. It is direct and can be very
efficient (Thornbury, 1999); moreover, it gives learners a feeling of security (Burgess and
Etherington, 2002). Many empirical studies (Erlam, 2003; Freedman, 1982; Pica, 1984;
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Robinson, 1996; Dekeyser, 1994) have shown that deductive instruction can be very

effective, especially for teaching simple grammar rules (Ellis, 2006).

Saudi English teachers also sometimes use inductive FFI, in which they first expose learners
to exemplars of grammatical structure, and then ask them to deliver an independent
metalinguistic generalisation, followed by a final explicit statement about a rule. In this
approach to instruction, students directly attend to particular forms, and try to arrive at a
‘metalinguistic generalization on their own’ (Norris and Ortega, 2000:437). Through
noticing, via attention and awareness, the specific linguistic items as they arise in the input
to which students are exposed are assumed to facilitate learning (Al-Hehin, 2004; Svalberg,
2007). This aims to make students active, enabling them to participate in the learning process
(Chaudron, 1988; Thornbury, 1999). In addition, it can contribute to motivation, when
students try to elicit information within the class (Stern, 1992; Al-Kharrat, 2000). Moreover,
students are given a chance to undertake analytical studies of the language (Harmer, 1987).
Herron and Tomosello’s study (1992) revealed that inductive instruction has achieved
superiority over the deductive approach for teaching certain grammatical structures to

beginner level foreign language students (Herron and Tomosello, 1992).

1.6.3 The English Language Department of the Faculty of Arts at Noor University

Part of the present study was conducted at Noor University in the KSA. This study takes
place within the University’s English Language Department for female students. The English
Language Department is one of many departments within the Faculty of Arts. According to
the department’s prospectus, the courses offered are aligned with systematic programmed
steps, to ensure students obtain a high degree of English language proficiency by graduation
(Noor University, 2011). English as a foreign language graduates from the Faculty of Arts
will have studied a four-year program covering English language skills, linguistics, applied
linguistics, English literature translation and pedagogy (Al-Hazmi, 2003). The preparation of
English Language teachers begins with careful selection from among those candidates who

have expressed a desire to study in this department. These graduates have skills in linguistics

13



and English language, which can prepare them to become teachers, translators, linguists and

specialists in literary criticism (Noor University, 2011).

Grammar courses were taught to the STs at two levels over a period of six months each. Two
approaches to form-focused instruction (FFI)—deductive and inductive—were applied while
teaching grammar to the STs. The deductive approach to teaching grammar focuses on
instruction before practice and was used frequently. The STs were given an in-depth
explanation of a grammatical concept, which they then practiced in a mechanical way,
through worksheets and exercises. The inductive method involves presenting several
examples to illustrate a specific concept and expecting the STs to notice how the concept
works based on these examples. An explanation of the concept is then provided, followed by
practise exercises. For more details about the other courses taught in the STs’ programme see
Section 3.6.1.1.

1.7 Organisation of the thesis

This introduction chapter has outlined the purpose, aims, research questions, significance,
and context underpinning the study. Chapter two presents a review of the literature related to
MLK, providing a brief overview of the concept of MLK, describing the characteristics of
the MLK of L2 teachers, its relevance to teaching grammar, and providing different tests for
measuring MLK. In addition, it reviews studies investigating teachers’ MLK, concluding by
explaining the need for this research study, and the basis for its three research questions.
Chapter three presents the methodology, describing and discussing the methodological
framework of the study, discussing the mixed-methods research design, the target
populations and sampling method, and the qualitative and quantitative methods of data
collection used. It also explains the data analysis procedures conducted to answer the specific
research questions. It ends with a discussion of validity, reliability, ethical issues affecting
the study, and its limitations. Chapter four presents the findings of the current study regarding
three components: level of STs’ and ETs” MLK, nature of the participants’ MLK, and their
perceptions of their own MLK. Chapter Five analyses, synthesises, discusses, interprets, and

evaluates the results from the different groups, in relation to previous research studies.
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Chapter six summarises the overall study, presents the implications, and offers suggestions

for future research.
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CHAPTER 2: LITERATURE REVIEW

2.1 Introduction

This chapter is organised into ten sections. The first begins with a brief overview of the
concept of pedagogical grammar. The two types of knowledge—implicit and explicit—are
discussed in the second section. The third section provides an overview of metalinguistic
understanding and its development, followed by a discussion of the concept of metalinguistic
knowledge (MLK) in the fourth section. The fifth and sixth sections describe the
characteristics of the MLK of L2 teachers and its relevance to teaching grammar, and factors
that may help improve this knowledge are outlined in the seventh section. Section 8 presents
and discusses various tests used to measure MLK, and Section 9 provides an overview of
previous studies investigating teachers” MLK. The chapter concludes with a discussion of

the significance of this study and the basis for its research questions.

2.2 Pedagogical grammar

Grammar is a central area of language that “provides a whole cohesive system concerning
the formation and transmission of language” (Dykes, 2007:4). Dykes (2007:5) provides a
simple definition of grammar as “a language to talk about language”. Thornbury (1999)
defines the word ‘grammar’ as a description of the regularities in a language and stresses that
knowledge of these regularities provides learners with the means to create and generate a
potentially infinite number of original sentences. Thornbury (1999) also explains the notion
of grammar as incorporating an explanation about the rules for creating sentences, including

an account of the meanings that these forms convey.

Within the context of foreign language learning and teaching, descriptive grammar must be
distinguished from pedagogical grammar. Linguists typically employ descriptive grammar,
which is also occasionally referred to as linguistic grammar. Descriptive grammar focuses
primarily on concepts within linguistic theory, and it can be said that it is produced by

linguists for other linguists. Additionally, linguistic theory is assessed in relation to the
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linguistic theory requirements (Thornbury, 2006). On the other hand, pedagogical grammar
refers to rules which are designed to help foreign language learners understand particular
aspects of the languages they are studying (Swan, 2012; Thornbury, 2006). These rules might
be formulated specifically for learners or for teachers and materials writers for transmission
to learners through various methods. Pedagogical grammar serves to enhance a student’s
understanding about the structure of languages, and according to Taylor (2008), eliminates
perceptions regarding the apparent randomness of the language structure. Notably,

pedagogical grammar differs from linguistic grammar in terms of content and presentation.

Within the field of second and foreign language pedagogy, whether grammar instruction (i.e.
explicit knowledge in the language classroom) is beneficial has now been debated for over a
decade. Early research into Second Language Acquisition (SLA) (Dulay and Burt, 1974;
Fathman, 1975; Kessler and Idar, 1977; Fabris, 1978; Krashen, 1987), proposed that learners
follow a natural order and sequence with regard to language acquisition, thus, the acquisition
of grammatical structures proceeds in a predictable order (Krashen, 1982). This led
researchers (Krashen, 1981; Schwartz, 1993) to claim that providing the learners with explicit
knowledge of language did not benefit acquisition in any way (Ellis, 2008). However, form-
focused instruction (FFI) retained its value, with many researchers into second language
learning arguing that it was a very effective tool for promoting second language learning
(Norris and Ortega, 2000), functioning by “...enabling learners to progress along the natural
order more rapidly” (Ellis 2008:863). Thus, if it is accepted that FFI facilitates the acquisition
of L2 grammatical forms (Nassaji and Fotos, 2010; Ellis, 2001), providing explicit
knowledge might help learners to develop greater L2 proficiency (Ellis, 2008). FFI that
encourages learners to develop metalinguistic awareness of rules can be accomplished
deductively, whereby the teacher ‘provides’ the knowledge, or inductively, whereby the

teacher helps the learners ‘discover’ and construct knowledge (Ellis, 2008; Erlam, 2003).

Knowledge of grammar rules can be beneficial for students, and formulating them has been
seen as the most important task of pedagogic grammar (Westney, 1994). However, teachers
should consider the three aspects of language, form, meaning, and use when teaching

grammar. Larsen-Freeman (2003) notes that teachers may see overlaps between the
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dimensions of meaning and use or have difficulty in making a clear distinction and Ur (1996)

observes that use is often incorporated into meaning.

This raises certain questions, however. How are understandable rules created? What makes
a ‘good’ rule? According to Hammerly (1982, cited in Westney, 1994) and Swan (2006),
language pedagogy has identified specific guidelines for creating understandable/good rules:
they should be short, clear and simple, true, have predictive value, be productive and easily
applicable, be consistent and cumulative, enable discrimination, and be memorable. In
addition, they should demarcate boundaries and state what is not possible (Swan, 1994)
through, for example, positive and negative evidence (James, 1994). They should have
predictive value (Westney, 1994) and should be terminologically and conceptually clear and
comprehensible (Swan, 1994; Chalker, 1994). The presumption fundamental to these
guidelines, according to Krol-Markefka (2012), is that rules should be easy to understand,

remember, and apply.

Swan (2012), listed six criteria for pedagogical grammar rules from an analytical perspective:
truth, demarcation, clarity, simplicity, conceptual parsimony, and relevance. Certain overlaps
and conflicts between these categories are admitted. The first criterion is that rules should be
true. Truth is dependent on the ability of a given rule to reflect what is known about a given
grammatical phenomenon (Swan, 2012). Regarding the second criterion ‘demarcation’, this
establishes that pedagogic rules are not useful unless they clearly demarcate the area within
which a given form is appropriate. This enables learners to understand when to use the form
and when not to (Swan, 2012). The third criterion is that rules should be clear in terms of
choice of terminology, to avoid ambiguity. Lack of clarity is often caused by the employment
of inappropriate terms. In teacher explanations, this could suggest that a teacher does not
fully comprehend the concept in question (Swan, 2012). The fourth is simplicity, which
usually contrasts with ‘truth’ and ‘clarity’. Simplicity can be defined as reducing
explanations to create a more user-friendly version (i.e. to make it more manageable). This
may include reducing the number of categories or subdivisions or excluding inessential
details (Swan, 2012). The fifth criterion is conceptual parsimony, which demands that

pedagogical formulations be based on concepts and terminology already familiar to learners.
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Messages should be delivered through the most comprehensible grammatical concepts
possible. Swan (2012) recommends using terminology when formulating good rules. It will
sometimes be necessary to introduce new concepts to students to explain a point (Swan,
2012), and teachers can drastically reduce the complexity of an explanation by using
terminology that is perfectly precise in its reference. Finally, the criterion of relevance refers

to the degree to which a given rule responds to learners’ needs/questions.

Meeting every aspect of the previously-discussed criteria may seem impossible for a wide
range of linguistic phenomena (Krol-Markefka, 2012). Rules which describe the usage of
complex structures, for example, are often exceedingly challenging to describe, explain, and
even to identify and verbalise in the first place. Krol-Markefka (2012:103) argues that

Because a semantically and functionally complex structure such as the (in)
definite article cannot be easily explained in simple terms, attempts to formulate
clear and simple rules either run the risk of oversimplification or end up as lists

of numerous, meaningfully unrelated and rather limited rules.

In other words, rules describing complex structures cannot always be formulated readily in
simple terms. If they are, a structure’s actual usage is often distorted, simplified, or limited
only to the most common instances of use, which makes the rules incomplete and thus not
entirely reliable (Krol-Markefka, 2012).

Throughout the process of learning English, learners will experience a range of difficulties,
and teachers should ensure that their analysis actually meets their pupils’ requirements and
provides them with the information they need (Swan, 2012). Thus, teachers should consider
when formulating grammar rules, that they should be clear (avoid ambiguity) and simple,
have predictive value, and be terminologically and conceptually clear and comprehensible.
It is important, then, to investigate the nature of the grammatical formulations provided by
teachers when teaching grammar; for example, what they do or do not include, their clarity,
simplicity, and which aspects of the three areas of language (form, meaning, and use) are
taught, and the grammatical terminology is used during lessons, as addressed in this study

(see section 2.11).
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Use of the first language in the English grammar classroom has been found, in some cases,
to be beneficial for facilitating language learning. Many writers believe that using the first
language in foreign language classrooms can affect students’ ultimate mastery positively.
Van Lier (1995) and Turnbull (2001) claim that using the first language in the foreign
language classroom can enhance the quality of the input. They argue that teachers can use
the first language to help ensure that their learners understand a particular grammatical
concept or term. Swain and Lapkin (2000) also claim that teachers can facilitate their
students’ learning by using the first language, which can enable students to complete their
tasks more successfully, and according to Turnbull and Arnett (2002:205-206), the teacher’s
use of the first language provides “an enhanced form of input that is more salient for the
learner, more easily processed and consequently results in a greater understanding of the

target language”.

Although using the first language in the foreign language classroom can have the advantages
and benefits mentioned above (see section 1.2), other writers warn teachers of excessive first
language use, claiming that the use of the first language in the learning process should be
minimised as it can reduce exposure to the target language. Ellis (1984) claims that when
teachers use the first language intensively (i.e. they use it as part of the usual pedagogy), they
deprive their learners of valuable input in the target language. In line with this, Harmer (2009)
and Swain and Lapkin (2000) assert that teachers’ intensive use of the first language restricts
the students’ exposure to English, which could inhibit their acquisition of the English
language. Cook (2001) believes that use the first language can be beneficial when explaining
grammar but stresses that teachers should resort to the first language only when it is apparent
that using the target language would be ineffective or problematic for the students (i.e.
whenever it would be overly difficult or time-consuming for the students to understand in the
target language). Thus, teachers should be aware of and monitor their use of the first language

in grammar lessons (see section 1.2).
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2.3 Implicit and explicit knowledge

Knowledge can be explicit or implicit, and this distinction is often associated with other
binary pairs: conscious/unconscious, procedural/declarative, verbalisable/non-verbalisable,
etc. (Myhill and Jones, 2015). Several authors, including Roehr (2008:179), see implicit
knowledge as “knowledge that cannot be brought into awareness or articulated” and explicit
metalinguistic knowledge as “declarative knowledge that can be brought into awareness and
that is potentially available for verbal report”. Likewise, Ellis (2009:11) sees implicit
knowledge as ‘tacit and intuitive’ and explicit knowledge as ‘conscious’. Thus, a learner, for
example, may intuitively know that there is something ungrammatical in a given sentence
and may also be able to identify the grammatical error in that sentence, but they may have
no conscious awareness of the rule that is being broken. In such a case, the learner has
implicit, but no explicit, knowledge of the grammar feature. Another learner may know that
the sentence is ungrammatical and be able to provide the rule that has been broken; this

learner has both implicit and explicit knowledge of the feature (Ellis, 2009).

Another distinguishing element between implicit and explicit knowledge, as argued by Ellis
(2009), is that implicit knowledge is procedural, which means that a learner may be able to
use a particular form in understanding or producing language without necessarily being able
to explain it. Explicit knowledge, on the other hand, is declarative, meaning it is comprised
of facts which exist in an analysed form that we are able to articulate informally in our own
words if the need arises. In addition, it is often the result of formal instruction. For example,
knowing that “verbs like ‘explain’ require an indirect object with ‘to’ and, further, that the
indirect object follows the direct object” (Ellis, 2009:12). In addition, Ellis (2009) states that
implicit knowledge is available through automatic processing; it can be easily and rapidly
accessed in unplanned language use. In contrast, explicit knowledge is generally accessible
only through controlled processing (i.e. it can be accessed through the application of

attentional processes).

The ability to verbalise is a further theoretical concept connected with both implicit and
explicit knowledge. A number of academics, such as Kirsh (1991), see implicit knowledge

as inaccessible or non-verbalisable. Roehr (2008), as mentioned above, viewed implicit
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knowledge as that which is unconscious and cannot be expressed. Conversely, she regarded
explicit metalinguistic knowledge as declarative or factual information that can be brought
to the conscious mind and which can be used in oral accounts; it “is potentially available for
verbal report” (Roehr, 2008:179). Similarly, according to Ellis (2009), implicit knowledge is
only evident in learners’ verbal behaviour, whereas explicit knowledge is verbalisable. He

(2009:13) argues that

Implicit knowledge cannot be described as it exists in the form of statistically
weighted connections between memory nodes, and its regularities are only manifest
in actual language use. In contrast, explicit knowledge exists as declarative facts

that can be stated.

For Gombert (1992), whose research is on first language acquisition in children, implicit or
‘epilinguistic’ knowledge precedes metalinguistic knowledge (i.e. explicit knowledge),
suggesting that children are on metalinguistic developmental trajectories (for more detail see
Section 2.4). Implicit knowledge includes unconscious knowledge of grammar rules and
marks language activities where it is evident that certain linguistic capacities have been
mastered but cannot yet be articulated: “explicit manifestations of a functional awareness of
the rules of the organization or use of language” (Gombert, 1992:13). In effect, the ability to
express oneself is a crucial indicator of how explicit that knowledge is (Myhill and Jones,
2015).

However, a slightly different approach to explicit knowledge has been advanced by Camps
and Milian (1999). First of all, these researchers differentiate between knowledge that can be
verbalised and that which is non-verbalisable, describing the latter as procedural knowledge
used to carry out a task, such as learning how to write, without being able to articulate the
process through words. Undoubtedly, procedural knowledge could also be argued to be
implicit, since it is instinctive (Gombert, 1992; Kirsh, 1991). In addition, Camps and Milian
(1999) differentiate between knowledge, which can be verbalised employing ordinary words
as opposed to the utilisation of precise metalanguage (i.e. differentiation between
verbalisable knowledge which uses everyday language and that which uses specialised
language). This concurs with the arguments proposed by Ellis (2004; 2009), Berry (2005;
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2009), and Andrews (2007) that explicit knowledge can be revealed and verbalised without
employing metalanguage. In their view, metalanguage is not an essential component of
explicit knowledge since verbalising a rule about a feature does not necessarily require the

use of metalanguage (see also Section 2.6).

2.4 Metalinguistic understanding and its development

Following Piaget’s (1923) publication, researchers have advanced theories as to how children
develop awareness about language by combining their observations of this process with
psychology. Piaget claimed that children pass through several stages in their language
development, starting with using language for themselves. They subsequently progress to
using language to refer to things and events in their environment, followed by using language
to convey abstract concepts (Piaget, 1959). Piaget’s hypothesis of staged language
development has been supported by successive studies undertaken by Gombert (1992) and
Karmiloff-Smith (1992) exploring children’s language, their appreciation of language, and
its organisation. These studies indicate that initially, children are only able to use language
while the skill of recognising and correcting errors develops later. These stages are a
prerequisite for being able to take on board a metaperspective, i.e. perceiving the perception

of others as it relates to talk about language and its structure (Veldhuis, 2015).

Gombert (1992) proposed a model of metalinguistic development designed to shed light on
certain links between the development of oral language in the early years. He conceptualised
metalinguistic ~ development as having five subdomains: metaphonological,
metalexical/metasemantic, metasyntactic, metapragmatic, and metatextual. He argued that
metaphonological, metalexical/semantic, and metasyntactic understanding develop before
metapragmatic and metatextual understanding. He also distinguished between two levels of
cognitive control over an individual’s own linguistic knowledge: epilinguistic and
metalinguistic (Gombert, 1992; 2003). The epilinguistic level is the control automatically
exerted on linguistic processing by the linguistic organisations present in memory and at the
metalinguistic level when the individual is in conscious control of linguistic decision-making.
The second (metalinguistic) level involves control, which is consciously chosen and applied

by the individual (Gombert, 2003). Gombert (2003) also argues that there is a developmental
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hierarchy between epilinguistic control and metalinguistic awareness; linguistic competence

precedes conscious linguistic control (i.e. metalinguistic understanding).

It should be remembered that Gombert’ research considered first language acquisition in
children. In L1 acquisition, his argument that epilinguistic’ knowledge precedes
metalinguistic knowledge (i.e. explicit knowledge) is generally true; however, in formal
education it may not be true, as there are learners who ‘know’ grammar rules bur are not able
to apply them. Many learners ‘know’ that present tense verbs take — if the subject is he/she/it,
but do not apply the rule to their own output. There are probably also teachers who ‘know’

grammar rules they themselves do not apply.

Similar to the model proposed by Piaget (1959), Karmiloff-Smith (1992) offers a three-stage
model of awareness that develops as children begin to recognise processes that they
experience. This model is not limited to linguistic encounters, and it differentiates between
implicit representations and developing representational explication. Karmiloff-Smith
(1992) identifies a stage where the constituents of a process are internally unidentifiable and
cannot be individually operated, although the process can be run in its entirety. This is
followed by a stage where there is clear knowledge of the constituents, but they remain below
the conscious level; clear and conscious knowledge develops later. Karmiloff-Smith (1992)
contends that children progress through these stages for phonology, morphology, and
lexicography, and they are therefore linguistically all-encompassing. Progression through the
stages is not age-dependent, nor are the stages passed through discretely, so a child may be
simultaneously in different phases for different linguistic forms, depending upon the child’s

own internal processes (Karmiloff-Smith, 1992).

The hypotheses advanced by Gombert (2003) and Karmiloff-Smith (1992) support those
previously postulated by Piaget. Specifically, language awareness in children appears to be
a gradual, phased process of acquisition, and children only become able to express this
awareness once it exists (Veldhuis, 2015). It has been postulated by both Piaget (1923) and
Karmiloff-Smith (1992) that children’s meta-awareness develops as a result of their general
capabilities of abstraction. However, with cognitive maturity, children tend to ‘distance’

themselves from their linguistic product (Karmiloff-Smith, 1992) and may ‘“ultimately

24



develop conscious explicit metalinguistic awareness of a large variety of linguistic forms”

(Veldhuis, 2015:16).

Myhill (2011:250) defines metalinguistic understanding as “the explicit bringing into
consciousness of an attention to language as an artifact, and the conscious monitoring and
manipulation of language to create desired meanings grounded in socially shared
understandings”. Bialystok (1987; 1999) argues that metalinguistic understanding is
continuously developing alongside language learning and use. Bialystok (1999) has theorised
that developments in two related components of language processing—analysis
(representation) and control (selective attention)—are responsible for metalinguistic
understanding. Analysis is defined as the ability to represent explicit and conscious
knowledge, and control is “the ability to selectively attend to and apply knowledge”
(Bialystok, 1999:636). Bialystok (1999) argues that developments in linguistic abilities are
due to developments of analysis and control. This analysis and control framework provides
“a means with which learners’ development of metalinguistic understanding can be
described” (Myhill and Jones, 2015:847). Hence, metalinguistic awareness is cognitively
demanding and can thus be expected to be associated with higher levels of cognitive
development (Tellier and Roehr, 2013).

As noted above, existing research into metalinguistic understanding has tended to investigate
the context of children, relative to first language acquisition and second language learners.
Few studies have examined metalinguistic knowledge in relation to grammar (See section
2.10). Therefore, it is important in this study to address the metalinguistic knowledge of
teachers be performing a systematic analysis of what metalinguistic knowledge teachers

become aware of, are able to talk about, and use in their grammar explanations.

2.5 Metalinguistic knowledge (MLK)

Due to its grammatical role as an adjective, the term ‘metalinguistic’ can be considered a
troublesome word. Compared to its sister word ‘metacognition’, which is indisputably an

abstract noun, ‘metalinguistic’ lacks a clear functional designation (Myhill and Jones, 2015).
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Indeed, it is ironic that the very word that is used to describe grammatical knowledge is, in
itself, indistinct. Its function as an adjective demands that it premodifies another noun,
resulting in metalinguistic ideas being conceptually more fluid than those of metacognition
(Myhill and Jones, 2015). In research literature, the word ‘metalinguistic’ is often applied
before nouns such as, ‘metalinguistic awareness’, ‘metalinguistic knowledge’,
‘metalinguistic understanding’, and ‘metalinguistic behaviour’, thereby slightly modifying
the conceptual emphasis that is intended. Myhill and Jones (2015) suggest that this raises a
theoretical question as to what potentially distinguishes ‘metalinguistic awareness’ from, for
example, ‘metalinguistic understanding’. Consequently, it is common for researchers to use
synonyms for the various nouns that can be attached to ‘metalinguistic’ (i.e. to use the various
nouns, which can follow ‘metalinguistic’ as synonyms of each other) or to imply conceptual
differences that remain vague (Myhill and Jones, 2015). Similarly, Veldhuis (2015) indicates
that numerous terms can be used to indicate ‘metalinguistic awareness’, such as
‘metalinguistic knowledge’, ‘metalinguistic ability’, ‘metalanguage’, ‘metacognition’,
‘metaprocesses’, and ‘metalinguistic consciousness’. Each of these terms carries a unique
implication that can vary according to the situation in which it is utilised. Nonetheless, these
terms are united in referring to the knowledge that people hold about language (Veldhuis,
2015).

Thus, the concept of ‘metalinguistic’ is used differently in the fields of psychology and
linguistics (Gombert, 1992; Myhill et al., 2013), with psychology focusing on the cognitive
processes, which accompany text production, rather than spoken or written output. Linguists,
on the other hand, are more concerned with language as an artefact, and their focus is on the
metalanguage of linguistic description, i.e. the terminology used to describe language (Myhill
et al., 2013; Myhill and Jones, 2015).

Depending on the study, there may be a tendency to use ‘metalinguistic’ either as a synonym
for grammatical knowledge or as an over-arching knowledge set of which grammatical
knowledge is a subset (Myhill et al., 2013). Explicit grammatical knowledge is often referred
to as metalinguistic knowledge which can be brought into conscious awareness and
articulated (Hulstijn, 2005; Roehr, 2006). Roehr (2008:179) defined metalinguistic
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knowledge as “learners’ explicit knowledge about language”. Researchers have used various
terms to refer to such knowledge. For example, Sorace (1985), Laufer and Hulstijn (2001),
Ellis (2005), Elder et al. (2007), Roehr (2006), Hu (2011), and Wach (2014) all use the term
‘metalinguistic knowledge’ (MLK). Williamson and Hardman (1995), Cajkler and Hislam
(2002), and Borg (2003) use the term ‘grammatical knowledge’, and, others, such as
Chandler et al. (1988), use the term ‘linguistic knowledge’.

In addition, the place of grammatical terminology within metalinguistic knowledge has also
been debated. Andrews (1999c:144) includes terminology in his definition of MLK: “explicit
knowledge about language systems and of the terminology used for labelling linguistic
features”. However, authors such as Laufer and Hulstijn (2001) believe it only includes the
knowledge of rules, and Bialystok (1979), Alderson et al. (1997), Roehr, (2006), and Elder
et al. (1999) define it as explicit knowledge of grammar but fail to mention whether this
should include terminology or not. The fact that Andrews (1999c) includes terminology in
his definition makes it the most comprehensive, and so, for the purposes of this study, MLK

is understood to mean explicit knowledge of both grammar terms and grammar rules.

2.6 Metalinguistic knowledge (MLK) for L2 teachers and its characteristics

In recent years, considerable attention has been paid to language awareness (LA), especially
the LA of first language (L1) and second language (L2) teachers (for example: Chandler et
al., 1988; Wray, 1993; Andrews, 1994a, 1999c, 2006; Williamson and Hardman, 1995;
Berry, 1997, 2009; Andrews and McNeill, 2005; Elder, et al., 2007). Thornbury (1997)
defines teacher language awareness (TLA) as °...the knowledge that teachers have of the
underlying systems of the language that enables them to teach effectively’ (Thornbury, 1997:
X). TLA is a general term, and the broadness and scope of such an awareness potentially
extends to all areas of language (Carter, 1995; Andrews, 1997 and Bolitho et al., 2003).
Andrews (1997) uses the term ‘teacher metalinguistic awareness’ (TMA) in his research,
which is predominantly concerned with grammar, stating that the use of the term TMA is

intended to:
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...underline the importance of the teacher’s reflections upon her explicit
knowledge about language- the metacognitive dimension of language awareness-
and also to emphasise the significance of the interrelationship between the
declarative and procedural dimensions of teacher language awareness, i.e. between
the knowledge-base itself and how that knowledge is drawn upon and applied in
the course of professional activity. (Andrews, 1999c:144)

According to Andrews (2001) there are two different dimensions of TMA; knowledge being
the declarative dimension (knowledge about the language), and awareness being procedural
(the ability to make effective use of such knowledge in pedagogical practice). Both are
considered essential (see Figure 2-1). Thus, declarative metalinguistic awareness refers to
the metalinguistic knowledge that a teacher possesses and is able to formulate, whereas,
procedural metalinguistic awareness refers to knowledge in action (i.e. how knowledge is
drawn upon and applied in the context of the language teaching and learning process, and the
ability of a teacher to make effective use of such knowledge) (Andrews, 1999b, 2007).
Andrews argues (2003, 2005) that professionalism for teachers of a foreign language
demands the possession of both these dimensions in addition to an adequate knowledge of
language (language proficiency). In this study, the focus is on just one dimension of TMA:
declarative metalinguistic awareness, which will be referred to herein as ‘Metalinguistic
Knowledge’ (MLK).
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Figure 2-1: Teacher Metalinguistic Awareness
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Ellis (2004), Berry (2009), and Andrews (1997; 1999b; 1999c; 2007) indicate that the
MLK (i.e. declarative metalinguistic awareness) of L2 teachers (both student teachers and
practicing teachers) has two main components (see Figure 2-1): explicit knowledge of
grammar rules, and knowledge of grammar terms. Figure 2-2 below presents the
characteristics/components of L2 teachers’ MLK. Knowledge of terminology also
includes knowledge of the concepts which the terms denote and according to Andrews
(1999c; 2007) and Ellis (2004), can be both receptive (i.e. possessing knowledge) and

productive (i.e. the ability to produce grammar terms).

Figure 2-2: Metalinguistic knowledge (MLK) of L2 teachers.
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(Source: Author, adapted from Ellis (2004), Berry (2009) and Andrews (1997, 1999b, 1999c, 2007))

The issue of whether terminology is a necessary part of teachers’ MLK has been a source
of debate in the literature. Ellis (2004), Berry (2009), and Andrews (1997; 1999b; 1999c;
2007) argue that verbalisation of a grammar rule can occur with or without terminology,
whereas Alderson et al. (1997) view terminology as an essential component of MLK. As
these researchers point out, “it would appear that whatever explicit knowledge consists
of, it must include metalanguage, and this metalanguage must include words for
grammatical categories and functions” (Alderson et al., 1997: 97). Conversely, Ellis
(2004), Berry (2005; 2009), and Andrews (2007) argue that terminology is not an
essential component of MLK and assert that it is possible to verbalise a rule without using
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terminology; there are two kinds of rules (formal and informal), and L2 teachers,

potentially, need to access both.

This argument is also endorsed in this research. The author believes that L2 teachers
should be able to formulate a grammar rule using terminology but taking into account
that the decision regarding whether to use terminology or not will depend on the teaching
context and the learners’ needs. Tsang (2011) asserts that teachers should employ formal
grammar terminology in their explanations and even in their feedback to students, as this
approach will increase their students’ familiarity with such terms. Borg (1999) suggests
that the use of terminology facilitates communication about the language between
learners and their teachers. It can also provide a shorthand way of referring to grammatical
elements (Halliwell, 1993), representing an economical and precise way of discussing
particular functions (Cater, 1990b, cited in Berry, 1997). Similarly, Ellis (2004) claims
that terminology can make it easier to understand as well as talk and write about grammar.
Thornbury (1997) cautions that if an L2 teacher lacks basic knowledge of terminology,
they might lose the confidence of their learners, and this is another good reason why L2
teachers in Saudi Arabia require this knowledge. Shuib (2009) claims that it is crucial for
language students to acquire in-depth knowledge of grammatical terms in order for them
to achieve linguistic proficiency. This may not be true in all contexts, but teachers who
have explicit knowledge of terminology have an advantage in that they can choose when
and how to use terms. Thus, it is considered imperative that teachers become familiar

with English grammar terms.

It is important, then, to investigate the nature of the grammatical formulations provided
by teachers when teaching grammar; for example, what they do or do not include, and
their ability to formulate rules with/without using terminology, as addressed in this study
(see section 2.11).

In summary, MLK in this study consists of the following (see Figure 2-2):
1. Productive and receptive knowledge of grammar terms.

2. Productive and receptive knowledge of grammar rules.
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2.7 MLK in teaching L2 grammar

The importance of subject knowledge in teachers’ professional development has been the
focus of a substantive body of research in teacher education (Myhill et al., 2013). Shulman
(1987) defines subject content knowledge as the knowledge teachers have of the subject
matter they are teaching. A teacher’s subject content knowledge (knowledge of an
academic domain) differs from pedagogical content knowledge, which has been
suggested as a third major component of teaching expertise by Shulman (1987) alongside
pedagogical knowledge (knowledge of how to teach). Pedagogical content knowledge is
the integration of a teacher’s subject content knowledge and their pedagogical knowledge.
In other words, it is a type of knowledge in which teachers relate their pedagogical
knowledge to their subject matter knowledge. It is a teacher’s knowledge about how and
when to teach what in order to address learners’ needs. Shulman (1987) asserts that
‘knowing that’ is as significant as ‘knowing how’. Shulman (1999), among others such
as Edge (1988) and Andrews (2008), argues that L2 teacher instruction must be based on
in-depth subject content knowledge.

Grammatical content knowledge is only one element of the broader set of metalinguistic
content knowledge required by language teachers. This study sets out to explore teachers’
metalinguistic content knowledge, especially their grammatical content knowledge
(MLK). This is defined as the academic domain of knowledge about language that
includes explicit knowledge of grammar terms and grammar rules. It is declarative
knowledge which is conscious and can be articulated. This study does not attempt to
explore grammatical pedagogical content knowledge. Teachers’ grammatical content

knowledge alone is the particular focus of this study.

Johnston and Goettsch (2000: 446) ask the question, “Do L2 teachers need MLK?” and
state, “the conscious awareness of grammar structures is as much a part of the teacher’s
knowledge base as the ability to use them in practice”. In the context of the language
classroom, teachers’” MLK plays a significant role in their ability to improve their
learners’ understanding of the language (McNamara, 1991) and in shaping their
professional capacity to plan for and respond to their learners’ language needs (Myhill et

al., 2013). McNamara (1991) argues that teachers themselves must have strong subject
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content knowledge in order to achieve the purpose of their teaching (i.e. to enhance

learners’ understanding and language ability). He (1991) claims that

Teachers’ subject matter knowledge influences the way in which they
teach and teachers who know more about a subject will be more
interesting and adventurous in the ways in which they teach and more
effective. Teachers with only a limited knowledge of a subject may
avoid teaching difficult or complex aspects of it and teach in a didactic
manner which avoids pupil participation and questioning and fails to

draw upon children's experience (McNamara, 1991:115).

L2 teachers require this knowledge (i.e. MLK), not only to respond to their learners by
giving feedback on and/or explanation of identified errors, but also to give more extended
grammatical explanations as the context requires (Elder, 2001; Andrews and McNeill,
2005). The practice of explicit grammar teaching continues to dominate in many countries
(Borg, 2003a, 2003b). Borg and Burns (2008) observed, in their study of English
language teachers from 18 countries, that teachers had a proclivity towards merging
grammar and skills instruction. As a result, grammar was taught in context, enabling
teachers to draw learners’ attention to various grammar aspects in relation to mistakes
made by the latter or to a text pertaining to skills teaching (Svalberg, 2012). As Svalberg
(2012) points out, due to the requirement of putting things into context and the responsive

character of this approach, this places high demands on teachers’ grammar awareness.

Moreover, the usefulness of the MLK lies in the fact that it facilitates teachers’
performance, and helps them to identify and reflect upon errors. For instance, if a L2
teacher has explicit knowledge of the simple past tense (which usually indicates that an
activity or situation began and ended at a particular time in the past), and one of his/her
learners produces the sentence: ‘I walk to school yesterday’, the teacher’s MLK would
enable him/her to reflect upon the identified error, and, if needed, explain the nature of

the error to the student, and perhaps the class.

When they have a well-developed MLK, teachers can give their learners accurate and
appropriate information concerning language form, enabling the learners to develop
explicit knowledge (Williamson and Hardman, 1995; Andrews and McNeill, 2005).

Schultz (2001) noted, that teachers often prefer a form-focused approach, as maintenance
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of grammatical knowledge is crucial; this is especially true in the Saudi educational
context, where grammatical accuracy is crucial for the students’ grades on important
exams. MLK can help teachers answer any questions that learners have about a grammar
rule or term. Borg (1999) argues that because foreign language (FL) teachers are
professionals, learners would expect to be able to elicit information from them about the
FL they are studying; therefore, FL teachers should seek to acquire this knowledge. It is
anticipated that a learner may ask for a rule, a term, or perhaps request an exemplar of the

term in a text.

Andrews (2005) argues that a teacher with a rich knowledge of grammatical constructions
will be in a better position to help and support developing young writers. Gorden
(2005:61), drawing on an empirical study working with teachers in New Zealand,
concluded that teachers with limited grammatical knowledge “would be unable to see
language development in the writing and speaking of their own pupils”. Likewise, Myhill
et al. (2013) argue that limited grammatical knowledge can prevent teachers from
appropriate identification of language development and can create problems for teachers
in handling grammatical discussion of particular students’ questions. Moreover, teachers
with limited knowledge may experience difficulty making the analysis explicit and could
even lead learners to develop misconceptions (Myhill et al., 2013). Myhill et al.’s (2013)
study found that teachers who have limited MLK struggled with grammar explanation.
For example, they found that there was a tendency to explain word classes using semantic
rather than functional definitions (e.g. calling a noun a ‘naming’ word or something you
can touch and a verb a ‘doing’ word). This generated confusion and misconceptions in
the students’ learning. Thus, as claimed by Edge (1988) and Andrews (2008), teachers’
understanding of the language they teach and their ability to analyse it could make a

significant contribution to their teaching effectiveness.

In addition, MLK plays a significant role in shaping a teacher’s professional capacity to
plan for a lesson. For example, a teacher must be able to assess the potential difficulty of
a text and its appropriateness for the class as a whole. MLK can also play a significant
role in determining the success of a meaning-focused approach; through the teacher
responding to the potential linguistic demands of the task, and giving feedback on
students’ output (Andrews, 1999b). Thus, as claimed by Andrews (1999b), Elder (2001)
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and Elder, et al., (2007), L2 teachers need MLK so that they can apply teaching strategies
that are appropriate to their particular learning context, in order to ensure that their

learners obtain both useful input, and feedback on learning.

Moreover, McNamara (1991) suggests that such knowledge is not only essential for
teaching itself but also for assessing the quality of teaching materials and learning aids

(e.g. textbooks) and engaging in the diagnostic assessment of pupils’ learning.

With this in mind, Andrews (2001) and Borg (1999) argue that strong MLK does not
necessarily lead to effective teaching of language. Borg (2003) claims that in addition to
MLK, teachers need appropriate pedagogical skills to use their knowledge to enhance
learning. Thus, language teaching requires the integration of pedagogy and subject
content knowledge (Borg, 2003; Bartels, 2005). However, as discussed above, MLK is
still important in itself and plays a significant role in the context of the language
classroom. The above discussion suggests that in order to function effectively as FL
teachers and to enhance their students’ learning, L2 teachers require access to in-depth

MLK, integrated with appropriate pedagogical skills.

2.8 Factors that help improve the MLK of L2 teachers

Studies concerned with the MLK of L2 teachers (either experienced-teachers (ETs) or
student-teachers (STs)) (Chandler et al., 1988; Andrews, 1994a, 1999c; Johnston and
Goettsch, 2000; Wray, 1993; Alderson and Horak, 2010), have demonstrated a number
of factors that contribute to its development. The majority draw on perceptions of
practicing L2 teachers, to identify these factors. Two studies used a test to explore the
potential influence of factors (Andrews, 1999c, 2006).

Figure 2-3 presents some of these factors relating to L2 teachers.
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Figure 2-3: Factors that help to develop MLK

Factors that help to develop MLK
I

v v y

Formal study Self-study Teaching experience
eg. e.g. e.g.
o At school o Reference materials o Using course books
o Higher education (dictionaries) e Students’ questions
e Internet (website-discussion o Students’ errors
groups)

2.8.1 Formal study (at school - in higher education)

Formal study, for example experience of foreign language learning, or language related
subjects at school or at university, has been shown to affect the development of MLK. In
Johnston and Goettsch’s study (2000) of four teachers, higher education was one of the
factors found to correlate positively with grammatical knowledge. Chandler et al.’s study
(1988), which involved a postal questionnaire to practicing English teachers, revealed
that the majority of respondents acknowledged their own language learning experience at
school as their main source of MLK (Chandler et al., 1988, cited in Borg, 2003a).
Likewise, in a study by Andrews (2006), one of the participant teachers, Maggie, reported
benefitting from completion of an MA in Applied Linguistics, stating that this had
influenced her MLK positively. She stated in her narrative (2004):

The course also got me to become more sensitive to the language itself. In a
way, this helps a lot. When | was teaching, | found myself doing more textual
analysis with the students, and because | understood it more, it was easier for

me to communicate the knowledge with the students. (Andrews, 2006:9)

In addition to studies concerning the personal views of teachers, Andrews (1994b) found
the same result when he applied a test. He tested respondents’ understanding of
grammatical terms, and their ability to apply them correctly. He revealed that those
students whose subject of study in higher education was relevant to teaching English as a
foreign language (TEFL), performed better than those whose university studies were in
an area not relevant to TEFL. Likewise, Andrews (1999c) used a test to assess the
influence of formal study at university on teachers” MLK, and confirmed that higher

education could positively influence MLK.
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Indeed, several researchers have sought to measure the MLK of STs after taking a
grammar course designed to improve their MLK (Wray, 1993; Alderson and Horak,
2010). Wray (1993) conducted a test to assess the level of knowledge of grammatical
terminology among selected STs on a primary postgraduate training course. The tests
were conducted pre-course and post-course. The test asked the STs to underline particular
parts of speech in a sample sentence. This study deviates from the other more positive
results, because the results of the test showed little improvement after the students had
taken the course. Wray (1993) justified this result by relating it to the course content,
stating:

The major ostensible aim of this course was to introduce student-teachers to
the study of language in use in primary classrooms and the influences upon
this, and the majority of the work on the course had been concerned with this.
It is not therefore surprising that these students-teachers demonstrated an
enhanced knowledge of functional aspects of language. Neither is it surprising
that their knowledge of language structure should have advanced little. Their

course had rarely drawn this to their attention. (Wray, 1993:67)

Alderson and Horak (2010) reported on two tests aimed at testing the MLK of
undergraduate English Language and Linguistics students, who were potential teachers.
In the first study, 64 students at Reading University took a pre-course test at the beginning
of the first term to determine who would go on to take a grammar course in the second
term of the academic year 2009-2010. The results showed that instruction resulted in
improved recognition of parts of speech and grammatical functions. Similarly, in the
second study, findings of a test at Lancaster University showed that students’” MLK
increased after taking a course in grammar. This was demonstrated by comparing the
results of a pre-course test that was carried out at the beginning of the academic year
2005-2006, before any formal courses in grammar had been taught, and the results of a

post-course test carried out at the end of the same academic year.

A review of previous studies shows, perhaps unsurprisingly, that if teachers had learnt
about grammar at school and at university, they would be likely to know more about
English grammar than if they had not. It is unclear, however, in these studies how
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significant an improvement was achieved, and what level of MLK the teachers had

achieved.

2.8.2 Self-study

Further factors could help to improve MLK, such as informal self-study; for example,
through using reference materials like dictionaries, internet-based discussion groups, or
in-service training. Andrews’s study (1994a) identified these factors through the
collection of views of participant teachers; however, none of the previous studies focused
specifically on these methods, and no details were available concerning how the ET and
ST teachers might go about undertaking self-study.

2.8.3 Teaching experience

Teaching experience, involving for example, course books, students’ questions, and
students’ errors, can all contribute to the development of the MLK of practicing English
teachers. Andrew’s study (1999c) showed that non-native-speaker (NNS) L2 teachers
with a minimum of two years teaching experience had superior MLK to the other groups
tested (NNS-prospective L2 teachers, NS prospective L2 teachers of English Studies, and
NS prospective L2 teachers of Modern Languages). However, it was not obvious whether
the crucial influencing factor was the quality of teaching experience, or the quantity of
teaching experience (Andrews, 1999c). Similarly, a questionnaire-based study carried out
by Andrews (1994b) revealed that English teachers in Hong Kong, who had at least six
years of experience, were more proficient than teachers with up to one year’s experience
in tasks that tested their ability to identify specific parts of speech or grammatical
functions, or verb forms. Likewise, in Johnston and Goettsch’s study (2000), all four
participating teachers stated that their teaching experience played a role in developing
their content knowledge. Conversely, in Andrews study (2006), although the three
teachers studied had been teaching English full-time for eight years (1996 to 2004) after
taking the first test, their MLK remained stable, as measured by a Grammatical Language

Awareness Test.

There is a possibility that years of experience of teaching grammar may not have led to a
more highly developed MLK, because, according to Andrews’s (2006), the teachers did

not actively seek to develop their knowledge. This suggests that, in order for MLK to
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develop, it is important for teachers to be aware of the extent of their own MLK, and to
desire continuous self-improvement (Andrews and McNeill, 2005). It can, therefore, be

concluded that improvement is not automatic.

2.9 Assessment of MLK

Tests are often used to measure explicit MLK of the target language. Studies such as
Bloor (1986), Williamson and Hardman (1995), Alderson et al. (1997), Andrews (1999c),
Andrews and McNeill (2005), Elder, et al., (2007), Shuib (2009), Tsang (2011), and Wach
(2014), used tests to collect evidence about the level of teachers’ (both ETs’ and STs’)
MLK. This section presents some examples of these tests and then discusses the variety

of tests used to measure MLK in previous studies.

2.9.1 Examples of tests used to measure MLK

Previous tests used to measure MLK, such as those in Bloor (1986), Alderson et al.
(1997), Andrews (1999a; 1999c), Elder et al. (2007), and Elder (2009), have largely
focused on measuring specific, individual components of MLK. No previous test has
covered such a wide range of knowledge both terms and rules both receptive and
productive. Bloor’s (1986) test focuses only on measuring the receptive knowledge of
terms. Alderson et al.’s (1997) MLK test measures specific components of MLK
including teachers’ receptive knowledge of terms and their productive knowledge of

rules.

Beginning with Bloor’s (1986) test (see Appendix A), the first task includes 15 items
exploring whether participants can identify particular parts of speech (verbs, nouns,
adverbs, etc.) in a sample sentence. They are given a sentence and asked to provide one
example of each of the grammatical items requested. The test also includes another task
including four items testing the ability to identify grammatical functions (e.g. subject and
object). Participants are asked to underline the items requested in brackets. These two
tasks reveal whether the students already knew these terms and understood them well
enough to find examples/select the item that exemplifies the grammar term requested. In
other words, the test focuses only on measuring the receptive knowledge of terms. A
similar test was used by Alderson et al. (1997). It consists of three sections. In the first,
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borrowed from Bloor’s (1986) test, participants are given a sentence and asked to identify
a number of different parts of speech. The second section, inspired by Bialystok (1979),
requires participants to identify ungrammatical sentences. In addition, participants are
asked to correct the errors and to state the grammar rules which have been broken. This
aspect of the test was inspired by Sorace’s (1985) test.

One potentially critical problem with Bloor’s (1986) and Alderson et al.’s (1997) tests is
that they measure only specific components of MLK, i.e. the receptive knowledge of
terms and the productive knowledge of rules. As mentioned above, these tests include
identifying parts of speech and explaining errors using specific rules which have been
broken (Alderson et al., 1997). Other components of MLK, however, such as productive
knowledge of terms and receptive knowledge of rules, are not measured by these tests,
and they therefore lack validity as tests of MLK insofar as they fail to cover all the
components of MLK (both terms and rules) and its subdivisions (receptive and
productive). Besides, these tests only provide typical example sentences (made-up

sentences).

Other tests used by Andrews (1999a; 1999c¢), and Elder et al. (2007) also focus on specific
MLK components. Andrews’ (1999a; 1999c) test was largely based on Alderson et al.’s
(1997) test, which, in turn, drew on Bloor (1986). Andrews’ (1999a; 1999c¢) test (see
Appendix B), however, does measure a majority of the components of MLK, i.e. the
productive and receptive knowledge of terms and the productive knowledge of rules (only
the receptive knowledge of rules was not measured). The test includes 60 items in total
and was designed to measure (i) the subjects’ ability to recognise terminology, (ii) their
ability to produce the appropriate grammar terms, (iii) their ability to identify and correct
errors, thereby testing their language proficiency, and (iv) their ability to explain grammar
rules. The first section includes 12 sentences and asks participants to produce the
grammatical terms describing the items underlined in each of the sentences. Participants
are also asked to provide a full description. The second section is composed of 15
sentences, each of which contains a grammatical error. Here, participants are asked to
identify the grammatical error, correct it, and provide an explanation (see Appendix B).
All the items on the test are at the sentence level. An example of a sentence taken from

Andrew’s sample sentences (1999c¢:4) is provided below:
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« What grammatical terms would you use to describe the item underlined in
each of the sentences? NOTE: For each item provide a full description.

9. Mrs. Wong has been living in that flat for years.

The test of metalinguistic knowledge used in Elder et al.’s (2007) study only focuses on
the ability to formulate rules. The test is an adaptation of a test designed by Alderson et
al. (1997) and contains 15 sentences, all of which are ungrammatical with the part of the
sentence containing the error underlined. Participants are asked to write a rule that
explains why the sentence is ungrammatical. This study also included another kind of
MLK test: an untimed ‘grammaticality judgement test’ (GJT) consisting of 68 sentences
wherein test-takers are asked to mark a sentence as either grammatical or ungrammatical

(more details about GJTs below).

Finally, the metalinguistic knowledge test (MKT) used by Elder (2009) focuses only on
the receptive knowledge of terms and rules. It is an adaptation of Alderson et al.’s (1997)
test, which is divided into two parts (see Appendix C). The first task focuses on learners’
knowledge of target language grammar rules and presents test-takers with 17
ungrammatical sentences along with multiple-choice options offering possible
explanations (both accurate and inaccurate) describing the target grammar rule.
Participants are required to select the rule that best explains the error from among the
choices provided for each sentence. This test’s format departs from that used by Alderson
et al. (1997) in that it measures receptive metalinguistic knowledge rather than the ability
to state target rules (Elder, 2009). Task 2 requires test-takers to match items from a list of
grammatical terms to their corresponding examples in the passage. Although Elder (2009)
used a short text in one task, the task testing the receptive knowledge of terms included

no comparison between knowledge of terms at both sentence and text levels.

It can be seen that none of the tests described above measures all the components of MLK
(terms and rules) with its subdivisions (productive and receptive) (see Figure 2-5 below).

Furthermore, it is notable that all the items on these tests are at sentence level.
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2.9.2 Different tests of MLK

The different tests of teachers’ MLK (whether ETs or STs) used in previous studies
described above can be classified according to their purposes (see Figure 2-4 below).
Some tests aim to test the explicit knowledge of grammar rules, and others aim to measure
knowledge of grammatical terms. The findings of studies by Ellis (2009) and Elder (2009)
supported the validity of some of these tests, see more details below, as a measure of
explicit knowledge “because [the test used] involved a high degree of awareness, was
unpressured, focused attention on form and obviously required the use of metalinguistic

knowledge” (Ellis, 2009:46). The following sections present/analyse these different tests.

Figure 2-4: Different tests of MLK

Different kinds of tests to measure L2 ETs’/STs’ MLK

1
y Y

Explicit knowledge of grammar rules | | Explicit Knowledge of grammar terms |
| |

v v v v
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2.9.2.1 Tests measuring knowledge of grammar rules

Figure 2-4 above presents an overview of different test possibilities, some aiming to test
the explicit knowledge of grammar rules and others measuring knowledge of grammatical
terms. The best tests for assessing explicit knowledge of grammar rules are those that
elicit verbal or written responses to establish the respondent’s ability to present concept/s

deemed to be central to each case using metalinguistic terminology (Ellis, 2004). They

42



involve tasks asking test-takers to provide explanations of grammar. The criteria for the
adequate formulation of an appropriate rule normally involve the use of metalinguistic
terminology. Several kinds of tasks can be used to elicit verbal or written reports (see
Figure 2-4 above). The first is a task that requires participants to provide rationales for
their judgements in grammaticality judgement tests (GJTs). In the second, participants
are given sentences exemplifying correct or incorrect use of a specific grammatical
feature (usually underlined), which they are then asked to explain. The latter is the most
popular kind of task, and it has been used in several studies (e.g. William and Hardman,
1995; Alderson et al., 1997; Andrews, 1999a, 1999c; Andrews and McNeill, 2005; Elder
et al., 2007; Erlam et al., 2009; Shuib, 2009; Tsang, 2011). The most valid measure of
explicit L2 knowledge of grammar rules, especially productive knowledge, involve
collecting verbal/written explanations, based either on sentences that the participants have
judged to be ungrammatical or relate to already specified features in grammatically
correct/incorrect sentences (Ellis, 2004). This task format was used in the current study
(see Section 3.7.1.1) to focus on the ability of ETs and STs to state a rule (i.e. productive
knowledge) and test whether or not they could do so using metalinguistic terminology.
For the purposes of this study, the formulation provided by the participants (ETs and STs)
needed to employ terminology in order to be considered full marks. In other words, the
criteria for the adequate formulation of the appropriate rule included using metalinguistic

terminology.

Ina GJT, test-takers are asked to mark a sentence as either grammatical or ungrammatical.
It has been used, alongside other kinds of tests, in studies such as those by Wach’s (2014),
Erlam et al.’s, (2009), and Elder et al.’s (2007). Ellis (2004) analysed GJT as a research
tool in some depth. According to Ellis, GJT involves three processing operations: the first
is the ‘semantic process’, which involves understanding the meaning of a sentence; the
second is the ‘noticing process’ which involves searching to establish whether something
is formally incorrect in a given sentence, and the third is the ‘reflection process’, which
involves considering what is incorrect about a sentence, and, possibly, also why it is

incorrect.

Ellis argued that the validity of GJT as a measure of explicit knowledge is weak, because

it is difficult to determine what kind of knowledge participants draw on when they judge
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the grammar of a sentence. In addition, the kind of knowledge a GJT measures may in
part depend on whether the judgement is timed or untimed. Thus, the time allocated
during a GJT can be critical. If a participant does not have sufficient time, then it is
expected that they will tend to rely on implicit knowledge. Yet if they are given sufficient
time, they might then access their explicit knowledge. However, Ellis points out that even
if participants are given enough time, there is no guarantee that they will apply explicit
knowledge, because they may still choose to rely on their implicit knowledge. Another
problem related to this test is that participants might not judge the specific structures that
the researcher(s) intended. They might judge other structures contained in the test
sentence. For this reason, he suggests that test-takers should be asked to indicate or correct
the errors in the sentences, which they have judged as being ungrammatical. Despite this,

there are still doubts regarding the validity of a GJT as a measure of explicit knowledge.

Another option for measuring the explicit knowledge of rules is to use a task in which
test-takers are presented with ungrammatical sentences and given multiple-choice options
offering explanations (both accurate and inaccurate) describing the target grammar rule.
Participants are then required to select the rule that best explains the error from among
the choices provided for each sentence. This task was used by Ellis (2009) and Elder
(2009) to measure the receptive knowledge of rules. Elder (2009:117) justified his use of
this task format, stating that it “measures passive metalinguistic knowledge rather than
the ability to actively verbalize target language rules”. This task format will be employed
in the current study (see Section 3.7.1.1) in order to measure the receptive knowledge of

grammar rules.

The explicit knowledge of rules cannot be measured by a single task and instead requires
more than one task to demonstrate validity. There is a need to measure explicit knowledge
of rules involving both productive and receptive knowledge. Thus, two differently-
formatted tasks are used in this study. The first asks participants to state the rule that has
been broken in order to measure the productive knowledge of rules. The second presents
participants with ungrammatical sentences and multiple-choice options offering
explanations describing the target grammar rule. Participants are then asked to select the
best explanation. This type of task was selected for use in this study to measure receptive

knowledge (see Section 3.7.1.1).
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2.9.2.2 Tests measuring knowledge of grammar terms

Additional tests can also be used to measure MLK, especially with regard to ETs’ and
STs’> knowledge of terminology (see Figure 2-4 above). In these tests, participants are
presented with a sentence and asked to select from multiple alternatives and/or to identify
a named grammatical feature/function. The latter has been very popular and has been used
in several studies (e.g. Bloor, 1986; Andrews, 1999a, 1999c; Andrews and McNeill, 2005;
Erlam et al., 2009; Shuib, 2009; Tsang, 2011; Wach, 2014). Such tasks assess receptive
knowledge of terminology. Another receptive task format involves selecting a term for
the identified item in each sentence from among multiple-choice options. However, it
should be noted that multiple choice options must be carefully worded so as to present
plausible alternatives. In addition, it can be difficult to determine whether such tasks
measure receptive or productive knowledge. For example, a multiple-choice task format
might be as follows:

« In the following sentences, underline the term, which is provided in brackets, that
describes the item underlined in each of the sentences.

e He was playing. (subject - verb - object)

e Riyadh is the capital of S.A. (collective noun - proper noun - plural noun.)

In this case, participants may rely on their productive knowledge to answer the question
by looking first at the underlined item in the provided sentence (i.e. he/Riyadh) and
thinking of the correct answer (i.e. subject/proper noun) before looking at the choices
available. Another possibility is that participants will rely on their receptive knowledge
by looking first at the terms provided and, through their understanding of the concepts
involved, try to choose the item that represents each one. Due to this difficulty
determining which type of knowledge was used to answer the question, this format was

not used in this study.

In addition, beside tasks measuring receptive knowledge, MLK tests can involve tasks,
which measure the productive knowledge of terms by asking respondents to produce the
grammar terms for a pre-identified feature. This type of task was used by Bloor (1986),
Wray (1993), William and Hardman (1995), Andrews and McNeill (2005), Andrews
(19994, 1999c), and Tsang (2011).
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Thus, the explicit knowledge of terms cannot be measured by a single task but will require
more than one type to demonstrate validity. Measuring the knowledge of terms requires
a task examining the participants’ ability to produce appropriate terms (i.e. productive
knowledge) and another task examining their knowledge of grammar terms and
understanding of the concepts and terms referred to (receptive knowledge). In order to
measure the productive knowledge of terms, this study has selected the type of task
mentioned above in which participants are asked to produce the grammar term for a pre-
identified feature. In order to measure receptive knowledge, the task in which participants
are presented with a sentence and asked to identify a named grammatical feature/function

(see Section 3.7.1.1) was selected for use.

This section has reviewed the different tests employed in previous research to measure
MLK, explaining the options available to the researcher in designing an appropriate test
which will answer the research questions by comprehensively assessing participants’
actual level of MLK and thus shedding light on the nature of ETs’ and STs” MLK. It has
been determined that, for the purposes of this research, employing a pre-existing test may
not be enough to measure MLK accurately; in reviewing the tests applied in previous
studies, it was concluded that none of these options included tasks measuring all the
components of MLK and its subdivisions (productive and receptive). Therefore, in order
to demonstrate validity and provide more in-depth insights into MLK, the test used here
will cover two core components (knowledge of terms and knowledge of rules) with the

relevant sub-divisions (productive and receptive knowledge) (see Figure 2-5 below).
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Figure 2-5: The components of MLK tested

MLK of L2 teachers
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Moreover, reviewing the literature has revealed that no test in the previous research has
involved a task investigating the application of MLK in an extended text. Thus, the test
used in this study also aims to provide more in-depth insights into MLK by adding
additional tasks focusing on knowledge not only at the sentence level, but also at the text
level (for more detail about the design of the applied test, see Section 3.7.1). This study
aims to provide more in depth insights into MLK, by focusing on knowledge at text level,
rather than simply at sentence level. Text is included alongside the typical example
sentences in the test used in this study, as a text is longer than a short sentence and can
provide contextualised examples of less typical instances of grammatical categories (for
more detail see Sections 3.7.1.3 and ). It will therefore, make it easier to predict the extent

to which teachers would be able to apply their MLK to a text.

2.10 Previous research into teachers’ MLK

This section evaluates studies concerned with teachers’ MLK, either that of STs or ETs.
The studies will be classified according to their specific aim; for example, studies
concerned with measuring teachers’ MLK, studies interested in conducting a comparison
between the MLK of ETs and STs, and studies concerned with ETs and STs’ opinions
regarding their own MLK.
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2.10.1 Studies concerned with measuring teachers’ MLK

The volume of research into the MLK of teachers— either STs or ETs, for both native
speaker (NS) and non-native speakers (NNS), has increased, especially in relation to the
teaching of the English language (Bloor, 1986; Williamson and Hardman, 1995;
Andrews, 19993, 1999c; Hislam and Cajkler, 2002, 2005; Andrews and McNeill, 2005;
Elder et al., 2007; Berry, 2009; Shuib, 2009; Erlam et al., 2009; Tsang, 2011; Sangster et
al., 2013; Wach, 2014). These studies have been conducted on diverse components of
MLK in different educational contexts; e.g. in the UK (Bloor, 1986; Williamson and
Hardman, 1995; Hislam and Cajkler, 2002, 2005; Tsang, 2011; Sangster et al., 2013), in
China (Andrews, 1999a, 1999c; Andrews and McNeill, 2005; Berry, 2009), in Malaysia
(Elder etal., 2007; Shuib, 2009; Erlam et al., 2009), in Poland (Berry, 2009; Wach, 2014),
and in Austria (Berry, 2009). The majority of these studies have concluded that there are

deficiencies in teachers’ MLK.

In studies conducted to investigate the various components of MLK of NS English
language teachers, the focus was on measuring the MLK of NS STs, rather than NS ETs,
and the findings have largely been that the level of STs” MLK is unsatisfactory. For
example, Bloor’s (1986) study, which concerned NS STs’ knowledge of terminology,
included a test with 15 items to explore whether respondents could identify particular
parts of speech in a sample sentence (e.g. verb, noun, adverb, etc.). The test also included
four items to test ability to identify grammatical functions (e.g. subject, and object). It
found deficiencies in STs’ knowledge of grammar terms. Hislam and Cajkler’s (2002)
study, which investigated the level of NS primary teacher trainees’ knowledge of
grammar terms, by measuring their ability to classify parts of speech, also reached a
similar conclusion. In a later study in 2005, they also saw examples of such weaknesses
in four NS trainees when they conducted a lesson observation. Likewise, Sangster et al.’s
(2013) study, conducted with NS primary teachers-to-be and NS STs secondary teachers-
to-be, found knowledge of grammar terms and the ability to classify parts of speech was

limited.

Additional studies have included principal components of MLK, knowledge of terms and
knowledge of rules, such as Williamson and Hardman’s study (1995). This involved 99

NS trainee primary school teachers embarking on a one year primary teacher training
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course. The researchers made use of a questionnaire, in which the first section included a
question requiring the participants to describe the functions of the underlined items in ten
sentences. Another section asked them to define some parts of speech, to list uses of
commas, and to describe the difference between a clause and a phrase. In addition, there
was a section that asked them to identify grammatical errors in three extracts of writing,
and to explain each of these errors. The findings revealed significant gaps, especially in
the productive knowledge terminology, among NS STs. In addition, the results showed
that they lacked the ability to formulate a grammatical rule. Similar results emerged from
Erlam et al.’s (2009) study of the MLK of 33 NS STs, which involved administrating a

test, as will be discussed in more detail below.

Understanding the hierarchical nature of language, including concepts such as phrase and
clause is important for teachers (see Section 5.3). Orsini-Jones (2008) identified them as
threshold concepts for language students when learning how to break down their native
and target language into grammatical categories. The participants were 128 first year
undergraduate languages students at Coventry University. They were given a grammar
analysis task. The objective of the task was to analyse sentences according to the
Hallidayan ‘rank scale’, determining the hierarchical structure of each sentence (Halliday
1985). The aim of the grammar analysis task was to equip students with a conceptual

arsenal for linguistic analysis. Coulthard (1985:121) summarises the rank scale concept:

A first assumption of a ‘categories’ description is that the analytic
units can be arranged on a rank-scale which implies that unites are
related in a ‘consists of” relationship with smaller units combining
with other units of the same size to form larger ones. Thus, a
sentence consists of one or more clauses, each of which in turn
consists of one or more groups, and so on. The structure of each
unit is expressed in terms of permissible combinations of units
from the rank below, the structure of a clause for example being
described in terms of nominal, verbal, adverbal and prepositional

groups.

This involved analysis of the structure of sentences, clauses, phrases, and words in terms
of the item immediately below each one on the ranking scale, and the taxonomy of

clauses, phrases, words and morphemes. The study showed participants were finding
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certain phrases and clauses problematic. Many students were struggling to see the
connections between the various components that form the scaffolding holding the
sentence together. Semi-structured interviews were conducted with self-selected groups
of students (a third of all students took part); to investigate their attitudes towards
grammar learning and their perception of what constituted ‘troublesome knowledge’. The
analysis of the interview transcripts revealed that the students felt most challenged by the
grammatical categories of phrase and clause. The transcripts also showed that while some
were becoming "unstuck’, others were in a state of oscillation, swerving more towards
misunderstanding than understanding. The study revealed that the grammar categories of
phrase and clause are self-standing threshold concepts, which once mastered can open up

a new understanding of further concepts and relationships.

Concern over the MLK of NS STs has gradually advanced to focus on the issue of MLK
among English language NNS STs and ETs (Andrews, 1999a, 1999c; Andrews and
McNeill, 2005; Elder, et al., 2007; Berry, 2009; Erlam et al., 2009; Shuib, 2009; Tsang,
2011; Wach, 2014). What follows is a discussion of these issues.

2.10.1.1 The MLK of English language non-native student-teachers (NNS STs)

The majority of the research into teachers’ MLK is recent and much of it has centred on
English language NNS teachers, with particular emphasis on STs. These studies have
taken three directions; studies covering the two main components of MLK; knowledge of
terms and knowledge of rules (Andrews, 1999c; Erlam et al., 2009; Wach, 2014), and
studies concerned with measuring only one component of MLK, knowledge of grammar

terms (Berry, 2009), or knowledge of grammar rules (Elder, et al., 2007).

One component of Andrew’s (1999c¢) in-depth study in Hong Kong aimed to investigate
the level of explicit knowledge of grammar rules and terminology of 20 NNSs, who were
prospective English teachers. He used a MLK test (see Section 2.9.1), and his study
revealed that STs had gaps in their explicit grammar knowledge, even when asked to
address relatively elementary errors. The mean score for their overall tests was just below
50%. In addition, the results returned a mean score that was higher in the recognition task
(the mean score was 71.94%) than in production tasks (the mean score was 48.76%). On

the other hand, it was noticeable that they were better at producing terminology (the mean
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score was 48.76%) than at rule explanations (the mean score was 22.32%). Andrews
concluded this was because the task of producing terminology was less cognitively

demanding than the task of explaining the rule.

Andrews (1999c) does not, however, provide any details about the extent of the
respondents’ knowledge of terms, mentioning just a few examples in the discussion;
indirect object, preposition, passive verb, and finite verb. Nor were there any details about
their abilities to formulate grammar rules. One question that needed to be asked, however,
was whether they were able to formulate rules formally or informally. In addition, the
relatively small sample size was a limitation of his study.

Elder, et al.’s (2007) study aimed to test productive knowledge of grammar rules among
61 advanced English Language learners from Malaysia who were also trainee English
language teachers. They enrolled in a one-and-a half year foundation programme at
international languages teacher training institute in Malaysia. They were tested according
to a Metalinguistic Knowledge Test (MKT). The test included sentences and asked
participants to provide an explanation in the form of a rule for each error identified and
marked for them in each sentence. This test was an adaptation of the test produced by
Alderson et al. (1997). The items on the tests were all at the sentence level. The
participants also used a GJT, with 68 sentences that were either grammatical or
ungrammatical. They used the GJT to determine if there was an association between the

ability to detect errors and offer an explanation.

The results of Elder, et al.’s (2007) study showed that only 49.4% of STs delivered
acceptable rules to explain the tested structures. Overall, the mean average scored for
their ability to use appropriate terminology in their explanations was 33.8%. The
structures that were easiest to formulate, i.e. the ones in which the participants performed
best when formulating an adequate rule, were simple past tense, plural ‘s’, possessive ‘s’
and comparatives. The structures that were most difficult for students to formulate rules
about were, from most to least difficult; ergative, verb complements and unreal
conditions. In summary, overall, the STs achieved less than 50% in terms of acceptable
responses on the rule explanation questions. In addition, their command of grammatical

terminology was weak, correlating with their poor ability to formulate rules.
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In contrast, on the GJT, the participants scored highly (average 88.54%); this means they
were competent in their ability to judge grammatical and ungrammatical structures. In
addition, this study showed that there was an association between the ability to detect
errors and explanation, arguing that explicit knowledge contributes to the resolution of
both types of items. This study differed from others because its key focus was on the
ability to formulate a rule. The authors claimed that they aimed to test the MLK of the
STs, but in fact, they tested only one component of MLK, i.e. the productive knowledge
of rules. There were no questions designed to deal with the other components of MLK
such as productive and receptive knowledge of terminology.

Berry (2009) completed a comparative study evaluating the receptive knowledge of
grammar terms among 296 STs in Poland, Austria and Hong Kong, through
administration of a questionnaire, which included 50 items of terminology. The
participants were asked to tick the items that they recognised, and then exemplify them.
The finding was that the participants generally had a receptive knowledge of only 40—
50% of the grammar terms. Moreover, there were individual differences across the three
groups. The main weakness of the study was the failure to measure the receptive
knowledge of terms in-depth. The participants may, for example, know the term ‘adverb’,
and if they also believe that each word that ends with —ly is an adverb they could provide
‘slowly’ as an example for the term ‘adverb’. Nevertheless, this does not show that they
understand the concepts associated with the term ‘adverb’, that it is, as ‘a word that serves
to modify a sentence, a verb, an adjective or another adverb’. Thus, arguably, this format

of task does not measure the depth of a participant’s receptive knowledge.

Erlam et al. (2009) chose to investigate the level of MLK of 61 Malaysian STs using a
two part test. This study found similar results to those of previous studies, revealing that
the STs performed poorly on all parts of the test. The first part of the test was a GJT,
consisting of 40 sentences, some of which were ungrammatical. The participants’ task
was to mark a sentence as either grammatical or ungrammatical. The test was used to
determine if participants’ MLK scores correlated with their ability to recognise errors.
The second part was a MLK Test including two sections. The first section involved 15
sentences to test their ability to formulate rules and to highlight their ability to provide

terms in their explanations. It asked the participants to explain underlined errors. While
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formulating the rules, the participants were expected to use formal terminology. The
second section tested their recognition of terms. The first task required the participants to
read a brief text and afterwards identify 19 grammatical categories in it. The second task
asked participants to underline the items in brackets (grammatical functions) in 4
sentences. The participants achieved less than 50% of acceptable responses on the rule
explanation task, and just over 50% on recognition tasks. The STs demonstrated a greater
capacity to recognise terms than provide rules. The researchers did not test the productive
knowledge of terms, and looked at their ability to produce terms only through their

explanations of rules.

They focused on rules and terminology that presented particular difficulties for STs.
When identifying grammar structures, the STs found the four easiest terms to identify
were subject, noun and verb; conversely, they found the three most difficult to be finite
verb and agent. For rule formulation, plural-s, possessive —s, and comparatives were the
most straightforward, and the hardest were verb complementation and ergative verbs, and
comparatives. In this study, there were no details given about how the participants

formulated rules.

Wach (2014) conducted a recent in-depth study to investigate explicit English grammar
knowledge in Polish users of English. One category of users was an English language
STs’ group. The number of participants was 54. The participants were tested using tests
adapted from Erlam et al. (2009). The results regarding MLK showed that the STs’
performance at giving explanations was the worst (the mean score was 48.1%) when
compared with their performance on the recognition task (the mean score was 85.2%). It
seemed that they experienced difficulty formulating rules, as well as with using grammar
terms while giving explanations (the mean score was 55.4%). In contrast, STs
demonstrated a greater ability in regard to recognising terms. The results of the GJT
showed that the participants scored highly (83.3%) in their ability to judge grammatical
and ungrammatical structures. The researcher did not take into account weaknesses in the
validity of a GJT as a measure of explicit knowledge, as was discussed earlier. Returning
briefly to this issue, the weakness of that kind of test was that it is difficult to know what
kind of knowledge (implicit knowledge or explicit knowledge) participants draw on when

they judge a sentence’s grammar (see 2.7.1). Another weakness of this study was that the
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researcher did not test the participants’ productive knowledge of terms. In addition, it
relied too heavily on measuring MLK levels, without offering a descriptive analysis of
responses. It gave no details about what terminology the respondents knew and did not

know, nor did it offer details about how they formulated rules.

These previous studies into NNS STs’ MLK—both those measuring the two main
components of MLK (i.e. knowledge of terms and knowledge of rules [Andrews, 1999c;
Erlam et al., 2009; Wach, 2014]) and those that measured only one component (e.g.
knowledge of grammar terms [Berry, 2009] or knowledge of grammar rules [Elder et al.,
2007])—have generally found deficiencies in NNS STs’ knowledge of terms and rules.
Their overall performance has tended to illustrate a low level of knowledge. Having
discussed previous studies concerned with measuring the MLK of NNS English language

STs, the following section will discuss those related to ETs.
2.10.1.2 The MLK of English language non-native experienced-teachers (NNS ETs)

Previous studies have provided powerful insights into English language NNS ETs” MLK
by assessing their MLK level, and focusing on comparison between the components of
MLK (Andrews, 1999a 1999c; Andrews and McNeill 2005, Shuib, 2009, Tsang 2011,
Wach, 2014).

For example, part of Andrews’ (1999a) in-depth study, explored explicit knowledge of
English grammar terms and grammar rules among 187 secondary teachers in Hong Kong.
These teachers, who all had fewer than 5 years teaching experience, were tested using the
same test as described in Andrews, 1999c. The overall mean score for these subjects was
65%, revealing that there were gaps in these teachers’ MLK; however, this is still a
stronger performance than that reported in many other studies. Furthermore, their
performance on the recognition task was the highest as they scored 75.1%. They scored
63.2% on the task designed to test their productive knowledge of terms. This indicated
that their receptive knowledge of terms was superior to their productive knowledge. The
results also revealed that these teachers experienced difficulty giving explanations for

errors, scoring only 38.9%.
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Similar results were also reported in Andrews’ subsequent study (1999c), in which one
of the groups investigated was a practicing teacher group comprised of 20 participants.
These teachers had an average of two years’ teaching experience, and their overall score
was nearly 60%, with their performance on rule explanation being the lowest (they scored
42.5%), their performance in the productive task higher (65.8%), and highest in the
recognition task (82.8%). The results of Andrews’s studies (1999a, 1999c) concluded that
the MLK of ETs is not high and suffer from gaps and weakness in some components of

MLK, especially as regards the productive knowledge of rules.

Interestingly, similar results were found in another study carried out by Andrews and
McNeill (2005), which involved the testing of three ETs teachers in Hong Kong. Part of
this study aimed to measure the teachers’ MLK. The test used was the same one as that
used in Andrews’ (1999a and 1999c¢). Despite all the participants being proficient in
English, all three performed badly when asked to explain the errors they had corrected,
and when they were asked to provide grammar terms. On the other hand, the teachers

demonstrated a comparatively better receptive knowledge of terms.

Shuib (2009) conducted another study to evaluate the MLK of 71 Malaysian primary
teachers of English language, and reported similar findings to Andrews having used an
adapted version of Andrews (1999a, 1999c). The mean score for the overall test was
39.5%, reflecting a low level of MLK. The mean score for their receptive knowledge of
terms was 61.4%, the mean score for productive knowledge 33.6%, and for their
productive knowledge of rules only 10.7%. Therefore, this study added little to the
discussion, unlike Tsang’s (2011) study in Hong Kong, which redesigned Andrews’
(1999a, 1999c) test. The aim was to explore the MLK of local English teachers in primary
schools, based on 20 practicing English teachers with from 1 to 17 years of teaching
experience. Tsang reordered Andrews (1999a, 1999c) test; beginning with the production
task, and then following it with recognition and explanation. Notably, in this study, in the
fourth task, the errors were categorised into three levels; word level, phrasal level and

clausal level (Example 4).
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Example 4:

(i) Word level; (e.g. subject-verb agreement):

Everyone thinks that the design of the jeans are good. (Where the main verb ‘are’ does not agree
with the subject ‘design’.)

(ii) Phrasal level; (e.g. location of modifying/prepositional phrase):

The in the blue basket kitten belongs to the orphan. (Where the post-modifier/prepositional phrase
‘in the blue basket’ is placed in between the determiner ‘the’ and the noun being referred to.)

(iii) Clausal level; (e.g. sentence fragment/incomplete sentence):

While | was reading the guidebook written by a famous tour guide. (Where the main clause, e.g. ‘the
phone rang.’, is missing).

o Examples of sentences taken from Tsang’s sample test items (2011:5).

On this test, the participants performed better in the recognition and production tasks than
in the explanation task, corresponding with previous studies. However, interestingly,
while in Andrews’s study (1999a, 1999¢), Andrews and McNeill, (2005) and also Shuib
(2009), the mean scores of the teachers in the recognition task were higher than their mean
scores in the production task, in Tsang’s study (2011) the reverse was true. That is, the
participants’ mean scores in the production task were higher than their mean scores in the

recognition task. The researcher interpreted this as follows:

The difference in the score for the production task and that for the recognition
task might relate to the test items of the two tasks. The recognition task
involved the identification of examples of both grammatical functions (e.g.
‘direct object’) and grammatical forms (€.g. ‘noun’) while the production task
involved only the grammatical forms. The questions on grammatical functions
seemed to have dragged down the overall score of the recognition task. (Tsang,
2011:8).

Examination of the results of Tsang’s test (2011) confirm that the participants found it
easier to identify grammatical forms (e.g. ‘noun’ and ‘determiner’) than to identify
grammatical functions (e.g. ‘subject” and ‘indirect object’). However, the paper does not
specify what these forms and functions are. Moreover, the teachers were more competent
in their explanations at the word level than at the phrasal and clausal levels. Tsang’s
(2011) study can be criticised for the following reasons. Firstly, the sample size was small,

which makes it difficult to generalise results across all primary school English teachers
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in Hong Kong. Second, there was no explanation about how the students delivered their
explanations, i.e. whether they used terminology or not. In addition, no details were

provided about what terminology participants knew and did not know.

Wach’s (2014) study measured MLK among ETs, as one of the three groups of Polish
users of English in his aforementioned study. They were teachers at primary, middle and
secondary school, and their teaching experience ranged from 0.5 to 7 years. The results
of this study confirmed the findings of the other studies; i.e. that ETs demonstrate a
greater ability to recognise terms than produce terms or provide rules. They scored 73.1%
in the task that tested their recognition of terminology, and 53.7% in the rule formulation
task. In addition, they scored 36.8% in their ability to use grammar terms while giving
explanations. On the GJT, the participants scored highly (78%), in their ability to judge

grammatical and ungrammatical structures.

These previous studies into ETs” MLK reveal that, although their performance may only
be said to be moderate, there are distinct limitations in their explicit knowledge of rules
and terms. Andrews (1999a, 1999c), Andrews and McNeill (2005), Shuib (2009), and
Wach (2014) concluded that ETs demonstrate a greater receptive than productive
capacity. Meanwhile, Tsang (2011) reported better performance among ETs in production
tasks. Tsang (2011) justified this different result by claiming that it might relate to the test
items on the two tasks in the applied test (more details were presented above). Moreover,
Andrews (1999a, 1999c), Andrews and McNeill (2005), Shuib (2009), Tsang (2011), and
Wach (2014) concluded that ETs find formulating grammar rules somewhat problematic.
This finding is predictable, because the task of explaining rules makes greater cognitive
demands on subjects, requiring them to make explicit the rule that has been broken and
to employ the appropriate metalinguistic terms in order to explain why (Andrews, 1999c;
Andrews and McNeill, 2005; Tsang, 2011). Nevertheless, these studies failed to specify
whether the problem of the difficulty in formulating rules was due to language or lack of

knowledge about the rules.

This section discussed previous studies measuring teachers” MLK. The next section

discusses comparative studies evaluating ETs” and STs MLK.
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2.10.2 Studies concerned with STs’ MLK versus ETs’ MLK

Teaching experience, as discussed in (2.8.3), can contribute to the development of the
MLK of English ETs (Andrews, 1999c, 1994b; Johnston and Goettsch, 2000). This is,
however, not true of all teachers. Andrews (2006) found evidence that teachers’ MLK did
not necessarily improve over time. Nevertheless, an earlier study (Andrews, 1999c)
comparing NNS ETs, who had at least two years of teaching experience, with NNS STs,
had found that the MLK of ETs, related to their productive and receptive knowledge of
terms as well as their productive knowledge of rules, was superior to that of STs. This led
to the hypothesis that teaching experience (since that is what all ETs have and all STs
lack), could be an influential factor affecting the development of a teacher’s MLK. The
overall score for ETs in that study was nearly 60% and for STs 50%. The ETs
performance in the recognition task was 82.8% whereas the STs scored 72%. Likewise,
the ETs score 65.9% in the productive task, which was higher than that of the STs, who
scored only 48.8%. The ETs scored 42.5% in the task asking them to provide the rules,
whereas the STs scored only 22.32%. In the case of Andrews work, a serious limitation

has been sample size (Andrews, 1999c).

Wach’s (2014) study, also aimed to pinpoint any difference between NNS ETs and NNS
STs, and found that ETs’ productive knowledge of rules was superior to that of STs (ETs
scored 53.7% on that task, whereas STs scored 48.1%). On the other hand, he found that
STs demonstrated higher capacity to recognise and use terminology during rule
formulation than ETs. The mean score of STs on recognition tasks was 85.2%, and it was
73.1% for ETs. The STs’ mean score for using grammar terms while giving explanations
was 55.4%, whereas it was 36.8% for ETs. Wach argued that this result could be
anticipated, as STs have higher MLK “...because of their intensive language study: they
still had instruction in EFL, including a grammar-oriented course, and in linguistics,
which probably often involved the use of metalinguistic terminology” (Wach, 2014:60).
An alternative explanation might be that the ETs have learnt through experience to avoid

terminology that their learners might not understand, preferring to use every day words.

Thus of the few studies that have explored the differences between ETs’ and STs” MLK
(Andrews, 1999c; Wach, 2014), the findings are contradictory, implying a need for
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further research. The following section explores the contrast between STs and ETs

further, by highlighting the teachers own opinions regarding their MLK.

2.10.3 Studies concerned with the ETs’ and STs’ opinions of their MLK

There is relatively little recently published research on ETs’ and STs’ opinions of their
own MLK. However, some of the research reviewed in the preceding paragraphs has
raised concerns regarding this issue (Andrews, 1999b; Andrews and McNeill, 2005;
Shuib, 2009; Pahissa and Tragant, 2009; Tsang, 2011; Sangster et al., 2013). Those that
touch on it have focused on eliciting teachers’ views regarding their performance in an
MLK test. Interestingly the findings show that, although the results of these studies, did
not address the issue directly, they did show that teachers, especially ETs have some

awareness of their MLK limitations.

The three teachers (ETs) interviewed for Andrews’ (1999b) study, briefly stated that they
felt that their explicit knowledge has gaps and that their confidence in this regard is low.
Andrews and McNeill’s (2005) were also concerned with measuring the MLK of three
ETs, in which the researchers conducted interviews with participants to understand the
characteristics of good teachers. One of these characteristics was their self-awareness of
the limitations of their own MLK.

In Shuib’s (2009) study, the researcher interviewed primary school teachers (ETs) and
asked them about their views about the aspects of grammar that posed a difficulty for
them, and about their perceptions of the possible causes of those difficulties. The
researcher found that the majority of participants admitted difficulties providing rules,
although it was easy for them to recognise terms. Their responses supported the
researcher’s findings in the quantitative test results; they claimed that the reason for their
weakness in providing the rules was the complexity and multiplicity of grammar rules
and insufficient exposure to grammar during their teacher training, and subsequent lack
of interest in improving their grammar. Tsang (2011) devised a questionnaire to ask 20
primary teachers (ETs) to provide their views on the tasks in the test they had completed,
and their perceived performance in these tasks. The participants reported finding it easier

to identify examples of grammatical forms, than grammatical functions.
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In Sangster et al.’s (2013) study, a key aim was to investigate how accurate NS primary
STs and NS secondary STs were in their estimations of their existing grammar
knowledge. The findings revealed that the participants had a high level of confidence and
a positive perception, but that this was in contrast to their poor performance on the test
employed in this study.

Pahissa and Tragant (2009), conducted a qualitative case study aiming to shed light on
the beliefs underling the behaviours of three NNS ETs, teaching English in secondary
schools in Catalonia. An interesting finding of this study was that the teachers admitted
compensating for inadequacies in their L2 proficiency, by relying on use of terminology

to provide rules.

Overall, the studies that touched on teacher opinions about their MLK discovered a
measure of self-awareness. Having discussed studies concerned with teachers’ MLK, the

following section addresses the gaps in the literature in this area.

2.11 Gaps in the literature on investigating teachers’ MLK

After evaluating the previous studies investigating NNS STs’ (Andrews, 1999c; Elder, et
al., 2007; Berry, 2009; Wach, 2014) and NNS ETs” MLK (Andrews, 1999a 1999c;
Andrews and McNeill, 2005; Shuib, 2009; Tsang, 2011; Wach, 2014), it becomes evident
that there remains a need for extensive research to measure MLK. There is a critical
shortage of research investigating MLK, especially if we consider the increasing interest
in this area in recent years. Therefore, the proposed study aims to elaborate on and extend

the results of previous studies, to advance understanding of this topic.

The research to date (Andrews, 1999a, 1999c; Andrews and McNeill, 2005; Shuib, 2009;
Tsang, 2011; Wach, 2014) has largely focused on specific individual components of
MLK: productive knowledge and receptive knowledge of terms, or productive knowledge
of rules. It is rare to find a study that covers all the components of MLK (see Figure 2-5
below). No study has looked at receptive knowledge of rules of ETs and STs. Productive
knowledge of grammar rules (the ability to formulate a rule) and the receptive knowledge
of rules are not the same thing. If teachers are able to formulate a rule, we can assume
that they also have receptive knowledge of it, but not the reverse. The assumption by Ellis

(1997) is that teachers need to have both, as this is necessary if they are to have the ability
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to state these rules to their learners. Ellis (2004) motivated the author to include receptive
knowledge of grammar rules as a component of MLK to be investigated. Thus,
investigating receptive knowledge can reveal whether the difficulty in formulating rules
that teachers faced in previous studies resulted from a lack of receptive knowledge of
rules or not (and how much that was a knowledge problem); something previous studies

have failed to address.

Therefore, this study will measure the two components of MLK: knowledge of terms and
knowledge of rules with the relevant sub-divisions: productive and receptive knowledge
(see Figure 2-5), in order to provide more in depth insights into MLK.

Previous researchers have confined themselves to measuring MLK at the sentence level,
providing example sentences in their tests. No study has investigated the application of
MLK in an extended text. Although, Wach (2014) used a short text in one task, in his test
to test word classes only, there was no comparison conducted between MLK performance
at sentence level and text level. This study aims to provide more in depth insights into
MLK, by focusing on knowledge not only at sentence level but also at text level. It targets
their explicit knowledge of English terminology at different levels (productive and
receptive; see Figure 2-5). Finally, by collecting opinions, it also aims to get a more in-

depth understanding of the participants’ MLK than has been achieved previously.

All of the studies reviewed above reveal gaps in the MLK of both STs and ETs. By
critically examining these studies, we can, however, see that they cannot tell us how deep
their MLK was, or how they formulated rules. In most of the previous studies, although
there was a question that asked participants to provide a rule, the researchers chose not to
analyse that ability. In other words, they limited their scope to assessing the ‘level’ of
MLK, and not the ‘nature’ of MLK. For this reason, there is a need to address the nature
of MLK in the present study.

By investigating the nature of their MLK, a more in-depth and richer understanding of
key features and patterns of the participants’ knowledge will be obtained, regarding, for
example, their ability to formulate rules with/without using terminology, which
grammatical features they know best, and their knowledge of the subcategories of

grammatical features (more details see Sections 3.2, 3.7 and 3.8).
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As the literature review has revealed, there is also an important shortage of empirical
research comparing ETs with STs. No study has looked at STs and ETs with a similar
educational background. One of the author’s interests when designing this study was to
pinpoint any significant differences between the two groups. A novelty in the present
study lies in the fact that the two participant groups, STs and ETs share a similar
educational background, which enables the researcher to observe how MLK might change
as a result of teaching. This could provide very informative findings, regarding whether
grammar is best learnt on the job. This constitutes one of the primary strengths of this
study.

In previous studies, there have been few details regarding ETs’ and STs’ opinions of their
own MLK; in particular, how they see their knowledge and whether they recognise their
areas of weakness. This study aims to fill this gap by investigating their perceptions of
the range and depth of their MLK, and explaining whether their subjective views
correspond to the more objective measurements provided by the test. It is important to
discover if teachers are aware of the range and depth of their MLK, because such
awareness can be seen as the first step to improvement, the second step being awakening
the desire for self-improvement (Andrews and McNeill, 2005).

As mentioned above, the current study aimed to investigate the MLK of ETs and STs in
more depth, covering all the components of MLK, investigating the application of MLK
in extended texts as well as at the sentence level, and revealing the nature of MLK and
teachers’ perceptions of their own MLK. To investigate these aspects of MLK, three

research questions were formulated (see Section 1.4).

2.12 Summary

This chapter commenced with a brief overview of the concept of pedagogical grammar,
including implicit and explicit knowledge, and was followed by a discussion of
metalinguistic understanding and its development. The chapter then discussed L2
teachers’ MLK, its characteristics, its relevance to teaching grammar, and the factors that
might help to improve that knowledge. Next, it provided a detailed description of the
different tests available for assessing teachers’ MLK, and it then reviewed the existing

literature related to 1) measuring teachers’ MLK, 2) comparing the MLK of ETs and STs,
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and 3) teacher opinions regarding their own MLK. This led to the development of the
three research questions outlined in Chapter 1. The next chapter will discuss the study’s

research design and methodology.

63



CHAPTER 3: RESEARCH METHODOLOGY

3.1 Introduction

This chapter details the research design and methodology applied in the present study,
and introduces the target populations and sampling method. The quantitative and
qualitative data collection methodologies are discussed, and the data analysis procedures
employed are explained. Following this, there is a description and discussion of the
validity, reliability, limitations and ethical issues associated with the chosen research

methods.

3.2 Mixed methods research approach

Before embarking on this study to investigate issues related to MLK, there was a need to
locate it within an educational paradigm. In the social sciences, there are a number of
paradigms available; principally positivism, interpretivisim, post-positivism, and
criticality (Cohen et al., 2011). These paradigms offer alternative ways of viewing the
social world, different understandings about how knowledge is sought and gained through
social inquiry (Thomas, 2013; Bryman, 2012), and provide conceptual and philosophical
frameworks to guide researchers (Creswell, 2009). Paradigms can be characterised in
reference to their ontology (understanding of reality), epistemology (understanding of
how one acquires knowledge) and methodology (the methods applicable to gathering
knowledge). When researchers align themselves to a particular ontology, this will often
lead them to embrace either a qualitative, quantitative, or mixed methods approach to data
collection (Creswell, 2014).

Positivism emerged from the work of 19" century French philosopher Auguste Comte,
and is defined as “the belief that objective accounts of the world can be given and that the
function of science is to develop explanations in the form of universal laws, that is, to
develop nomothetic knowledge” (Punch, 2009:18). According to positivist researchers, a
single and objective reality exists, that is separate from the researcher (Sekaran and
Bougie, 2013). Positivists assume that knowledge about the social world can be obtained
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objectively, without scope for subjective interpretation by the researcher (Thomas, 2013).
This objective approach involves the use of scientific, quantitative methods, such as
survey techniques, structured observations, and experiments, and often involves statistical
analysis of data (Oakley, 2000 and Saunders et al., 2012; Punch, 2009; Newby, 2010;
Thomas, 2013). Positivist researchers begin their inquiry deductively, generating
hypotheses, and then engaging in the collection of data that either confirms or rejects their

hypothesis (Bryman, 2012).

The majority of this current study accords with the positivist paradigm. It aims to establish
the range and depth of Saudi female teachers’ (ETs” and STs’) MLK, by establishing the
exact level and nature of their knowledge, and identifying any areas of weakness or
strength. The positivist paradigm is the most relevant to this part of the study, as it is
principally concerned with acquiring knowledge through objective quantitative methods
such as tests and questionnaires.

Interpretivisim holds the opposing view, specifying that reality is a subjective and
multiple construction, based on individual descriptions, experiences and interpretations
(Creswell, 2014 and Thomas, 2013). This paradigm relies on the acquisition of
knowledge through attaining understanding of, and exploring human and social reality
(Cohen et al., 2011). Interpretivists aim to understand the world from the point of view
of target social actors; they are not concerned with the generalisability of their findings
(Sekaran and Bougie, 2013). Interpretivist researchers interpret the meanings others have
derived about the world; making inquiries that generate or inductively develop a theory
or pattern of meaning (Creswell, 2014; Thomas, 2013) using qualitative methods
(Sekaran and Bougie, 2013; Punch, 2009).

In addition to testing the participants’ MLK, the study investigates ETs’ and STs’
perceptions of their MLK (using semi-structured interviews and a questionnaire) and
sheds light on their ability to apply knowledge by giving explanations which reflect the
nature of their MLK (using semi-structured observations for ETs, and role-playing for
STs). The use of qualitative methods (semi-structured interviews, semi-structured
observation, and role-playing) and analysis which involves some level of interpretation

were chosen for this purpose. This has resulted in a mixed methods study although the
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quantitative element dominates. For more details about the role of the quantitative and

qualitative methods used in this study, see Sections 3.7 and 3.8.

The qualitative techniques used in this study are crucial to enabling the researcher to
include teachers’ explanations as a component of their MLK, particularly the lesson
observations and the role-playing. The researcher’s aim was to find out whether the
participants had an underlying knowledge and understanding of MLK and to what extent
they can articulate grammatical points to their students clearly and accurately. Observing
teachers’ explanations and/or reflections on a particular student’s response/question will
reflect their understanding regarding their knowledge of grammar rules, and also assist in
clarifying their knowledge of grammatical concepts and terms. Moreover, their
explanations could disclose strengths and weaknesses in their knowledge, to gain a more
in depth picture of their MLK. Furthermore, it be possible to obtain a richer understanding
of the nature of the grammatical explanations available; for example, what they include
or do not include, their clarity, simplicity, and which aspect of the three aspects of
language (form, meaning, and use) are considered by teachers when teaching grammar,
as well as how far grammatical terminology is used during lessons. Thus, using
observations and role-play could help corroborate the results obtained from the tests. In
addition, it will be beneficial to have different and complementary data to develop a
clearer understanding of the nature of the participants’ MLK to produce an in-depth and
rounded impression of their MLK and to enhance the credibility of the study findings

overall.

Research approaches “are plans and the procedures for research that span the steps from
broad assumptions to detailed methods of data collection, analysis, and interpretation”
(Creswell, 2014:3). They can be qualitative, quantitative, or mixed methods, and each has
its own characteristics and functionality (Newby, 2010). The choice of methods typically
depends on the purpose of the study and the research questions being asked (Punch,
2009).

The mixed methods approach chosen in this study involves collecting and analysing data
using a range of quantitative and qualitative techniques. The ratio of each approach will
vary according to the parameters of the study (Newby, 2010; Creswell, 2014). The
rationale for the selection of techniques is guided by the aim to collect a wide ranging set
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of data that is both empirical and meaningful. The researcher will achieve this by
comparing the findings generated by each method to reach conclusions that are more
accurate and valid (Creswell, 2014). The purpose of selecting this approach was to
validate and corroborate results, and to expand on the quantitative results with qualitative
data for the sake of developing a more complete understanding of ETs’ and STs’ MLK.
It was to enhance validity, corroborate the results from the different methods, and obtain
a more complete understanding (Creswell and Plano Clark, 2011; Dornyei, 2007). Other
reasons for selecting this approach included illustrating quantitative results using
qualitative findings, synthesising complementary quantitative and qualitative results to
develop “a more complete understanding of a phenomenon, and comparing multiple

levels with a system” (Creswell and Plano Clark, 2011:77).

According to Punch (2009), the aim of the mixed methods approach is to take advantage
of the benefits associated with qualitative and quantitative methods, and to integrate each
into a research design in a manner that complements the parameters and requirements of
the research question. Thus, the use of both approaches circumvents the limitations
associated with each method were they to be applied independently (Creswell, 2014). In
addition, the collection and analysis of quantitative and qualitative data facilitates a
comparative analysis and cross-validation of research findings. The advantages of the
mixed methods approach convinced the researcher that it was an ideal option for the

purposes of this study investigating the MLK of ETs and STs.

3.3 The triangulated mixed methods design

Use of a mixed methods study design (also referred to as the convergent design) to
triangulate data, as in this study, is a common approach (Creswell et al., 2003). It is a one-
phase design, in which the researcher collects both quantitative and qualitative data
concurrently, but subsequently analyses the two data sets separately before merging the
two sets of results during interpretation (Punch, 2009; Creswell, 2014). The design used
provides the researcher with different but complementary data to analyse the topic.
Quantitative instruments included a test to measure the level and nature of ETs’ and STs’
MLK, and questionnaires to investigate the perceptions of both groups toward their MLK.

Concurrent with this data, the qualitative methods included interviews to explore the
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participants’ perceptions of their knowledge, and the observations and role-plays used to

highlight the nature of that knowledge.

3.3.1 The procedures for triangulating a mixed methods design

The data collection procedures were carried out concurrently but separately and the two
data sets were analysed separately and independently. Quantitative data analysis
procedures included using percentages, statistical analysis, descriptive statistics and
group comparisons. The procedures for qualitative data analysis involved thematic
analysis, and patterning. The results chapters that follow are thematically arranged and
report on the findings from the analysis of both the quantitative and qualitative data sets.
The two sets of results are then merged to provide an overall conclusion. This
interpretation appears in a discussion chapter, where there is a discussion of how different

types of data produced a more complete understanding of the study’s topic.

3.4 Research design

The aim informing the research design was to describe MLK in a defined population: ETs
and STs at a public university in KSA. The research population are all Saudi females, and
the ETs are experienced English language teachers who had previously graduated from
Noor University, and the STs are fourth year student teachers who would shortly graduate
from that University. The general purpose of the study was to collect data on the MLK of
ETs and STs that would be pertinent to answering the research questions and obtaining a
detailed understanding of ETs’ and STs’ MLK.

A significant part of this study, but not the whole study, is a survey which included
quantitative instruments: a test and questionnaires. According to Cohen et al. (2011), a
survey allows a researcher to collect data at a single point in time so that an overview of
current attitudes, conditions or events can be obtained. In addition, a survey collects data
which conveys the knowledge, attitudes, beliefs and principles of a specified research
population (Fink, 2003). This data can then be considered representative of a wider
research population (Cohen et al., 2011). Thus, a survey is able to provide a diverse range
of generalisable data, which can be collected relatively quickly from a sample group.
Surveys provide data that is descriptive, explanatory and inferential (Cohen et al., 2011).

The data collected can be extensive and diverse (Cohen et al., 2011).
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The design framework used here is a cross-sectional survey. This is a framework that is
common in educational research (Cohen et al., 2011) that seeks to examine one or more
variables in different groups with diverse characteristics (Thomas, 2013), to produce a
‘snap-shot’ of that population at a particular point in time, and to allow conclusions about
phenomena across a broad population to be drawn (Cohen et al., 2011). The survey relied

on large-scale data from test scores and questionnaires.

The findings of this study are generalisable in a way that is quite different from how a
sample survey is generalisable. Stake (2000) proposed the concept of naturalistic
generalisation which is described as a partially intuitive process arrived at by recognising
the similarities of objects and issues in and out of a context. His argument was based on
the harmonious relationship between the readers’ experiences and the study itself. In his
view, naturalistic generalisations are conclusions arrived at through personal engagement
in life’s affairs or by vicarious experience which is so well constructed that the person
feels as though the experience has happened to them. Naturalistic generalisation
emphasises the practical and functional application of research findings that intuitively
fall naturally in line with the readers’ ordinary experiences. Consequently, it is essential
that the research report is descriptive as, as the readers recognise essential similarities to
cases of interest to them, they establish the basis for naturalistic generalisation. Thus,
although this study was conducted using only a small sample size (see Sections 3.5 and
3.6), the researcher anticipates that the findings (the MLK of the STs) could be
generalisable to other STs at other universities elsewhere (e.g. in the Middle East),
assuming they have similar previous educational experiences before starting university,
as the educational context and the courses taught at universities are similar. The same
applies to ETs. Findings related to ETs could be generalisable to other ETs from other
universities or elsewhere in the Arab world, or even in other parts of the world, if they
have similar present contexts and educational background to the participants in this study
(for details about the participants’ educational background see Sections 1.6, 3.6.1.1 and
3.6.1.2).

The study was processed according to the followings stages (following Cohen et al.’s

stages (2011)). Table 3-1 below illustrates the stages of the study.
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Table 3-1: The stages

The stages
Stage 1 Defining the objectives
Stage 2 Deciding the framework of the study
Stage 3 Formulating the research questions
Stage 4 Deciding the sampling
Stage 5 Generating the data collection instruments
Stage 6 Piloting the instruments
Stage 7 Refining the instruments
Stage 8 Collecting data
Stage 9 Analysing the data
Stage 10 Reporting the results

The following sections present more details regarding these stages.

3.5 Data collection procedure

The first target population were fourth year STs, studying in the English Language
Department at Noor University. The researcher included the entire year group of 122 STs
in the study (for more details see Section 3.6.1.1). The second target population were
experienced ETs, who had previously graduated from Noor University. Only 61 ETs
agreed to participate in this study, so the total sample comprised 61 ETs (for more details
see Section 3.6.1.2). At Noor University, the syllabus and the grammar components of
the curriculum have not changed since the ETs graduated. Thus, the two set of participants
took the same grammar courses (see Sections 3.6.1.1 and 3.6.1.2).

Table 3-2, below, shows the two steps taken to collect data for this study, in chronological

order.

Table 3-2: The steps for data collection

Steps Data collection phases
ETs
e 1. Observation
(I\I/Ir;:csr;[ez%l&April 2013) Qualitative data collection 2. Interviews
STs
Role-plays and interviews
STs
Second step o . Questionnaire + Test
(May 2013) Quantitative data collection ETs
Questionnaire + Test
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The first step in the data collection began with qualitative data collection for both the ETs
and STs (ETs’ lesson observations and interviews and STs’ role-plays and interviews).
The qualitative data collection was carried out in the period of March 2013 to April 2013,
the second school semester. The next step involved collecting the quantitative data (the
questionnaire and test) for both the ETs and STs. The quantitative data was carried out in
May 2013, during the second school semester. The researcher chose to follow this
particular procedure for several reasons. The researcher collected the data in this order
because had the researcher collected the quantitative data beforehand, by the time the
survey questions (questionnaire), or even the test were given, the participants would have
a sense of what the researcher was looking for at the qualitative stage, which would then
alter the findings from the observations and the role-plays. Thus, the researcher aimed not
to share with the ETs and STs the focus of the lesson observation and the role-play, in
order to avoid the problem of reactivity (more details see Sections 3.8.2 and 3.8.3).
Moreover, the researcher decided to conduct the interviews (qualitative method) prior to
administering the test (quantitative method). Indeed, had the participants taken the test
first, this might have influenced their perception of their own knowledge during the
interviews. Therefore, to avoid the participants evaluating themselves in reference to the
test, the interviews were administered before the test. For the same reasons as those
explained in reference to the test, the researcher conducted the ETs’ observations before
the interviews. In the case of the STs, each participant was asked to participate in a role-
play alongside the individual interview, and the timing of the role-play was prior to the
interview (more details see Section 3.8.3). Thus, the research design was structured to
ensure minimal influence on the behaviour of the participants at each stage of the data

collection.

Thus, the first step included observations and interviews for the ETs and role-plays and
interviews for the STs. The ETs were observed and interviewed first (before the STs).
The English language supervisors in the General Administration in Noor city (fictitious
name) contacted teachers from different schooling levels and asked them if they were
willing to participate in the research. Only 8 ETs agreed to be observed and 14 ETs agreed
to be interviewed. The researcher then visited the schools of those teachers who had
expressed their willingness to be involved and collected qualitative data (observations
and interviews) from these participants. There were observations made of 8 teachers: 6
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middle class teachers and 2 secondary class teachers (for more detail see Section 3.8.2).
After the observations, the researcher conducted interviews with 14 teachers, including
the observed teachers: 3 teaching at the primary stage, 8 at the middle stage, and 3 from
the secondary stage (for more detail see Section 3.8.1). The STs were approached next.
During the first phase, the researcher conducted role-plays and interviews with STs. Due
to the time constraints on the researcher and the participants, as well as the difficulty of
ensuring participants who were available or/and willing to be interviewed, from the entire
year group of 122, only 15 were selected for the role-plays and interviews. These 15 were
selected randomly to reduce the potential for bias in the sample (Drever, 1995) (for more
detail see Sections 3.8.1 and 3.8.3).

The second step in the data collection was the quantitative data collection using the
questionnaires and tests for both groups, the ETs and STs. The researcher decided to
conduct questionnaires prior to administering the test (which formed the final element).
The rationale for this was similar to that mentioned above. Had the participants taken the
test first, it might have influenced their perception of their own knowledge. Thus, the test
might have prompted them to focus on areas of strength and weakness in their knowledge,
of which they were unaware before taking it. Therefore, to avoid the participants
evaluating themselves with reference to the test, it was administered after the
guestionnaire collection methods had been completed. The first phase began with the STs.
The researcher included ‘quantitative data collection’ as the second step, enabling the
whole year group of 122 STs to complete the questionnaire and the test. The STs, who
were in their fourth year, were divided into 5 classes. This meant that because of the STs’
lecture timetables, and to guarantee that all the participants attended, it was not possible
to allocate one day to the questionnaire and the test. Therefore, the questionnaire and test
were conducted separately in each class during the regular course lectures. Therefore, this
phase took 5 days to complete. The number of participants in each class is shown in Table
3-3 below.

Table 3-3: STs’ classes and their numbers

class Number of STs
1 10
2 37
3 16
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4 44
5 15
Total 122

On the day of the administration of the questionnaires and test, the researcher introduced
the study to each class, in the presence of the head of the department and the course
lecturer. The STs were then given the questionnaire to fill in. After taking a 10 minute
break, the STs then completed the test.

The procedures for collecting data from the ETs were as follows. Of the 61 participating
ETs, only 20 responded to the questionnaires and the test at their school and 41 completed
the test and filled in questionnaires at the meetings (more details below). For those
teachers who were the subjects of an observation and/or interview, the questionnaire and
the test were administered in their schools, to avoid drop out. Table 3-4 below presents

the number of teacherswho answered the questionnaire and the test in their schools.

Table 3-4: The number of ETs who responded to the questionnaires and the test

Type of school Number of ETs
Secondary school 5
Secondary school 3
Middle school 5
Middle school 4
Primary school 3
Total 20

For the 41 other participants, who completed the test and filled in questionnaires at the
meetings, the procedure was as follows. The General Administration for Education in
Noor city has 3 offices; each office is responsible for the schools in its designated region
of Noor: north, south, and east. In order to save time and effort on the part of the
researcher, as well as to provide a timely and uniform atmosphere for all participants
during the test, three days for administering the questionnaire and the test were agreed.
Each day was linked to teachers from a particular office. To get the largest possible
number of ETs in Noor city to participate in the study, invitations for ETs to attend the
meetings were sent to all the schools at the office. The researcher met with the manager
of each office and did not mention a test. Instead, the researcher mentioned that a meeting

would be conducted to collect the opinions of English language teachers regarding their
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grammatical knowledge. They were also promised some materials - booklets related to
Tense and Aspect (verb forms) - to thank them for their participation. The total number
of teachers who completed the test and filled in questionnaires at these meetings was 41.
The General Administration for Education were keen to motivate the ETs to participate
in the study. To make the meetings easy to attend, they were organized in the final weeks
of the academic year, when there were no lessons (usually students are preparing for
exams). The ETs were informed that their attendance at the meetings (about 3 hours)
would be a substitute for their attendance at the school. In spite of the fact that all these
arrangements were made, only 41 ETs attended these meetings. The meetings all began

at 8 am. There were certificates issued for attendance and to thank the ETs.

The procedures on each day included an introduction of the researcher and the study, and
a brief summary of the purpose and the stages of the meeting after which the participants
were given the questionnaire to complete. Then there was a 10 minute break (free coffee,
tea and sweets were available), before the test. After the test, the participants were
thanked, given certificates of thanks, certificates of attendance and the booklets. The
General Administration for Education provided the researcher with assistants to help with
the distribution of papers, collection of signatures, invigilation and any other services

needed during the meeting.

Cohen et al. (2011) have suggested several ways to increase response rates on tests and
questionnaires. All the STs completed the questionnaire during the test in their lecture
room during their lecture time. The ETs completed the questionnaire working in a
separate room. The participants were reminded to review all parts of the test and the
guestionnaires, so as not to omit any item. The reminders were short and polite, explaining
the value of the respondents’ participation. In addition, the test and questionnaires were
designed to be easy to read and complete, with clear instructions given. Information about
the research was given on the cover page and oral advanced notification assured the

participants of their anonymity and the study’s confidentiality.

To allow responses to all the study instruments (test, questionnaire, interview,
observation, role-playing) to match, the participants were asked to use the same name or

pseudonym throughout the whole study.
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3.6 Population

A study population is the group of people whom a study is about (Dornyei, 2007). It is
generally impossible to study an entire population; therefore, researchers typically rely
on sampling to acquire data from a representative section of the population (Dornyei,
2007). Thus, a research sample is the group of participants selected for investigation as a
subset of a target population (Bryman, 2012; Doérnyei, 2007). In this study, there are two

target populations, as described below.
3.6.1.1 The first population: STs

The first target population was fourth year STs, studying in the English Language
Department at Noor University. They were expected to graduate shortly, to take up
positions as English Language teachers. The researcher included the whole year group in
the study. The number of participants was 122 STs. The researcher was able to access the
students, as she is a lecturer at the university. The participants were all females aged
between 22 and 27 years old (this is an estimate based on the list of the Council of Higher
Education and Universities in Saudi Arabia. ‘Terms of Admission of Students to
Universities’, which state, ‘students should enter no more than five years after finishing

high school or its equivalent’).

The researcher chose to conduct the study at a single university (Noor University in KSA)
and the population were all the fourth year STs at that university. If the syllabus and
teaching methods at the university remain unchanged and if they have similar previous
educational experiences before they start university, it might be expected that next year’s
(and so on) final year students will have roughly the same MLK.

A description of the participants and the context is provided below to enable
researchers/teacher educators in similar circumstances to judge the relevance of the
findings of this study to their own contexts (see Section 3.4). It is possible that there are
similar courses implemented, to similar students, elsewhere in the Arab world — or even
in other parts of the world. Thus, as mentioned earlier (see Section 3.4), the researcher
anticipates that the findings (the MLK of the STs) would be generalisable to other STs at
other universities elsewhere (e.g. in the Middle East), as the educational context and
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courses taught at universities are similar, assuming they have similar previous educational

experiences before starting university.

The courses relating to grammar taught during the ST programme were approved by the
Department of English Language’s ‘Study Plan’. During their four years of study, the
students take a grammar course three hours per week, taught at two levels over a period
of six months each. The course aims to enhance the students’ general English proficiency,
with a heavy focus on form. In addition, they take an ‘English morphology and syntax’
course, consisting of three hours per week, taught over a period of three months (the
beginning of the fourth year). According to the Study Plan, the course aims to provide the
students with a general introduction to English morphology and syntax. It is designed to
give the students a brief glimpse of the theory and practice of the structural grammar of
the English language. A detailed analysis of English morphemes and word formation
processes, as well as of the structure of English sentences and phrases, constitutes part of
the course (from ‘The Study Plan’ of the Department of English Language). The
participants’ responses to the introductory background questions asked during their

interviews, confirmed that they had been taught these courses.

To produce meaningful data and add to the trustworthiness of the study (Creswell, 2012),
the STs’ questionnaire began with items asking about their educational background. All
the participants had studied for four years at Noor University. They reported having
learned grammar terms and rules at middle and secondary school, and university. In
addition, nearly a quarter of them stated that they were now learning grammar by
attending university lectures. The majority said that during their period of study at
university, they had developed their knowledge of grammar terms and also of rules. Most
also said that when they were at school, their teachers used short sentence examples; less
than a quarter said their teachers used texts. The majority had been taught grammar terms
and rules at school and most of them reported that their teachers taught them the grammar
rules in English, but that when they explained them, they used Arabic. When considering
their expectation regarding their future teaching, the majority reported that they would
aim to teach their own students terms and rules. In addition, the majority said that they
would teach grammar using short sentences whereas less than half intended to teach

grammar using text. (For more details, see Appendix D)
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3.6.1.2 The second population: ETs

The second target population were experienced English language teachers (ETs) who had
previously graduated from Noor University. The researcher used sampling to obtain
access to a section of the population, as it would have been impossible to study the entire
population of graduates. The total sample was 61 ETs, and it was a stratified sample; see
Table 3-5 below.

Table 3-5: ET participants

School stage The number of ET participants
Primary 22
Stratification ~ Middle 25
Secondary 14
Total sample 61

This method of sampling seeks to strengthen the generalizability of the findings from the
participants to an entire population (Newby, 2010). It is important that the group selected
represents all of that population and is not subject to bias (Cohen et al., 2011), because
the strength of the conclusions depends on how accurately the sample represents the larger
population (Milroy and Gordon, 2003, cited in Dornyei, 2007:96; Cohen et al., 2011;
Thomas, 2013).

This type of sampling is generally used when a population is heterogeneous, but where
certain homogeneous sub-populations can be isolated (Cohen et al., 2011). It is the
technique of grouping members of the population into relatively homogeneous subgroups
before sampling. These groups are then formed based on members’ shared characteristics
(Cohen et al., 2011). When sub-populations of a study vary considerably, it is useful to
sample each one independently. The researcher knew how the ETs’ population was
composed, and that it could be stratified into different subgroups, based on the school
stages (primary stage, middle stage and secondary stage). This method of sampling
improves the population’s representativeness and reduces sampling error. When all parts
of a population are represented in a sample, this decreases errors of approximation, by
resembling the entire population (Hunt and Tyrell, 2001; Thomas, 2013; Newby, 2010)
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thereby ensuring more valid inferences can be made from the sample to the population
(Shehavan and Bougie, 2013).

At the first stage of the study, the researcher chose not to set out any criteria for selecting
the sample from each of the sub groups. The English language supervisors at the General
Administration in Noor city contacted different schools from different stages and asked
the teachers if they were willing to participate in the research. The researcher was then
given a list of schools where teachers were willing to participate in the study (primary
stage, middle stage and secondary stage). At the second stage, the researcher invited all
the teachers in Noor city from all stages (primary, middle and secondary) to attend the
meeting on the day of administrating the questionnaires and the test. The procedures

undertaken were as described above (See 3.5).

The ET sample was homogeneous in terms of gender (all female) and in terms of
qualification (all have a BA in English language). The ET questionnaire began with items
asking for general information and educational background to describe the sample. All
the participants had studied at Noor University. Nearly a third of the ETs had more than
10 years’ experience, and another third had 7-9 years, and less than a quarter had 4-6
years. More than half of the ETs had over 25 students in their classes. The level of their
students ranged from beginner to intermediate. They reported having learned grammar
terms and rules at middle and secondary school, university, and through self-study. The
most commonly reported source of knowledge of rules was their teaching experience. In
addition, more than a third of them stated that they continued to learn grammar from
textbooks. More than three quarters claimed that their knowledge of terms and rules had
developed since graduation. More than three quarters learned grammar terms at school.
More than three quarters of the ETs said that when they were at school, their teachers
used short sentence examples, whereas nearly half said their teachers used texts. The
majority had been taught grammar terms and rules at school and most of them reported
that their teachers taught them the grammar rules in English, but that when they explained
them, they used Arabic. Nearly all of the participants reported teaching their students
terms and rules and explaining in English. In addition, nearly three quarters reported also

using Arabic when explaining a grammar rule. (For more details, see Appendix E)
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The total number of participant ETs was 61(as mentioned before). The sample had many
positive features, such as the different levels of schooling covered, the range of teaching
experience represented, the good response rate of those who volunteered, and the high

level of cooperation received from the participants (Bryman, 2012).

Although, the study focus is limited to ETs who graduated from Noor University in S.A.,
the findings could be generalisable to teachers from other universities (see Section 3.4).
The description of the participants and the context aims to enable researchers/teacher
educators in similar circumstances to judge the relevance of the findings of this study to
their own contexts. Thus, as mentioned earlier, the researcher anticipates that the findings
(regarding the MLK of the participants) should be generalisable to other ETs from other
universities or elsewhere in the Arab world, or even in other parts of the world, if they
have similar present contexts and educational background to the participants in the
present study context.

3.7 Quantitative data collection

The quantitative instruments in this study were a test and questionnaires. These were
distributed to both ETs and STs. Additional details are presented below.

3.7.1 The Test

Tests can be a useful source of information for the researcher, but a poorly designed test
will only produce information of limited value (Taber, 2007). In order to ensure its
validity, it is vital to ensure that the objectives of the research are addressed fairly in the
test items (Cohen et al., 2011). This study employed a written test (see Appendix F) to
answer the first and second research questions. The test assessed the MLK of STs and
ETs, to help determine its exact level and identify areas of strengths and weaknesses. The
test covered two core components; namely knowledge of grammar terms and knowledge
of grammar rules. In addition, it assessed knowledge at sentence level and at text level. It
measured both productive and receptive knowledge (for more details see 3.7.1.1).

Given the study’s intention to look broadly at MLK, it was not possible to employ a pre-
existing instrument without major modifications. A review of the literature revealed that

none of the tests included tasks measuring all the components of MLK and its
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subdivisions (productive and receptive) (see Section 2.9.1 and 2.9.2). Therefore, in order
to demonstrate validity and provide in-depth insights into MLK, the test used in this study
will cover two core components (knowledge of terms and knowledge of rules) with the
relevant sub-divisions (productive and receptive knowledge). Moreover, reviewing the
literature revealed that no test by previous researchers has investigated the application of
MLK in an extended text. Therefore, the test used in this study will assess knowledge at

the sentence level and at text level.

Thus, the test applied in this study was devised by the researcher, based on that of
Andrews’ test (1999b, 1999c), which followed Alderson et al. (1997), drawing on an
earlier test designed by Bloor (1986) with some modifications (see below) (for more
details about the design of these previous tests see Section 2.9.1). Andrews’s test had
already been trialled in Andrews’ own studies (1999b, 1999¢, 2005). In addition, it would
seem to have construct validity as a measure of MLK, in that it was designed to reveal
both productive and receptive knowledge of terms, and the ability to identify and state
grammar rules; i.e. the receptive and productive knowledge of rules (Andrews, 1999c).
Andrews’ test, however, does measure a majority of the components of MLK, i.e. the
productive and receptive knowledge of terms, and the productive knowledge of rules
(only the receptive knowledge of rules was not measured). In addition, all the items on
the test were to test knowledge at the sentence level (for more details about Andrews’ test
see Section 2.9). The inclusion of knowledge of terms at text level and on receptive
knowledge of rules meant that Andrews’ test did not meet the objectives, and there was a
need for the researcher to design a test. Thus, when designing the test applied in the study,
some of the task formats were taken from Andrews’s test with some modifications; in
addition, wholly new tasks were devised to meet the study’s aims (for more details about
how the test used in this study was developed see Sections 2.9.1, 2.9.2 and for details

about its structure see Sections 3.7.1.1).

The test was devised for use with both groups; the ETs and the STs (Appendix F). No
time limit was placed on completion of the test, as this posed a threat to the standardisation
and reliability of the results. After identifying the objectives and elements to be covered

in this test, the next step was to construct the test. Following Cohen et al.’s guidance
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(2011) on constructing a test, the test was constructed and designed to answer the research

question concerning the present level of ETs’ and STs” MLK.

3.7.1.1 The structure of the test

The test (Appendix F) consisted of two sections, with a total number of 61 items; each

focusing on a different facet of MLK (see Table 3-6 below).

Table 3-6: The structure of the test

The test
The facet Questions
Sections Sub-sections of MLK The format of the questions and item
tested numbers
A: Describe the item
underlined in each
sentence (parts of Q@A 17
speech).
Productive tasks B: Descr!be the item
Sentence underlined in each
(at sentence
level level) sentence Q(2)B.14
(clause/phrase/senten
1: ce).
Productive * underined n eah
knowledge Q(2C.1-5
) f terms sentence (grammar
Section1: 0 roles).
Kfnowledge A: Describe the item
Ot grammar underlined in the text
terms Productive tasks | (Clause/ phrase/ QE)A.1-5
MLK Text level (;(t) t:;tllve?/e?; S | sentence).
B: Describe the item
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Section 1 (see Table 3-6) tested the participants’ knowledge of terms, and was made up
of two sub-sections with a total of 47 items. The first tested productive knowledge; and
aimed at shedding light on the participant’s ability to produce appropriate terms at
sentence level and text level. The two sub-sections (Q (2) and Q (3)), included five
questions (Q (2) A, Q (2) B, Q (2) C, Q (3) A, Q (3) B) with several items in each. The
first sub-section (Q (2)), was based on that devised by Andrews’ test (1999b, 1999c), but
with some modifications, and included three questions (Q (2) A, Q (2) B, Q (2) C) that
tested the productive knowledge at sentence level; the participants were given separate
sentences with an underlined item and asked to provide a grammar term to precisely
describe the underlined item. The first question (Q (2) A) was comprised of seven items.
Each item consisted of a sentence with an underlined item, and the participants were asked
to describe the part of speech underlined in each of the sentences precisely. In that
question, each of these items should be classified using two terms (e.g. countable + noun),
the participants were given two lines to write on, and in the instructions, it was mentioned
that each one would be classified using two terms, and an example was provided for
clarification. The second question (Q (2) B) was comprised of four items and had the
same format as the previous question (Q (2) A), but the participants were asked to
describe the underlined item, which is a kind of clause or phrase or sentence. The third
question (Q (2) C) was also comprised of five items, and shared the same format as the
previous questions (Q (2) A and Q (2) B), although the participants were asked to describe
the grammatical role of the underlined items. The second sub-section (Q (3)) included
two questions (Q (3) Aand (Q (3) B), and tested productive knowledge at text level. These
questions were designed especially for this test, and required participants to do the same
for the previous sub-section (Q (2); however, there was a text instead of separate
sentences. The first question (Q (3) A) was comprised of a text and five items selected
from that text, and the participants were asked to describe the particular items precisely,
explaining which of each item was a clause or phrase or sentence. Likewise, with regard
to the second question (Q (3) B), which was comprised of five items; the researcher was
asked to describe the grammatical role of the five particular items selected from that text.

Knowledge of terms also includes the concepts they denote. The second sub-section of
section 1 tested receptive knowledge; aiming to shed light on their knowledge of grammar
terms and understanding of the concepts and terms referred to. It consisted of two
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questions (Q (5) and Q (4)); Q (5) was at the sentence level and Q (4) at text level. Q (5)
was based on that devised by Andrews’s test (1999b, 1999c), which itself was from
Alderson et al. (1997), originally taken from Bloor, (1986), with some modification. The
participants were provided with 16 separate sentences and 16 grammatical categories (for
instance, countable noun, direct object, main clause, conjunction), and were asked ‘what
item in each of the sentences they would select to exemplify the grammar terms
requested’. Q (4), which was designed especially for this test, asked them to do what they
had been told to in the previous question, but there was instead a text of separate
sentences. To clarify, the participants were provided with a text and five different
grammatical categories (for instance, subject, adjective clause, noun phrase), and asked

to select ALL the items that exemplify the grammar terms requested.

Section 2 of the test focused on knowledge of rules and was divided into two sub-sections
with a total of 14 items. According to Hu (2002), cognitive psychologists argue that the
ability to verbalise a rule is different from having conscious awareness of that rule. In
other words, people may possess MLK (explicit knowledge of a specific rule) and might
fail to formulate it in an acceptable way, because they do not have the necessary skill to
talk about language (Ellis, 2004). For this reason, the first sub-section tested the
participants’ productive knowledge; their ability to state a grammar rule. It comprised of
one question (Q (1)) including seven items; each consisting of a sentence that contained
an underlined grammar error, asking the participants to explain the grammar rule that had
been broken. This question was based on that of Andrews’s test (1999c¢); it was originally
taken from Alderson et al. (1997) with some additions. In this question, the researcher
asked the participants to state the rules in Arabic language as well as in the English
language. The reason being, that they require a conscious awareness of the rule, but might
find difficulty in formulating it in English; thus, they might provide more information in

Arabic, as the language might be a barrier to them.

The second sub-section tested receptive knowledge; particularly, their conscious
awareness of the rule. In other words, their possession of the explicit knowledge of a
grammar rule. It comprised of one question (Q (6)), this question was designed for the
test, made up of 7 items. Each item consisted of a sentence with an underlined item, which
had an error, with four multiple-choice options offering explanations (accurate and

inaccurate) regarding target grammar rules. The participants were required to select the
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rules that best explained each error out of the four choices provided for each sentence.
This tested their receptive knowledge. This task is an adaption of an earlier test (the
Metalinguistic knowledge Test) used in Ellis (2009) and Elders (2009). Elder’s study
(2009) mentioned that this test format “measures passive metalinguistic knowledge rather

than the ability to actively verbalize target language rules” (Elder 2009:117).

3.7.1.2 The sequence and layout of the test

The test comprised sections and sub-sections (See Appendix F for the layout of the test).
To ensure full use of all the participants’ energies to the maximum extent possible (See
Table 3-6 above), the test began with production tasks, which were then followed by
receptive tasks. There was the possibility that the receptive tasks could have caused a
crossover effect providing input for participants doing the production task if they had
followed (Tsang, 2011). It was felt that starting with productive tasks followed by
receptive tasks might reduce this possibility. In addition, in the instructions the
participants were asked not to refer back to the previous question, or the following

question, but to follow the order of sequence of the questions.

In terms of the productive tasks, the test began with a question that tested their productive
knowledge of rules. The nature of the task is highly demanding, cognitively and
productively. It requires participants to make explicit the rules that have been broken,
employing appropriate metalinguistic terms to explain why; this is expected to test the
limits of the participants’ knowledge. The results of previous studies (Andrews, 1999c;
Andrews and McNeill, 2005; Tsang, 2011) revealed that the participants did not perform
as well in the explanation task as compared with other tasks. In order to avoid any
possibility of the participants not answering the question because of fatigue, it was
positioned at the beginning. It was then followed by the productive tasks of terms. The
receptive tasks for both terms and rules were ordered sequentially at the end of the test as
they required less work. This meant the test was likely to leave the participants with a
positive impression. Had it ended with difficult questions, the participants might have felt

depressed or upset.
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The test was a pen and paper test. The participants took approximately 35-45 minutes to
answer the questions. There was no time limit. Allowing the participants time might help
the researcher obtain valid and reliable data, as well as increasing response rate (Cohen
et al., 2011). The instructions of the test were written in English, with a translation in
Arabic to avoid misunderstanding of the requirements. The front page set out the purpose
of the test, the importance and value of the answers, data confidentiality procedures, the
personal details required, such as name/pseudonym, whether the respondent was an ET
or a ST, and (for the ETs) years of teaching experience. In addition, the participants were
provided with instructions for how to answer, and how long they should expect the test
to take. The participants were informed that participation in any part of the study was

voluntary and that they could withdraw consent at any time.

3.7.1.3 Text examples inclusion

The researcher sought to determine the accuracy and depth of the subject’s knowledge.
One of the features of this test was therefore the inclusion of text alongside the typical
example sentences as a text is longer than a short sentence and can provide contextualised
examples of less typical instances of grammatical categories. The selected texts in the test
were chosen because they were longer than a typical example sentence, and because they

offered context above the sentence level.

An example of a typical example sentence (sentence level item) is:
‘We will go swimming tomorrow.’
An example of a text example (text level item) is:

‘If we are to provide learners with language experience which offers
exposure to the most useful patterns of the language, we might as well
begin by researching the most useful words in the language.’

(From Willis, D. 1990 The Lexical Syllabus. London: Harper Collins, p. 38).

I wondered what would happen if they were to be given both sentences and texts with
items representing different levels of knowledge. For example, would they be able to

identify a typical subject in a sample sentence? Would they also be able to identify less
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typical subjects in more complex texts? Would they be able to identify all of the subjects,

noun phrases, adverb clauses and so on in a text?

It was not, however, deemed necessary to include text level items in the section
concerning rules. Texts provide more context, but the rules the participants were asked to

explain did not require them to look beyond the sentence.

In order to ensure equivalence of meaning and cultural validity (Cohen et al., 2011), there
was a translation of words that may be unknown to the participants. Otherwise,

misleading information/results could be obtained due to poor comprehension of meaning.

3.7.1.4 The content of the test

For all practical purposes, grammar is infinite and it is impossible to include everything
in a test. For this reason, there was a selective process, undertaken to ensure a test of an
appropriate length. In order to test the limits of the participants’ knowledge of terms and
rules, the grammatical features tested covered a broad range of elements of English
language pedagogic grammar that teachers use in the classroom. Thus, the researcher
aimed to ensure that the test offered representative coverage of the content of the
objectives that it was originally designed to measure, and by doing so to guarantee content
validity (Brown, 2000; Cohen et al., 2011).The majority of the test content was based on
the grammar course textbooks used in the schools, and information regarding what is
taught to STs in their first year at the English Language Department at Noor University.

The purpose was not to evaluate the course. However, the course syllabus appeared to
cover the majority of the main elements of the pedagogic grammar components the
English language teachers needed to use in the classroom, the main area of interest for
the study. Second, the course is compulsory for all STs in the Department, so it could be
assumed that the participants had at some point studied most of the elements included in
the MLK test but the test also included additional grammar features, not in the syllabus,

to assess the depth and limits of the respondents’ knowledge.
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3.7.1.5 The grammar features tested

The test aimed to cover as many features of English grammar as possible, to test the limits
of the respondents’ knowledge of terms and rules. The grammar features tested in the
section concerning grammar terms were word classes (e.g. noun, adjective), grammatical
roles (e.g. subject, object), types of sentences (e.g. complex sentence, minor sentence),
clauses (for instance, noun clause, adjective clause) and phrases (e.g. noun phrase,

adjective phrase).

All the grammar features were tested at sentence level, and also at text level, except for
‘word classes’, which were tested only at sentence level. Text provides context that is not
present at sentence level, but this is arguably of less importance when addressing word

classes than, for instance, subject, object, noun phrases.

In the section about grammar rules, The grammar rules tested related to the formation and
use of tenses (simple present, present continuous and simple past), superlative adjective,
definite article, relative pronoun, adjective clause, modals, subject- verb agreement,

expression of quantity (many), question tags, verbs followed by infinitive.

3.7.1.6 The criteria followed when designing the test

With this test, there was an attempt to give the participants sufficient opportunity to show
what they knew, and what they did not know. The researcher was interested in
determining not whether they had reached a given benchmark but rather the depth and

range of their MLK. Therefore, the researcher designed a test that met these criteria.

To discriminate between the participants’ abilities there was a need to have tasks with

varying levels of difficulty. Discriminability refers to:

The potential of the item in question to be answered correctly by those students
who have a lot of the particular quality that the item is designed to measure and
to be answered incorrectly by those students who have less of the particular

quality that the same item is designed to measure. (Cohen et al., 2011: 484)

Thus, this feature would provide variability, and a range of scores, thus improving

reliability (Cohen et al., 2011). An example is the section on grammar terms where, in
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the productive tasks at sentence level, participants were asked to produce the grammar
term for the underlined item in each of the sentences. Here the items were created to be
either easy/straight-forward (i.e. more typical instances of their categories) or to require

more understanding and have a higher predicted difficulty. For instance:

Q2a:
1. Ann put her books on the desk.

The item ‘books’ in the first example is classified as an easy/straight-forward item,
whereas the item ‘some’ is classified as being difficult as it could be a ‘pronoun’, ‘adverb’

or ‘determiner’ depending on its function in the sentence.

In the productive tasks — at sentence level and at text level - the terms that the participants
were asked to produce represented either terms of predicated prior knowledge or
grammar terms likely to be new. For example, they were asked to produce terms of
‘indirect object’ and ‘noun phrase’, which were classified as predicated prior knowledge.
They were also asked to produce the terms of ‘minor sentence’, ‘object complement’,
‘adverbial’ classified as new, which the researcher knew had not been taught. With this,
the researcher aimed to find out if the participants had knowledge beyond what had been
taught on the university programme. In the case of ETs, this might indicate if they had
learned on the job, and for STs, whether they pursued independent self-development.

In the receptive tasks, regarding the section of knowledge of grammar terms; the
respondents were asked to select the item that exemplified the grammar term requested.
This section also consisted of some easy/straight-forward items and some with predicted

difficulty. For instance:

Q5: 1. I met your sister last week. (noun phrase)

6. Police are now satisfied that her death was an accident. (adjective)

In the first example, ‘your sister’ is classified to be an easy item that exemplifying the

grammar term ‘noun phrase’ In the second example, the item ‘satisfied’, intended to
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exemplify ‘adjective’, is classified as difficult, as an ‘ed-forms’ can be either a past

participle verb or an adjective.

As above, the grammar terms requested in these tasks represented predicated prior
knowledge and some as new grammar terms. For instance, the requested terms
‘preposition’, ‘subject’ were classified as predicated prior knowledge ones whereas, the

requested term ‘reciprocal pronoun’ was classified as new.

In the receptive tasks in which the participants were asked to select the item that
exemplified the grammatical term requested, the terms were a mixture of main and sub-

categories of the tested grammar features. For example

Q5:
5. My friend wrote a poem last night. (object) — main category

8. It will take more than a morning to finish the decorating. (indefinite article) ——  sub-category

Some of the requested terms included only a main-category (e.g. adjective, object), to
measure the participants’ basic receptive knowledge of terms. Others included a sub-
category (e.g. comparative adjective, indirect object), to measure more advanced

receptive knowledge.

To uncover their ability to produce terms of sub-categories, in the productive tasks the
participants were asked to provide a full description of underlined items. The instructions,
explained that ‘each item will be classified using two words’ and an example given. For

example, the item ‘books’ should be classified as a ‘countable noun’.

There was an attempt to avoid the same grammar terms or rules being tested in both the
receptive and productive tasks. If target features had been repeated, having their attention
drawn to a particular term/rule in one item might affect their performance on a subsequent
item. The researcher also wanted to obtain a more holistic pictures of their MLK. The
drawback was that there was only one item per term/rule. Parallel items were, however,
made as similar as possible, for example one countable noun in a productive task and one

un-countable noun in a receptive task both testing the notion of countability.
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Finally, in the productive task items, the participants’ ability to produce terms for clauses,
phrases and sentences was tested. They were given choices and told that ‘each item is
either clause, phrase, sentence’. These choices were given to avoid confusion. To clarify,
if they were asked to produce a term for the following item ‘the fast’ (Q 3 A), they might

say something like a determiner and a noun when the expected answer was ‘noun phrase’.

3.7.1.7 Piloting the test

The main objectives when piloting the test were to determine whether the items in the
questions were clearly understood by the participants, and to establish the validity and
reliability of the test. After designing the test, it was piloted in two stages. Firstly, a small
group of test-takers (4 ETs and 4 STs), who were not part of the overall study, were asked
to give their feedback on the test with respect to the types of questions asked, their format,
the complexity of the test items, ambiguities in wording, clarity of items, instructions,
layout, and the time taken to complete the test. All this feedback assisted the researcher
in perfecting the test design and its implementation. The test was piloted a second time
on a larger group of test-takers (5 ETs and 5 STs - not included in the final sample) who
were asked for feedback, to enable the researcher to ensure that the instrument was
suitable for gathering sufficiently large-scale data for analysis and to check the efficiency

and clarity of the test items and also of the marking scheme.

After the second stage of piloting the test, modifications were made to the instructions
found on the first page of the test. The pilot participants mentioned that the word 'test'
annoyed them and made them feel uncomfortable when answering the questions.
Therefore, the researcher changed the word ‘test’ to ‘questions about English grammar
knowledge’ and the instructions were made simpler. When piloting the test, a limited time
frame was allowed. After piloting the test, the researcher determined there should be no

time limit placed on completion of the test to avoid unnecessary stress.

Through piloting and marking the test and analysing the results the researcher attained
some understanding of the participants’ levels of knowledge. As a consequence, the order
of the tasks changed. As production requires more work and attention than reception,

productive rules were placed at the beginning, followed by productive questions
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concerning terms. The receptive questions, for both terms and rules were positioned at
the end of the test. There was also some rewording of the instructions to make them more
understandable and some test items were deleted to make the test shorter. In addition, the

layout was redesigned to reduce the number of pages.

Finally, the ambiguity of instructions, terms, questions, was minimised to limit any threat
to validity (Cohen et al., 2011). In addition, the researcher took into consideration the
time of day, the respondents’ alertness, motivation and capability, in order to increase the
reliability (Cohen et al., 2011). The administration of the test in all cases (but one group
of STs) was in the morning. It was also checked that the STs had no exams in the week
of the test, and that the ETs had no lessons.

3.7.2 Questionnaires

A questionnaire was administered to both groups. There were two questionnaires; one for
the ETs and the second for the STs (Appendix G and Appendix H). Each was slightly
different, although the themes were similar. The themes, which were their evaluation of
their level of knowledge and their satisfaction with it, their views about the need to
develop, awareness of their limitations, and their opinions regarding the importance of
having grammar knowledge, were an attempt to find answers to the third research

question investigating the perceptions of ETs and STs towards their own MLK.

A questionnaire is a widely used tool for collecting data from a large number of people,
and it provides numerical information (Wilson and McLean, 1994). It consists of a
number of questions/items on paper, which respondents have to complete by themselves.
It is used to collect facts, attitudes, and opinions. (Thomas, 2013). It can be a time saving
option (Burns, 2000) and remove the embarrassment or fear which may result from face-
to-face interviewing (Burns, 2000). In addition, if it is anonymous it encourages
participants to be honest and accurate (Cohen et al., 2011). It typically has two types of
questions; open-ended and close-ended. With open-ended questions, the respondents are
allowed to express their opinions however they wish. With close-ended questions, the

respondents are limited to the set of alternatives offered to them (Bryman, 2012).
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In this study, closed-ended item formats were chosen. The advantages of this lie in
“achieving greater uniformity of measurement and therefore greater reliability; of making
the respondents answer in a manner fitting the response category; and of being more
easily coded” (Burns, 2000:572). The chosen format for responses was -either
dichotomous, for example "yes" or a "no", or multiple choice in which the respondents
had several options to choose from, and rating scale questions in which the participants

responded by indicating level of agreement on a five-point scale.

The questionnaire was written in English with a translation in Arabic (their first
language), to ensure ease of response and to avoid any misunderstandings (Cohen et al.,
2011). Two English language translators checked the items and the translation. Another
lecturer from the Arabic language department checked the Arabic formulation. On the
first page, there was an explanation of how some terms were used. The questionnaires
were administered by the researcher to the two groups, allowing for clarification and to
encourage a high response rate. The questionnaires were distributed to the STs during
their regular lectures, and to the ETs on the day of the administration of the test (see 3.5),

and collected before administering the test

The total number of items in ETs’ questionnaire was 51. It began with items about
personal information, regarding their educational background and their experience as
teachers. In the STs’ questionnaire, the total number of questions/items was 41. The
researcher began by asking the respondents about their educational background and their
expected future teaching. The aim of these introductory questions/ items were to describe
the sample. In other words, it was to get some indication of what the population looked
like (see 3.6.1.1 and 3.6.1.2).

Both the ETs’ and STs’ questionnaires items were divided into the following topics:
opinions regarding the importance of having MLK, self-evaluated level of MLK,
satisfaction regarding their current level of MLK, need for further development and an
awareness of their own limitations. These items were designed to meet the objectives of
the third research question, which aimed to investigate the respondents’ perceptions of
their own MLK. In addition, the ETs’ questionnaire sought to discover the participants’

opinions about their level of knowledge upon graduation, whether they had the
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knowledge they needed to meet the demands of their present professional contexts, and

if they felt their grammar had improved through teaching it.

The questionnaires applied in this study were piloted to increase their reliability, validity
and practicability (Cohen et al., 2011). Firstly, the first draft questionnaires were sent to
a colleague for comments. Secondly, the questionnaires were piloted on a small sample
of people from the target groups (5 ETs and 5 STs) who were not included again in the
final sample. Each group was asked to complete the relevant questionnaire. When they
had completed the questionnaires, the pilot participants were asked to tell the researcher
what they thought about when reading and answering the questions. The researcher took
notes on this and then reviewed them to try to improve the questionnaires.

The purpose of the piloting was to gain feedback on the validity of the questionnaire
items, to check that the design of the questionnaire works in practice, and to identify and
resolve problematic questions and refine the items. The researcher aimed to check the
clarity of the items, ambiguities with wording, instructions, layout, the time taken to
complete the questionnaires, and itemisation of the questionnaires. After piloting the
questionnaires, there were some alterations made; some items were deleted, some were

reworded, and others were reordered.

3.8 Qualitative data collection

The qualitative methods employed in this study were as follows:

e STsonly —role-plays;
e ETs only — semi-structured observations; and

e ETsand STs - semi-structured interviews.

3.8.1 Interviews

Flexibility is the most important aspect of an interview, and this makes it different from
other research methods (Burns, 2000; Cohen et al., 2011). Questions can be asked about
a topic in more depth and any misunderstanding can be cleared up. Questions can be
repeated, or their meanings explained, when respondents do not understand them (Burns,

2000). It can enable participants to express exactly how they regard a situation, from their
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own point of view (Burns, 2000; Cohen et al., 2011). A further advantage is that face-to-
face interaction helps to create a higher level of motivation among respondents than a
questionnaire as participants can express their perspectives using language that is natural
to them (Burns, 2000). Therefore, interviews differ from questionnaires, where there is a
possibility that a response may be incomplete or that there may be no response at all. An
interview can thus gain a greater depth of understanding than expected from the

questionnaire and obtain rich and useful data (Drever, 1995).

The above mentioned advantages of the interviews motivated the researcher to conduct
interviews with the participants. The interview questions for the STs and ETs were asked
to meet the objectives of the third research question, which aimed to investigate the
respondents’ perceptions of their own MLK; i.e. the motivation was to explore additional
realities relating to the areas of investigation associated with the third research question.
Besides conducting questionnaires for STs and ETs, the researcher conducted interviews
with both groups, in order to gather more in-depth information about the STs’ and ETs’
perceptions of their MLK. The research also aimed to obtain additional information about
their views concerning the characteristics of their MLK, their evaluations of their level of
MLK in general, and their evaluation of all the components of their MLK, their awareness
of their limitations and their satisfaction with their current level. Thus, the interviews
were conducted to validate the data obtained from the questionnaire, and to explore in
greater depth the issues raised by the completed questionnaires. It was hoped that
feedback from the interviews would also help to produce additional insights into the ETs’

and STs’ perceptions of their MLK in the study.

The interviews (for both the ETs and STs) were conducted by the researcher first; prior
to administering the questionnaire and the test (as mentioned in Section 3.5). The rationale
behind this was, as mentioned earlier, that had the participants taken the test first, their
perception of their own knowledge might have influenced and this would have affected

their replies during the interviews.

From the entire year group of 122, only 15 STs were available and willing to participate
in the interviews. These 15 STs were selected randomly. The researcher had a numbered
list of the names of all the STs. Each number was placed in a bowl and mixed thoroughly.

The blind-folded researcher then picked numbered tags from the bowl. All the individuals
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bearing the numbers picked by the researcher were the participants in the interviews. The

interviews were conducted with the STs in a private, quiet office at the University.

In the case of the ETs, the participants were interviewed subsequently (as mentioned in
Section 3.5). The researcher visited the schools of those teachers who had expressed a
willingness to be involved, and collected qualitative data (observations and interviews)
from those participants and conducted interviews with 14 teachers: 3 teaching at the
primary stage, 8 at the middle stage, and 3 from the secondary stage (as mentioned before
in Section 3.5). The interviews were conducted with the ETs in a private, quiet room in

their schools.

The semi-structured interview format (for both STs and ETs) was selected. This type of

interview,

Sets up a general structure by deciding in advance what ground is to be
covered and what main questions are to be asked. This leaves the detailed

structure to be worked out during the interview. (Drever, 1995: 1)

A semi-structured interview was conducted in this study, combining a pre-determined set
of open questions with the opportunity for the interviewer to further explore particular
topics or responses. It could also allow respondents to discuss and raise issues that they
might not have considered in reference to the questionnaire items. The researcher
developed and used an ‘interview schedule’ for use in this study (see below). The
schedule included a list of questions and topics to be covered during the conversation,
specifying a particular order. The researcher followed the schedule, but followed topical
trajectories in the conversation that deviated somewhat stray from the schedule, when she
felt this was appropriate. Similar questions were asked of each interviewee, although

supplementary questions can be asked where appropriate.

3.8.1.1 Interview schedules

An interview schedule was used in this study “to guide the interview and to remind the
interviewee of the formal nature of the discussion” (Drever, 1995:18). The schedule exists
to help the interviewer complete the interviews “without drying up, missing out questions,
going off at a tangent, leading or confusing the respondent” (Drever, 1995:18). Following
Cohen et al.’s (2011) and Drever’s (1995) interview schedule guidance, the ETs’ and
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STs’ interview schedule (Appendix | and Appendix J) included questions, prompts, and
probes to elicit further explanation. The questions were ordered to help to elicit responses
in a gradual, comfortable manner and formed a logical sequence to ensure the interviews
flowed naturally (Drever, 1995). During the interview, the questions were partially and
occasionally reworded, reformatted or amended, according to the interviewee’s
responses. The schedules were also piloted to see how well they worked and to ensure

their clarity and wording.

There were some introductory questions, at the beginning of the interviews, asking for
general information about the participants’ educational background. The topics which
ETs’ and STs’ interview schedules then covered included the characteristics of their
MLK, evaluations of their level of MLK in general, and an evaluation of all the
components of their MLK, their awareness of their limitations and their satisfaction with

their current level.

Both the interview schedules for the ETs and STs, consisted of the same questions, and
examined their opinions regarding the characteristics of their knowledge and their
satisfaction. For the ETs, there were questions asking whether they had the required
knowledge to suit their present context. Additional questions asked investigated the ETs’
and STs’ awareness of the strengths and/or weaknesses of their MLK, by asking if they
had attempted to develop their knowledge and/or had a desire to do so in the future.
Additional questions concerned their evaluation of their MLK in general and evaluated
all the components of MLK in more detail. They were also asked about their confidence

levels.

The interviews for the STs and ETs began with the researcher introducing herself, and
offering a brief explanation of the aim of the interview and the purposes of the questions.
The interviewees signed a consent form to allow the researcher to conduct the interviews.
In order to increase the motivation of the interviewees to speak, the interviewer began by
establishing a friendly atmosphere. The interviews were conducted in Arabic, the
participants’ mother tongue, in order to avoid any misunderstanding caused by using the
English language. The interview responses were tape-recorded. All the recorded
interviews were then completely transcribed in Arabic, including the interviewer’s

questions, prompts, probes, and the participants’ reSponses.
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The interview instrument was piloted with 5 participants from each group. This was
expected to help determine any weaknesses, limitations, mistakes within their design, and
to assist the researcher to refine the interview questions (Kvale, 2007). Piloting also
helped to determine if any of the questions made the respondents feel uncomfortable, to
check the time that it would take to go through the questions, and identify any need for
clarification. After piloting the interviews, the sequence of some the questions was
changes. In addition, modifications were made to some of the questions. There was also
some rewording of some questions to make them more understandable and some were
deleted to make the interview shorter. Coding of the data was also piloted to establish
whether collecting data on a small scale in this way would actually investigate what it

was intended to.

3.8.2 Observations

The observation protocol used in this study was chosen based on ‘fitness for purpose’
(Cohen et al., 2011:475), emphasising the research purpose and questions (Creswell,
2013). The ETs’ observations were intended to help meet the objectives of the second
research question concerning the nature of ETs” MLK. The observations were employed
as an additional method alongside the test, to illuminate the nature of ETs” MLK. By
observing the grammar explanations teachers offer to their students it is possible to gain
additional insight into their ability to apply knowledge and explanations, which is a
component of MLK. As discussed in Section 3.2, observing the teachers’ explanations
and/or their reflections on a particular student’s response/question brought the researcher
closer to understanding how far the grammatical explanations given indicated knowledge.
Their explanations will also reflect any understanding or confusion regarding grammar
rules and grammar terminology. Moreover, their explanations could help reveal areas of
strengths and weakness in their knowledge, to acquire a richer understanding of the nature
of their MLK. For example, what they include or do not include, clarity, simplicity, which
aspect of the three aspects of language (form, meaning, and use) will be considered by
teachers when teaching pedagogic grammar, how far grammatical terminology will be
used during a lesson, and so on. Thus, observations could assist the researcher in gathering

complementary data to develop a fuller understanding of the nature of the participants’
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MLK. Moreover, the observations were employed as an additional method beside
interviews, questionnaires and tests, to “provide triangulation and corroboration to ensure
reliable inferences are derived from reliable data” (Cohen et al., 2011:474). Observation
alone would not have been sufficient as there would have been no means of checking for
bias and subjectivity (Cohen et al., 2011). The observation method on its own would lack
trustworthiness also because the researcher was the sole observer. Combined with other
methods of data collection, however, observations can help to make data collection
comprehensive and to “increase the expressiveness of the data gathered” (Flick,
2014:311). For this reason, the researcher triangulated the results of the observations with
other methods (tests, questionnaires, and interviews), to produce an in-depth and rounded

picture of the MLK of ETs and enhance the credibility of the findings in the overall study.

Detailed planning, careful observation, thoughtful recording, reflexive reviewing, and
appropriate analysis are all required to obtain credible data (O’Leary, 2009). The
observation steps followed in this study were Creswell’ steps (2013). First, there was a
determination of who/what would be observed. Then, the following step was to acquire
the permissions needed to gain access to the classes. There were also dealings with the
General Administration for Education in Noor city, to coordinate with schools; arrange
appointments with teachers to meet them in their schools and to obtain their consent to
participate in the study by allowing the researcher to observe a grammar lesson. Before
the observation, the researcher met the participants and spoke with them in a friendly
manner, introducing herself. Because the English teachers are expected to teach grammar
rules in separate lessons on particular days each week, the researcher was forced to choose
the day on which a grammar rule would be explained, and then inform the teachers when
she would attend. Thus, the teachers were shown a statement about the general objective
of the study, stating that the researcher wished to observe a grammar lesson and determine
what was happening during grammar lessons. The participants were not informed of the
main target of the observations or the precise reason for the researcher’s presence, which
was to observe the grammar explanations they offered to students and their ability to
apply knowledge and explanations as a component of ‘the nature’ of their MLK. The
researcher tried to avoid conveying any information regarding the focus of the
observations, in order to avoid the problem of reactivity. Thus, the fact that the

participants were not aware of the focus of the observations meant that there was no
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danger of them having made an extra effort to be prepared or even to revise grammar

rules before class.

The teachers were told that the researcher did not want them to do anything special, just
to teach a normal lesson. Furthermore, the participants were reassured that the researcher
was not taking the role of a supervisor, and was not there to test or evaluate them. The
researcher took these steps to improve the validity of the study (Cohen, el at., 2011). To
overcome the ethical issues raised, the researcher ensured that there would be no potential
risk of harm to the participants and took measures to safeguard the anonymity of research

participants (Bryman, 2012).

Grammar lesson observations of the ETs were the primary steps in the data collection
process conducted during the study. They were conducted prior to the interviews (see
Section 3.5). This arrangement was preferred because (as mentioned in section 3.5), the
researcher wanted to avoid the participants altering their behaviour during the lessons

based on knowledge of the other research instruments.

The grammar lesson observations included a review of 8 teachers, 6 middle class teachers
(3 first year middle class teachers, 2 second year middle class teachers, and 1 third year
middle class teacher), and 2 secondary class teachers (1 first year secondary class teacher,
and 1 second year secondary class teacher). As children at primary stage are not taught
grammar, the researcher observed only middle and secondary classes. The primary
teachers are required to explain only simple concepts such as ‘pronouns’, so there would

be no data for the researcher to analyse.

The observations of the ETs were conducted as non-participant grammar lesson
observations. This involved the researcher observing participants without actively
engaging with the activities being observed. The researcher sat at the back or side of the
classroom, focused on audio-recording, watching and taking notes from the whiteboard,
and copying down the appearance of the board during lessons. In addition, the
observations were semi-structured and did not involve a checklist /observational
schedule. However, the aim of the observation was to note down the teachers’
explanations (see above) without being limited to the categories listed on a given
schedule. Audio recording afforded the researcher the opportunity to later transcribe the
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teachers’ explanations of the grammar rules, and to observe what occurs in a setting and

replay it to assist the analysis process.

An observational protocol was designed to record the date, place, stage, name of the
teacher/pseudonym, school and time of observation and the look of the white board, as it
was difficult to take videos or even photographs because laws applying to Saudi girls
schools do not allow video-recording or photography, for religious and cultural reasons.

After conducting the observations, the audio data was transcribed. As the researcher had
previous experience of conducting observations, there was no piloting of the

observations.

3.8.3 Role-playing

The Study Plan for the Department of English Language at Noor University no longer
offers STs’ teaching practice as part of the course plan (information from ‘The Study
Plan’ for the Department of English Language) from when the STs are in the third year.
For this reason, the research with the STs involved role-playing instead of observations.
Thus, the data obtained from the role plays was collected to address the second research
question concerning the nature of STs’ MLK. Alongside the test data, the role-play
findings will help the researcher develop a more comprehensive understanding of the
STs” MLK (see below).

Role-playing is a spontaneous, dramatic, creative technique in which participants are
asked to act out a role in a specific situation (Tran, 2004; O’Sullivan, 2011). It is an
“expressive technique that works particularly well in situations where participants cannot
describe their actions or behaviours in an abstract way but can demonstrate them”
(Krueger, 1999 cited in Morrison et al., 2012:101). Using role-playing allows the
researcher to explore all aspects of human behaviour in close to real life settings
(O’Sullivan, 2011). It has the advantage of providing spoken data that approaches real-
life performance. Moreover, it enables the researcher to obtain visual data, thereby adding
immediacy and authenticity to the research (O’Sullivan, 2011). This technique can be

used either in individual interviews or in-group situations (Morrison et al., 2012). Role-

100



plays can be either closed or open. The former involve one conductor of the role-play and
an informant. In the latter type, participants take turns speaking to produce focused data
(Tran, 2004). There is no specific method or standardised approach for role-playing
(O’Sullivan, 2011).

All the above-mentioned features associated with this technique motivated the researcher
to apply role-playing in this study. The role-plays enabled an insight into the explanations
the STs would offer for grammar rules, which formed a component of their MLK.
Although role-plays are not be a reliable predictor of future classroom performance, they
can provide insight into the nature of their MLK, providing explanations during role-
playing, for example to determine whether or not to include clarity, simplicity, and
determine how far grammatical terminology will be used during lessons and so on.
Moreover, as discussed in section (3.2), STs’ explanations of grammar rules could reflect
their understanding or confusion regarding grammar rules and also grammar terms, and
this could help in disclosing areas of strengths and weaknesses, to gain a more in depth
detailed and richer understanding of the nature of their MLK. Thus, role-play appears to
be a promising alternative to observations for shedding light on the nature of STs MLK.

The role-plays were conducted as the first data collection step in this study. Each
participant was asked to perform a role-play in an individual interview. The total number
of participants was fifteen STs; each of whom participated in a closed role-play during
their individual interview. The timing of the role-play was early on in the interview; after
some background questions, as a starting point for the rest of the discussion, in order to
make the interviewees feel that the researcher was genuinely interested in the insights
they could give her, and to avoid giving the impression of being an ‘inspector’. Finishing
with the role-play had the potential to make it feel like a ‘test’. In addition, if a participant
did not feel they had provided a good explanation, they would leave the interview feeling

very uneasy, perhaps even humiliated. Only the researcher was present.

The interviewees were asked to play the role of the teacher and explain an English
grammar rule. As mentioned above (See Section 1.6.2) the textbooks, which are used to
teach students in the middle and secondary stages, cover approximately six units in each
semester with each unit being divided into six or seven lessons. A grammar lesson

typically focuses on introducing and explaining grammar rules to students over a number
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of lessons. Two approaches to form-focused instruction (FFI) are applied: deductive and
inductive instruction. Grammar is not taught ‘in context’ in Saudi schools. Teaching
grammar involves only introducing and explaining a grammar rule followed by drilling
and practice exercises. There is no use of authentic and longer texts to teach grammar
rules. Thus, the instructions drawn up for the role-playing task followed the spirit and
structure of the typical grammar lesson given in a Saudi school and the participants were

asked to introduce and explain new grammar rules.

The instructions of the task were as follows. Participants were asked to imagine
themselves as teachers in their classrooms. They have a grammar lesson to deliver where
they have to introduce and explain an English grammar rule to their students. The
participants were given the freedom to choose any grammatical rule that they knew and
were offered suggestions if they found it difficult to choose one. The aim of letting them
choose what to teach was to observe how they might explain a grammar rule that they
were confident with. Had they been asked to explain a specific rule determined by the
researcher, they might have failed due to lack of subject content knowledge. If the
stimulus led them to say very little or nothing, there would be minimal data to analyse,
and so the role-play would not provide useful information. The data was to be analysed
to determine the extent, use and accuracy of their grammar terms, and whether their
explanations were clear and accurate. The participants were given the freedom to choose

any approach they wished to teaching the grammar rule.

When designing the role-play, the researcher followed O’Sullivan’s general guidelines
(2011). It had three sequential stages: briefing, acting and debriefing; all of which actively
involved the STs. The researcher was concerned to set up and structure the role-play
accurately, in order to increase the reliability and validity of the data collected
(O’Sullivan, 2011). Following a well-structured process can build a mutual relationship
which may eventually impact upon the quality of the resulting data (O’Sullivan, 2011).
The researcher introduced the task and outlined what was going to happen. Then the
dramatic frame was described; the participant was familiarised with the context. She was
told that the researcher’s aim was to see how she would explain a grammar rule, and
encouraged to enjoy the experience. She was told that the task was not an assessment, and
that this was only being done to fulfil the research objectives. At the second stage, the

interviewee was given a role-card (Appendix K) and given ten minutes to prepare before
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acting out the role. She was asked to try to explain, without worrying about the outcome.
The instructions were described in Arabic to avoid any misunderstanding. There was no
prescription regarding which language they must use. All this was done in order to induct
the participants comfortably, carefully and responsibly into role with the aim of eliciting
more reliable and ethical findings (O’Sullivan, 2011). Only the researcher was present in
the classroom with the participant. The interviewer took the role of a student who was
following a grammar lesson and answered the teacher’s questions in order to reflect a real
class situation. The audience level was however specified; the teacher was told that the
students were not lower level learners or younger learners in order to avoid simplification
of the explanations because of audience consideration. This was because the aim of the
role-plays was to gain an insight into the explanations offered by the participants relating
to the grammar rules, which explanations formed a component of their MLK, as
mentioned earlier. The activity was a verbal response and there was a board to use while
giving the explanations. The task typically took about 5 minutes and was recorded. The

researcher photographed the boards.

At the debriefing stage, the interviewee was asked about the difficulties/problems that she
encountered while doing this role-play; especially concerning their MLK. She was asked
to speak about possible issues she might face in the future. The aim of the debriefing was

to increase reflection and provide richer data (O’Sullivan, 2011).

One of the limitations of a role-play is that the situations can be unrealistic for participants
and data collected in this way has been criticised for not being natural enough (Tran,
2004). However, these disadvantages were to some extent remedied through the
following. A quiet suitable room of good size and including a white board was chosen.
The interviewees were given sufficient time to warm-up, running the actual role-play and
debriefing. The researcher provided assistance to help run the task (Cohen et al., 2007).
In order to facilitate transparency, ensure greater clarity and depth in the activity, before
engaging in the role-play, the purpose of the task, the status and the attitude of the role
according to the themes being investigated were determined, and these points detailed in
brief for the participant. Thus, it was hoped that the reliability of the data could be
improved “by more closely reflecting the real-life situation and reducing any tendency to
superficiality” (O’Sullivan, 2011: 520).
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The role-play was piloted. The aim was to have the opportunity to modify and improve
it. Before designing the task applied in the role-play, a previous task designed for both
ETs and STs was piloted. In that task, the participants were asked to identify the parts of
an extract which had a grammar error in it and then to give an explanation. The researcher
found that this piloted task did not produce good data. Therefore, there was a need to
change it to a task which was guaranteed to elicit an explanation. In other words, the
stimulus for the role-play needed to be such that the researcher is confident that it would
stimulate the interviewees to give an extended explanation. Because of the futility of the
earlier task, and the difficulty that most participants faced in choosing a grammar error
and then explaining it, the researcher decided to change the task, and also to apply the
role-play only with the STs. For the ETs, observations were a substitute for role-play. In
addition, as a result of piloting, the original timing of the role-play, at the end of the

interview, was altered.

3.9 Quantitative data analysis
3.9.1 Test data analysis

There were two methods used to analyse the data collected from the test. The first method
involved scoring and analysing the data to answer the research questions about the
participants’ level of MLK. The second included analysing the data to answer the second
question, highlighting the nature of their MLK. After the data had been collected, the data

was scored. The procedures were as follows.

3.9.1.1 Scoring procedure

The test was examiner-marked using a marking scheme (Appendix L). For each item in
the section regarding terms, it was possible to score a maximum of two marks, or one
mark for a partially correct answer. For example: in the productive task at sentence level
(Q2)- where participants were required to provide a full description for the books in the
sentence ‘Ann put her books on the desk’, the response plural noun earned two marks,

while plural alone/ or noun alone earned only one mark. Another example: in the
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receptive task at sentence level (Q5), where participants were asked to select the item that
exemplified the requested term subject in the sentence ‘The people in the bus escaped
through the emergency exit’, the response The people in the bus earned two marks, while
the people alone earned only one mark. In some items there was more than one right
answer. For example: in the productive task at sentence level (Q2)- where participants
were required to provide a full description for family in the sentence ‘Roger is the last
surviving member of his family’, the responses collective noun or countable noun or

singular noun were all accepted as correct.

In the section on rules; in the receptive question (Q6), each correct answer was awarded
1 point. For the productive question (Q1), a scoring scale was applied. The scales
employed in Han and Ellis (1998) and Gutiérrez (2013) were used as a starting point.
However, as the participants’ responses were analysed, the scale underwent a series of
modifications, in order to reflect better the different types of answers provided.
Modifications made resulted in a three point scale for giving explanation of the rule in
English, and a three point scale for explanations of the rule in Arabic, as presented in
Table 3-7 below.

Table 3-7: The scoring scale for the first question
Score Descriptions (for explanation in English )

) The participant provides no answer

The participant provides completely incorrect answer/ gives instructions (e.g. use ‘the’
instead of ‘a’)/ correcting the error

1 The participant verbalises the rule correctly but does not use any technical terms
The participant verbalises the rule partially correctly with or without using technical
terms/provides key words.

2 The participant verbalises the rule correctly using technical terms
Score Descriptions (for explanation in Arabic)
) The participant does not provide an answer
0 The participant provides an incorrect rule
5 The participant verbalises the rule partially correctly/ provides key words.
1 The participant verbalises the correct rule

The scoring system for the first question is as follows (Table 3-7). There were four
categories providing the rule in English. The first meant that when a participant did not

provide an answer, she was allocated a blank (as this would be meaningful when
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analysing the data). Each participant was awarded a 0 score when providing a completely
incorrect answer or when giving instructions (e.g. use ‘the’ instead of ‘a’), or she just
corrected the error. A participant was awarded a 1 score when she verbalised the rule
correctly but did not use any technical terms, or if she verbalised the rule partially
correctly with or without using technical terms, or if she provided only key words. A
participant was awarded a 2 score which is the full two marks for explanation of the rules
in English, when she verbalised the rule correctly using technical terms. For instance. In
item 1 (Q1) when providing an explanation of the rule that had been broken in the
sentence ‘Sarah has taken a taxi to the airport yesterday’, a response such as Simple past
tense is used to talk about an action that began and ended in the past gained the full two
marks for explanation of rules in English. In contrast, a response such as because of
‘yesterday’, we should use past was given only one mark. A response of /¢t must be ‘took’

was given no mark.

There were four categories on the scale for providing the rule in Arabic. The first was that
when a participant did not provide an answer, she was allocated a blank. A participant
was awarded a 0 score when providing an incorrect rule. A participant was awarded a .5
score when verbalising the rule correctly or when providing only key words. A participant
was awarded a 1 score, which is the full two marks for the explanation of rules in Arabic,
when she verbalised the rule correctly. A response such as:

" o) g bl iaa Jed e VAN aadig Jagd) azalall (e )"
'Simple past tense is used to talk about an action that began and ended in the past”

gained the full one mark for explanation of the rule in Arabic.

When giving the instructions for the first question, in order to be sure that the participants
understood the requirements of the question, the participants were told that they had to
write the rules once in Arabic and again in English. In addition, the participants were
provided with an example, showing how to produce the full response (which included
formulation rules using technical terms) to meet the requirements to receive 2 marks.
When given the instructions, the participants were not directed to use technical
terminology as the researcher wanted to see whether they would do so spontaneously.

Moreover, in the example provided, the participants were told that they have to formulate
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a rule and ‘not correct the error’. After collecting the data, the researcher realised that it
might have been useful to have actually instructed the participants to use technical

terminology to judge whether they were able to do it.

The participants’ responses to the productive question received a score of two for
providing a rule in English and a score of one for providing a rule in Arabic. Therefore,
on each item, it was possible to score a maximum of three marks; a maximum of two
marks for explanation in English and a maximum of one mark for explanation in Arabic.
The researcher differentiated the scores because, for an English teacher, having the
knowledge but being able to express it only in Arabic, is a lower ‘quality’ of MLK than
both having the knowledge and being able to express it in English (i.e. having the required
terminology in English). This is because verbalisation of a grammar rule in the English
language (their foreign language) places greater cognitive demands on the subjects,
requiring them to make explicit rules that have been broken, employing the appropriate
metalinguistic terms in order to explain why this was the case (Andrews, 1999c; Andrews
and McNeill, 2005; Tsang, 2011). Sometimes the language could have a negative effect
on the expression of knowledge; in addition, a shortage of vocabulary adversely affected
their ability to express and display knowledge; i.e. language might be a barrier to them.
On the other hand, this was not the case when giving explanation in their mother tongue,
as they might provide more information in Arabic. Moreover, although the use of the first
language has several advantages and benefits in the foreign language classroom,
particularly if learners have limited language proficiency, writers such as Ellis (1984),
Swain and Lapkin (2000), Cook (2001), and Harmer (2009) warn teachers of the
excessive use of first language, claiming that excessive use of first language can reduce

learners’ exposure to the target language (more details see 2.2).

One of the test strengths was that the researcher could calculate scores both for ‘Arabic
explanations and English explanations’ and could also calculate scores for ‘only English
explanations’. This was important to determine the level of initial knowledge to start, and
therefore the participants’ ability to express knowledge in some way. Being able to
express a rule in Arabic is helpful for teachers who wish to use their native language for
grammar explanation, which may be appropriate in some situations. The more options the
teacher has available to them, the better. Scores for ‘only English explanations’ shed light

only on their ability to express that knowledge in English.
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After scoring, the Excel programme was used to calculate the scores, the percentages, and
the means for each of the two groups. For each group, the scores/percentages for each

participant were presented in a separate table (Appendix M).

The researcher calculated absolute scores and percentages for each level, for each part
and for each section (see 3.7.1.1). To clarify, the researcher calculated the participants’

scores/percentages according to each one of the 11 following components:

o MLK (the overall scores of the all the main and sub components of MLK)
« Knowledge of grammar terms
« Productive knowledge of terms
«  Productive Knowledge of terms at sentence level
.  Productive Knowledge of terms at text level
. Receptive knowledge of terms
. Receptive Knowledge of terms at sentence level
. Receptive Knowledge of terms at text level
o Knowledge of grammar rules
.  Productive knowledge of rules

« Receptive knowledge of rules

The participants’ scores/percentages were calculated sequentially, starting by calculating
the scores for each question separately, the scores of each level separately, scores for each
part separately, scores of each section separately, and finally the overall test scores (See
Table 3-6 above). This enabled the researcher to calculate scores/percentages and means

for each level, each part and each section.

After this, the scores/percentages (of the MLK and its sections, parts and levels) for all
the participants within a group were calculated. The reason for calculating both absolute
scores and percentages was that each component of MLK was represented by a different

number of items, so the percentage would be more useful for comparative purposes.

The data were entered into SPSS (Statistical Package for Social Sciences, version 20) to
verify the validity of the results obtained from the Excel programme. Using SPSS also
made it possible to produce more descriptive and inferential statistics. The findings and

results were presented using descriptive analysis, as well as inferential analysis (discussed
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in details in Chapter 4). The key aspects of the statistical output, for both groups were the
mean, minimum, maximum and standard deviation (SD). Independent samples t-test,
paired-samples t-test and Cohen’s d (effect size), were conducted and the results
interpreted. The independent samples t-test was run to check whether the means for the
two groups were significantly different from one another. The paired-samples t-test was
used to examine the differences between the same groups on two variables (e.g. terms

and rules).

In addition, following the statistical guidelines and procedures proposed by Becher
(2000), Cohen’s d measure of effect size was applied to provide a standardised measure
of the differences between ETs and STs, and between the two variables within a group.
Effect size, which is simply a way of quantifying the difference between two groups, was
included to give an indication of the strength of the findings (Mackey and Gass, 2005).

For the section regarding knowledge of rules, tables were also used to analyse the nature
of the participant’s knowledge. The participants’ responses had been broken down into
these categories (correct answers, partly correct responses, incorrect responses, no
response, correcting the error, giving instructions) and presented in tables, to provide a
more detailed account of their responses. In addition, there were tables presenting the key
characteristics of their partly correct responses and other tables that presented noticeable
features within unclearly formulated responses. These tables are presented in Section
4.3.1.2.

3.9.2 Questionnaire data analysis

To analyse the data collected from the questionnaires, SPSS was used to calculate the
percentages for each of the two groups. These percentages are presented in separate tables
to reveal the participants’ perceptions of their own MLK (as discussed in detail in Chapter
6). The data were coded numerically, and the frequencies were calculated as percentages
using SPSS software. The 5-point scale was collapsed into a 3-point scale, in order to
facilitate comparison between the groups: “strongly agree” and “agree” were collapsed

into “agree”, and “strongly disagree” and “disagree” were collapsed into “disagree”,

very poor” and “poor” into “poor”, and “good” and “excellent” into “good”.
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In addition, a correlation analysis (Pearson’s correlation) was conducted to test the
relationship between the variables. To investigate the STs” and ETs’ awareness of their
strengths and limitations, their responses to items 11.1 to 12.2 (see 4.4.1.5) regarding the
need for MLK development, were linked to their actual performance in these areas on the
test. The new variables namely ET’s performance and ET’s opinion regarding the need
for development in different areas were created by averaging the eight performance and

seven opinion questions and the analysis was conducted on these new variables.

3.9.3 Qualitative data analysis

3.9.3.1 Interview data analysis

Various methods can be used to analyse qualitative data (Cohen et al., 2011; Punch,
2009), and there is no standard approach to analysis (Punch, 2009). The general
procedures for qualitative data analysis comprise three stages. The first stage involves
preparing and organising the data for analysis. The second, reducing the data into themes
through a process of coding and condensing codes, and finally representing the data
(Creswell, 2012).

In this study, thematic analysis was used. The purpose of the study, the research question,
and the approach taken guided the definition of the frame for analysis (Cohen etal., 2011).
Thematic analysis is a method for “identifying, analysing and reporting patterns (themes)
within data” (Braun and Clarke’s, 2006:79), and can be used as a way of getting close to
the data and developing a deeper appreciation for its content (Braun and Clarke’s, 2006).
It is a widely used method (Bryman, 2012) and suitable for questions related to people’s

views and perceptions (Namey et al., 2008).

Following Braun and Clarke’s (2006) guide to conducting thematic analysis, the
interview data was analysed according to a process involving six phases, covering the
second and third stages above, to identify patterns of meaning across a dataset that
provided an answer to the third research question being addressed. These phases were
suitable for generating initial codes, searching for themes, reviewing themes, defining
and naming themes, and producing a final report (Braun and Clarke, 2006; Creswell,
2012).
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The qualitative data was first made available in textual form by transcribing the tapes
recorded during the interviews. Initially the coding was done in Arabic as the researcher
felt that coding using the original language data would be most accurate. Translating the
transcripts before coding might have eroded the meaning of the interviewees’ words.
Certain responses in the interviews did not provide any relevant information and so they
were excluded from the analysis. Once the codes had been determined, after analysing

the full transcripts, the extracts used in the thesis were translated into English.

In more detail, the analysis proceeded as follows. The first phase was familiarisation, to
get a sense of all the data involved in reading and re-reading the transcripts, to become
familiar with their content. The second phase involved the production of codes from the
data to identify important features that might be relevant to answering the research
question. After that, the data relevant to each code was collated. The third phase involved
searching for themes among the codes. This aimed to collect all the interview codes under
themes and to examine the ideas comprising the themes. The fourth phase was to review
the themes and check their correlation with the coded extracts and the entire data set,
generating a thematic map for analysis. The fifth stage involved developing a detailed
analysis of each theme, working out the scope and focus of each theme, and determining
the overall story the analysis was telling. It also involved generating names for each

theme. The last stage was writing up.

3.9.3.2 Observation and role-playing data analysis

The first step in the analysis of the observation and role-playing data was organisation
and preparation. After that, the data was the transcribed and arranged. Only the parts of
the observed lessons in which the teacher was explaining a rule or answering grammar
questions were transcribed. In the case of the data obtained from the role-play, there was
a transcription of all the data. The analysis of the observations and role-playing data
proceeded as follows. The first phase was familiarisation, in which the researcher
acquired a sense of all the data involved by reading and re-reading the transcripts, to
become familiar with their content. In the second phase the researcher was looking for
patterns and features that highlighted the nature of the learners’ MLK. Specifically, the
researcher was looking at the emergent patterns and features of their knowledge. The
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codes were produced from the data to identify patterns/features that might be relevant
when answering the research question concerning the nature of their knowledge. After
this stage, the data relevant to each code was collated. After the data had been coded, the
researcher was able to sort and examine the data using the codes to look for patterns. The
third phase involved searching for key patterns among the codes. The fourth phase was
to review the patterns and check their correlation with the coded extracts and the entire
data set. This generated a number of patterns, supported by quotations, which represented
the major findings of the observations and role-plays (Cohen et al., 2011). The last stage

was writing up.

3.10 Validity and reliability in the quantitative study

Validity and reliability are two important criteria for assessing the quality of a piece of
research (Punch, 2009). Validity “is concerned with the integrity of the conclusions that
are generated from a piece of research” (Bryman, 2012:47), and thus the credibility of the
findings. It refers to the extent to which an instrument measures what it is intended to
measure (Thomas, 2013), and is a requirement for both quantitative and qualitative
research (Cohen, 2011). In qualitative data, validity might be addressed through the
honesty, depth, richness and scope of the data achieved, the participants approached, the
extent of triangulation and the disinterestedness or objectivity of the researcher (Winter,
2000). In quantitative data, validity might be improved “through careful sampling,
appropriate instrumentation and appropriate statistical treatments of data” (Cohen et al.,
2011:179). There are several different kinds of validity, such as content validity, face
validity, concurrent validity, construct validity, and criterion-related validity. Reliability,
in contrast, is “the extent to which a test or procedure produces similar results under
constant conditions on all occasions” (Bell, 2010:119). More details about reliability are

mentioned in the following sections.

3.10.1 Validity

Several forms of validity were evaluated: content validity, face validity, construct

validity, cultural validity and consequential validity.
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In order to demonstrate content validity, the researcher ensured the test provided
representative coverage of the content, and that the objectives the test was originally
designed to measure were met, (Brown, 2000; Cohen et al., 2011). Two colleagues in the
department were also asked to provide their feedback on the test’s content validity. The
test was designed to measure a wide range of MLK (see 3.7.1.1); and each question was
designed to measure one particular. The grammar features tested covered a broad range
of elements of the English language pedagogic grammar that teachers need to employ in
the classroom in order to test the limits of their knowledge of terms and rules. The

intention was that each element would be adequately represented in the items.

To check the face validity of the test, an expert in language awareness testing was asked
to reflect on the concepts concerned and check the appropriateness of the test’s content
(Bryman, 2012). She examined the items on the test, to test their validity and suitability
at all the design stages. In addition, the test was examined by an English language teacher
with 10 years’ teaching experience. Furthermore, piloting the test in two phases (see
3.7.1.7), and editing it in response to feedback, helped enhance its face validity further
(Bell, 2010).

The construction of test was developed using a wide literature search, in agreement with
other tests designed to assess the same underlying issues (such as Andrews’ 1999),
Alderson et al.,1997 and Bloor’s, 1986). Thus, the construct validity of the test instrument
was achieved by rooting the construct in my study (MLK) in “a wider literature search
which teases out the meaning of a particular construct and its constituent elements”
(Cohenetal., 2011:186). Moreover, the use of multiple methods (triangulation), provided
further evidence to support the construct validity of the test (Sekaran and Roger, 2013;
Cohenetal., 2011).

In addition, the data collection processes were fair and ethical (see 3.5 and 3.12) and the
data was only collected for the purpose of the test to achieve consequential validity
(Cohen et al., 2011). Furthermore, the researcher provided a translation of words in the
test that may be unknown to the participants in order to ensure equivalence of meaning
and cultural validity (Cohen et al., 2011). Likewise, the researcher provided translations
of the questions in the test that were expected to be problematic. To assist in the

translation, the researcher employed two translators to ensure greater validity and
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reliability of the translation (Cohen et al., 2011). Moving to the second quantitative
method used, the questionnaires; these were designed to uncover the perceptions of ETs
and STs towards their own MLK. To check content validity, each item was developed to
have a logical link to the established objectives. In addition, the items on the
questionnaires covered a broad range of dimensions of perceptions, and each item was
given an adequate representation in the items (see 3.7.2). Piloting of the questionnaires
and refinement of their content and wording (see 3.7.2) helped to increase their

effectiveness, and to enhance face validity (Bell, 2010).

Construct validity was achieved using multiple methods; triangulation of the
questionnaires with the interview instrument to answer the research question relating to
the participants’ perceptions of their MLK, as well as with test, observation, and role-
playing to investigate their MLK (Cohen et al., 2011). The consequential validity was
addressed through fair and ethical use of the data and by using it only for the purpose for
which it was constructed (Cohen et al., 2011). In addition, the researcher provided a
translation of the items on the questionnaires. Two translators were involved, to ensure

greater validity and reliability (Cohen et al., 2011).

3.10.2 Reliability

Reliability implies ‘consistency’, and “there are two main aspects to this consistency;
consistency over time (or stability) and internal consistency” (Punch, 2009:244). To test
the reliability of the three survey instruments: the test instrument and the two
questionnaires instruments, Cronbach’s alpha, frequently referred to as the alpha
coefficient of reliability, was used to provide a coefficient of inter-item correlations. This
measured the test’s internal reliability. Using SPSS the test instrument returned a
Cronbach’s alpha coefficient of 0.91 with 61 ETs and of 0.91 with the 122 STs,
suggesting that the items have relatively high internal consistency (indicating acceptable

reliability).

Cronbach’s alpha was also used to check the reliability of the questionnaires. , in the ETs
questionnaire, with a sample of 61, the Cronbach’s alpha coefficient for all the 24 items-

all items related to the dimensions of participants’ perceptions was 0.79. In the STs
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questionnaire, for the 122 participants, the Cronbach’s alpha coefficient for all 22 items
related to perception was 0.69. Thus, the reliability results and the value of the Cronbach’s
alpha was close to 0.7 or greater than 0.7, suggesting that the reliability level of the

questionnaires was acceptable.

The interrater reliability of the test was assessed by asking an English second language
teacher, with more than ten years’ experience, to mark the test papers for all groups.
Although test scores typically “are objective and there is little judgment involved”
(Mackey and Grass, 2005), the researcher needed to make some judgments about the data.
The researcher semi-randomly selected a portion of the data, 25% from the different parts
of the main dataset, and this was then marked by the second marker. The marking done
by the researcher and the second marker were compared. Interrater reliability was
calculated as a simple percentage, appropriate for continuous data (Mackey and Gass,
2005). As there was complete agreement on the 25% of data checked, the process yielded
an interrater reliability percentage of 100% for both groups. In addition, the researcher
checked the intrarater reliability, referring to a single rater's consistency at two different
times, by remarking all of the test papers for both groups 3 months later to ensure that the
marking of the test would be the same at different times (Mackey and Gass, 2005) and it

was the same.

3.11 Validity and reliability in the qualitative study

The meaning of the two concepts, validity and reliability is slightly different in qualitative
research, due to its nature (Bryman, 2012). ‘Trustworthiness’ and ‘authenticity’ are the
two criteria proposed as an alternative to reliability and validity (Lincoln and Guba,
1985). Trustworthiness involves establishing credibility, transferability, dependability

and conformability (Lincoln and Guba, 1985).

Trustworthiness was established in this study by using triangulation of multiple sources
of information (Creswell, 2012), as discussed above. Transferability was achieved
through the provision of rich, thick detailed descriptions of the participants, the setting,
and the themes to enable the reader “to transfer information to other settings and to
determine whether the findings can be transferred because of the shared characteristics”
(Creswell, 2012:252). Credibility of the findings and interpretations was also achieved

through member checking, by giving some of the printed transcripts of the interviews
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observations/ role-plays to the participants to read and check to verify the accuracy and

credibility of the account.

Peer debriefing was also used to enhance the trustworthiness of the qualitative research.
A colleague participated in peer debriefing; he reviewed and assessed transcripts, the
categories emerging from the transcripts, and the final report. The researcher made
available full details of the data on which the interpretations are based to enhance the
conformability of the applied qualitative methods. The trustworthiness of the interviews
was enhanced by having an interview schedule for each group, with the same format and
sequence of words and questions for each respondent. In addition, reducing interview bias
was achieved through piloting the interview schedules, training procedures, and
probability random sampling of STs respondents, as described above. All the interviews
were carried out in similar conditions, taking into account elements such as place, lighting

and timing.

One of the concerns raised in the observation, was that the performance of the participants
might be affected by being observed. Therefore, the researcher did not inform the teachers
of the precise focus of the observation, and aimed to be as inconspicuous as possible in
the classroom (see Section 3.8.2). The reliability of the role-play was improved by
determining the purpose of the role and the participants’ motivations. The participants
were then briefed on these points, and the context introduced. By doing this, there was
close reflection on the real life situation, encouraging active participation in role-play
situations, thereby ensuring clarity and depth in the activity itself as well as facilitating

transparency (Cohen et al., 2011).

3.12 Ethical Issues

Ethical problems are likely to occur in social science research because human subjects
are taking part; therefore, researchers must identify and address ethical considerations
(Burns, 2000; Cohen et al., 2011). The research participants were not to be harmed in any
way and nothing was done to them without their agreement. Before conducting the
interviews, observations, role-play, and administering the questionnaires and the test, the

extent of the participants’ involvement in the research, and what was expected of them
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was discussed. Developing an ‘informal consent form’ for the participants to sign before
conducting the test, questionnaire, interviews and observations ensured that their rights
were protected. Each participant was given an information sheet that provided
information on the nature and purpose of the study, who was conducting it, how it was to
be carried out, the confidentiality and anonymity of the data, and the researcher’s contact
information (for an example of informal consent form see Appendix N).The participants
were assured that they had the opportunity to withdraw at any stage. They were assured
that they would not be harmed by this study or its results. To ensure anonymity, the

participants were encouraged to write and use pseudonyms.

The researcher did not wholly disclose the purpose of the study before conducting
observations as it was necessary to avoid the problem of reactivity (see 3.8.2); as there
would be a possibility that the participants would change their natural behaviour if they

knew what the researcher was going to observe.

3.13 Limitations

The design and conduct of the current study revealed a number of limitations, which
should be considered in any attempt to interpret and generalise its findings; these should
be addressed as a means for improvement and a focus for further study. Some of the

limitations are as follows.

This study was confined to female STs and ETs, because coeducation, for cultural
reasons, is not a component of the Saudi educational system. Furthermore, social customs
and religious beliefs in the geographical area in which the study was conducted restricted
the access of the female researcher to schools with male ETs, or to the male university
with male STs. Communication with male school teachers and male STs revealed that
these teachers were intolerant towards the idea of a female researcher conducting a study

in their schools or at their university.

The present study, as mentioned before, focused on investigating the MLK of female
Saudi ETs who had graduated, and fourth year STs who would graduate from Noor
University in Saudi Arabia. Furthermore, the study is limited to the data collected from a
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single university (Noor University). Therefore, the findings of the current study, in terms
of generalisation are limited to STs from that specific university, and the ETs that
graduated from that university (see 3.6). However, it is possible that similar courses are
implemented with similar STs, elsewhere in the Arab world; or even in other parts of the
world. Thus, the researcher can assume that the findings could be partly applicable to STs
at other universities (e.g. in the Middle East) where the educational contexts and courses
taught are similar. This is also the case with the findings related to the ETs. Thus, the
researcher anticipates that the MLK in this population might be similar to that of ETs
elsewhere with a similar educational background and in similar teaching contexts as the

sample respondents.

The limitations of this study also arise from its data collection methods. First,
observations may lack dependability when the researcher is the only one available to
observe the teacher. Likewise, role-plays may lack dependability, as the researcher was
the only person observing the STs. The researcher may be biased, or see only the things
he/she is looking for. To counteract this problem, the observations and role-play data was
triangulated with information obtained from the participants’ responses to the test, and
their responses during the semi-structured interviews and those from the questionnaires.
Similar to the observations and role-plays, the questionnaire responses were found to have
limitations. The participants may have held other opinions, or might have been able to
present more details about their MLK if they had been given more time. Furthermore, the
participants’ responses to the questionnaires may not have revealed the whole truth.
Therefore, the questionnaire data was triangulated with the information obtained from the

students’ responses to the semi-structured interviews.

The study data may have been restricted by the participants’ possible fear of losing face.
As a product of a collective culture, and a non-democratic political system, Saudi STs
and ETs may be afraid of declaring their level and their opinions of their own MLK,
believing that this could affect their jobs or learning. The researcher attempted to
overcome this by reassuring the participants that their responses would remain
anonymous, and be used for research purposes only. In addition, interviewing the
participants on an individual basis was a strategy employed by the researcher to deal with
these issues. The participants were informed, when carrying out the test, questionnaires,

observations, role-plays and interviews that their answers, whether positive or negative,
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were of great value as they would enlighten researchers about the possible solutions to

the problems they might encounter during their studies/teaching.

The study was restricted by the fact that the questionnaire and test were conducted with
the STs separately in each class during their regular lectures; these took 5 days to
complete (5 classes). Because of the STs’ lecture timetables, and to guarantee that all the
participants attended, it was not possible to allocate one day for the test and the
questionnaire. The researcher did not leave the test papers with the participants after
conducting the test. Thus, there was no danger of the participants sharing information
about the test with other STs before some of them took the test. In addition, they were
asked when answering the test not to refer back to previous questions, as this might reduce
the possibility of remembering the test items or questions, thereby reducing the possibility
that STs from different classes might speak to each other between the tests about the

questions and the items.

Another limitation of the study was the small ET sample size; therefore, the findings
should be treated with caution. As mentioned in section (3.5), only 61 ETs agreed to
participate in this study. In the first stage of the study, only 20 responded to the
questionnaires and the test at their school. Attaining enough responses was a time
consuming process, and required much effort from the researcher, who needed to visit
more schools. In addition, only 41 ETs, completed the test and filled in the questionnaires
at the meetings. The participation of the ETs was inhibited because of many factors, such
as difficulties leaving the school and class environment, and because they might not have

felt there was sufficient reason to motivate them to attend the meetings.

Another limitation was that the relatively small sample of ETs might have resulted in a
non-representative sample. As mentioned in section (3.5), the researcher sought a
stratified sample, and chose not to set out any criteria for selecting the sample from each
of the sub groups in the first phase of the study. The English language supervisors at the
General Administration in Noor city contacted different schools, responsible for teaching
different stages, and asked teachers if they would be willing to participate in the study.
However, a stratified sample (see 3.6.1.2) was used to obtain access to a section of the

population at the beginning of the sampling process, which sought to strengthen the
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generalisability of the findings from the participants to an entire population (Newby,

2010), improving the population’s representativeness and reducing sampling error.

Because of Saudi society and Saudi culture, the investigator was not allowed to make a
video tape recording while observing the female Saudi school, or while role-playing at

the university.

By considering the shortcomings associated with this methodology, the study could serve
as a basis for further research on investigations into MLK, and the factors that influence
their selection and use. Certainly, any educational investigation, using a mixed method
approach and multi-type data resources and sample categories within this context would
encounter some difficulties, as discussed above. However, prior awareness of these and

additional future research to provide balance is recommended to redress these limitations.

3.14 Summary

This chapter has focused on the methodology employed in the study. The study uses a
mixed method design to investigate the MLK of ETs and STs. The chapter has also
described the research design and participants, and discussed the data collection methods
used in the study. In the quantitative portion of the study, a test and questionnaires were
used, and semi-structured interviews, semi-structured observations and role-playing were
used in the qualitative parts. The chapter also described the data analysis procedures for
both the quantitative and qualitative data. It also explained the way the quality of the study
was enhanced, and how ethical considerations were taken into account. The next chapter

analyses the data collected to answer the research questions.
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CHAPTER 4: FINDINGS

4.1 Introduction

This chapter presents the findings regarding three aspects: level of STs” and ETs” MLK,
nature of the participants’ MLK, and their perceptions of their own MLK. The
quantitative and qualitative data presentation, and related findings concerning the
research questions are addressed under these three headings.

4.2 The level of STs’ and ETs’ MLK

This section begins by presenting the STs” and ETs’ overall performance on the test
instrument. The results for STs and ETs are presented independently, followed by a
comparison between the two groups. The results for the individual components of the
MLK test, with their sub-divisions, are then presented for the two groups and a

comparison drawn between them.

4.2.1 STs’ and ETs’ overall performance on the test

Table 4-1 below presents the STs’ and ETs” overall results on the test.

Table 4-1: STs” and ETs’ overall performance on the test.

G N Mean Mean Min Max SD SD Effect size t-test
() % % % () % (Cohen’s d) P value
STs 122 35.9 23.6 5.3 52 16 10.5
1.4 .000

ETs 61 58.8 38.7 12.2 58.5 15.7 10.4

S = actual scores / % = the percentage scores of correct answer

The STs did not perform well on the test, reflecting a very low level of MLK. The mean
percentage of correct answers for the STs was 23.6% with a standard deviation (SD) of
10.5. The mean score was 35.9 with a SD of 16. The maximum percentage was 52%, and
the minimum 5.3%. The STs answered less than a quarter of the items and only 1.6% of
the sample scored above 50%.
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The ETs’ performance on the test reflected a level of MLK only slightly higher than the
STs. Their mean percentage of correct answers was 38.7% with a SD of 10.4. The mean
score was 58.8 with a SD of 15.7. The maximum percentage was 58.2%, and the
minimum was 12.2%. Scores varied from approximately 10% to 60%, and 14.7% of the
sample scored above 50%. This performance can at best be termed ‘moderate’; neither

very high nor very low.

4.2.2 Comparison between the overall performance of STs and ETs

Figure 4-1 below shows the spread of the data for the two groups (STs and ETs). The

maximum score on the test was 152, and the minimum score was zero.

Figure 4-1: STs’ and ETs’ spread of the test scores.
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The spread of data for the two groups was quite different. The difference in mean scores
for ETs (M =58.8, SD = 15.7) and STs (M = 35.9, SD = 16) was statistically significant
(p <0.001). In addition, the effect size was ‘large’ (Cohen’s d = 1.4). Therefore, the data
clearly indicate that the ET group significantly outscored the ST group on the test,
demonstrating a higher level of MLK and revealing that the ETs were more

knowledgeable in this area than the STs.

4.2.3 The results of the individual components of STs’ and ETs’ MLK

This section looks in detail at the results of the individual components of the MLK test
and compares the scores for each group. Firstly, it presents the results of the sections

designed to measure the two main components of MLK: terms and rules. Secondly, it
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displays the results of the sections designed to measure the subdivisions of MLK:
productive and receptive knowledge of terms, and productive and receptive knowledge
of rules. Figure 4-2 below presents the STs’ mean percentages on the individual
components of MLK while Figure 4-3 presents the ETS’ mean percentages on the
individual components of MLK. More details are provided in the following sections.

Figure 4-2: STs’ mean percentages on the individual components of MLK.

STs’ MLK
23.6%
Terms Rules
25.4% 15.4%
v L4 v v
Productive Receptive Productive Receptive
27.5% 24% 8.5% 36.3%
Sentence level Text level Sentence level Text level
27% 28.2% 36.8% 13.7%

Figure 4-3: ETs’ mean percentages on the individual components of MLK.

ETs’ MLK
38.7%
Terms Rules
37.4% 44.3%
A L4 A v
Productive Receptive Productive Receptive
36% 38.4% 35.7% 70%
Sentence level Text level Sentence level Text level
37.9% 33% 56.5% 24%

In the two figures above, a text example (text level) is longer than a typical example sentence (sentence
level) and can provide contextualised examples of less typical instances of grammatical categories (for
more detail see Section 3.7.1.3)
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4.2.3.1 The main components of MLK: Terms and rules
Nine questions (see Table 4-2) measured the participants’ knowledge of terms and rules:

Table 4-2: Questions to measure knowledge of terms and rules.

Questions
Q.2(A, B, C)
Q.3(A B)
Q4

Q5

Q.1

Q.6

Terms

Rules

The participants’ knowledge of terms was measured, by asking them to describe
underlined items in a number of sentences and texts, and to select items that exemplified
given grammar terms. Their knowledge of rules was measured by two questions, which
asked them to provide or choose the rule that had been broken in each instance. The results
are displayed in Table 4-3 below.

Table 4-3: STs’ and ETs” knowledge of terms and rules.

Effect size t-test

S S Cohen’s d p value

Terms 254% SD=11.1 374% SD=9.1 1.2 0.000
Rules 154% SD=121 44.3% SD =205 1.8 0.000

The results indicate that the STs knew terms better than rules. On the other hand, the
reverse was true of the ETs, who knew rules better than terms. The mean percentage of
the STs’ knowledge was 25.4% (SD = 11.1) for terms and 15.4% (SD = 12.1) for rules.
The findings demonstrate that most of the items in the rules task were left unanswered by
the ST respondents. The difference in the STs” mean scores between the terms portion
(M = 315, SD = 13.7) and the rules portion (M = 4.3, SD = 3.4) was statistically
significant (p <0.001). In addition, the effect size was ‘large’ (Cohen’s d=2.7). The ETs’
scored higher on rules (44.3%; SD = 20.5) than on terms (37.4%; SD = 9.1). The
difference in the ETs’ mean scores on the terms portion (M = 46.4, SD = 11.3) compared
with the rules portion (M =12.4, SD = 5.8) was also statistically significant (p < 0.001),
and the effect size was ‘large’ (Cohen’s d = 3.8).
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The difference in mean scores of ETs’ and STs’ knowledge of terms was statistically
significant (p < 0.001). In addition, the effect size was ‘large’ (d = 1.2). This pattern was
repeated in the difference in mean scores between the ETs’ and STs’ knowledge of rules,
which was also statistically significant (p < 0.001), and the effect size was ‘large’ (d =
1.8). These results indicate that the ET group significantly outscored the ST group on the

test, demonstrating better knowledge of both terms and rules.
4.2.3.2 The subdivisions: Productive and receptive knowledge

The participants’ knowledge of terms and rules was examined in more detail by looking
at the sub-divisions of these areas: productive and receptive knowledge. On the test, the
first sub-section (Q2) and the second sub-section (Q3) were designed to measure the
participants’ productive knowledge of terms, and q. 4-5 measured their receptive
knowledge of terms. Q.1 was designed to measure their productive knowledge of rules,
and ¢.6 measured their receptive knowledge (see Table 4-4 below).

Table 4-4: Questions to measure productive and receptive knowledge.

Questions
2(A,B,C
Productive Q2( )
Q.3 (A, B)
Terms
_ Q4
Receptive
Q5
Productive Q1
Rules
Receptive Q.6

Moreover, the examination of productive and receptive knowledge of terms was
conducted at both the sentence and the text level. Table 4-5 shows which questions

measured productive or receptive knowledge at which level.

Table 4-5: Questions to measure knowledge of terms at sentence and text level.

Productive Receptive
Sentence level Q.2(A,B,C) Q5
Text level Q.3 (A, B) Q4

Table 4-6 and Figure 4-4 below present the results for the STs and ETs on productive
and receptive MLK.
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Table 4-6: STs” and ETs’ results on productive and receptive MLK.

Subdivisions STs ETs Eifiiﬁ,ﬂze ;-vt:ISute
Productive (Terms) 275% SD=106 36% SD=105 0.8 0.000
Receptive (Terms) 24% SD=132 384% SD=104 2.1 0.000
Productive (Rules) 85% SD=118 357% SD=225 1.6 0.000
Receptive (Rules) 36.3% SD=229 70% SD =324 1.4 0.000
Productive Sentence level 27% SD=115 379% SD=129 0.9 0.000
(Terms) Text level 282% SD=151 33% SD=12.3 0.3 0.03
Receptive  Sentence level 36.8% SD=181 56.5% SD=151 1.2 0.000
(Terms) Text level 137% SD =126 24% SD =133 0.8 0.000

Figure 4-4: STs’ and ETs’ results on subdivisions of terms and rules.
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It is interesting that for both ETs and STs, the two biggest differences were between
productive and receptive knowledge of rules and between sentence and text-level

receptive knowledge of terms (see Table 4-6 and Figure 4-4).
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Receptive vs. Productive Knowledge of Rules

Both groups’ receptive knowledge of rules was better than their productive knowledge of
rules. The productive task asked them to provide explanations of rules while the receptive
task asked them to choose from multiple options offering explanations of the target rules.
The mean percentage of STs’ productive knowledge was only 8.5% (SD = 11.8) while
the mean percentage of their receptive knowledge was 36.3% (SD of 22.9). The difference
in their mean scores for productive knowledge (M = 1.8, SD = 2.5) and receptive
knowledge (M = 2.5, SD = 1.6) was statistically significant (p < 0.001). In addition, the
effect size was ‘moderate’ (Cohen’s d = 0.4). Similarly, the mean percentage of ETs’
productive knowledge was only 35.7% (SD = 22.5) while the mean percentage of their
receptive knowledge was 70% (SD = 23.4). The difference in their mean scores for
productive knowledge (M = 7.5, SD = 4.7) and receptive knowledge (M = 4.9, SD = 1.6)
was statistically significant (p < 0.001). In addition, the effect size was ‘large’ (Cohen’s

d=0.8).

The difference in mean score between ETs’ and STs’ productive knowledge of rules was
statistically significant (p < 0.001) and the effect size was ‘large’ (d = 1.6). This pattern
was repeated in the difference between the ETs’ and STs’ mean scores for receptive
knowledge of rules, which was also statistically significant (p < 0.001), and the effect size
was ‘large’ (d = 1.4). Therefore, this result clearly indicates that the ET group
significantly outscored the ST group on the sections designed to measure productive and
receptive knowledge of rules, revealing that the ETs had better productive and receptive

knowledge of rules than the STs.
Sentence vs. Text-level Receptive Knowledge of Terms

The second major difference between the two groups was seen in sentence and text-level
receptive knowledge of terms. At sentence level, the STs scored 36.8% with a SD of 18.1,
and at text level, they scored only 13.7% with a SD of 12.6. The difference in the STs’
mean scores at sentence level (M = 11.8, SD =5.8) and at text level (M =5.5, SD =5.1)
was statistically significant (p < 0.001). In addition, the effect size was ‘large’ (Cohen’s
d = 1.1). Likewise, the ETs scored 56.5% with a SD of 15.1 at sentence level but 24%

with a SD of 13.3 at text level. The difference in the ETs” mean scores at sentence level
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(M =18.1, SD =4.9) and at text level (M = 9.6, SD = 5.3) was statistically significant (p
<0.001). In addition, the effect size was ‘large’ (Cohen’s d = 1.6). Both the ETs and STs
performed better at sentence level than at text level; they found it easier to identify given

grammar features in short sentences than in longer texts.

Nevertheless, the ET group significantly outscored the ST group on receptive knowledge
of terms, demonstrating higher ability to recognise terms at both sentence and text level.
The difference in mean scores at sentence level between the groups was statistically
significant (p < 0.001) and the effect size was ‘large’ (d = 1.2). This pattern was repeated

with regard to their mean scores at text level (p < 0.001; d = 0.8).

Receptive vs. Productive Knowledge of Terms

Table 4-6 shows the difference in mean scores for ETs’ productive knowledge of terms
and STs’ was statistically significant (p < 0.001) and the effect size was ‘large’ (d = 0.8).
Likewise, the difference in mean scores for ETs’ receptive knowledge of terms and STs’
was statistically significant (p <0.001) and the effect size was ‘large’ (d =2.1). Therefore,
the data indicate that the ETs group significantly outscored the STs group on the test,

demonstrating higher ability both in producing and in recognising terms.

Sentence vs. Text-level Productive Knowledge of Terms

ETs’ ability to produce terms was superior to that of STs’ at both sentence and text level.
The difference in mean scores of ETs’ and STs’ productive knowledge of terms at
sentence level was statistically significant (p < 0.001) and the effect size was ‘large’ (d =
0.9). At text level, it was 28.2% with a SD of 15.1 for STs’ and 33% with a SD of 12.3
for ETs. Similarly, the difference in mean scores between ETs’ and STs’ productive
knowledge at text level was statistically significant (p < 0.05/ p = 0.03) and the effect size

was ‘medium’ (d = 0.3).
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Productive Knowledge of Rules in Arabic vs. English

As mentioned above in Section 3.7.1.1, the participants were asked to provide rules in
both Arabic and in English. The researcher calculated scores for both °Arabic
explanations and English explanations’ (see above Table 4-6) and also calculated scores

for ‘English explanations only’ (see below Table 4-7).

Overall, the STs scored 8.5%, and the ETs scored 35.7% on this task (including for both
Arabic explanations and English explanations). Table 4-7 below presents the results from
the section asking the participants to formulate rules in English only. The STs achieved
6.2% and the ETs achieved 28.5%. This reveals that both groups had a relatively poor

ability to formulate rules in English.

Table 4-7: Productive (Rules): The ability to formulate rules in English only.

Effect size t-test
STs ETs Cohen’s d p value

Formulation of rules in
6.2% SD=9.1 285% SD=21.4 1.5 0.000

English only

These results suggest that even ETs might experience difficulty formulating rules in
English and that this could be due to lack of language proficiency. When given the chance
to express the knowledge in Arabic, their mean percentage was higher than when they
were tasked with giving explanations only in English. The fact that they provided more
information in Arabic shows that the ETs’ inability to formulate rules in English was not
due to a lack of grammatical knowledge. Their mean percentage (35.7% including both
Arabic and English explanations) was higher than for English explanations only (28.5%).
This reveals that they do have the prerequisite knowledge but struggle to express that
knowledge using the English language. Thus, language may be acting as a barrier to them.
In contrast, for the STs, it appears that the problem was lack of knowledge of rules as
there was no noticeable difference between the mean scores for this group in either

language.

The ETs’ ability to formulate rules in English was superior to that of the STs. The
difference between the ETs’ and STs’ mean scores was statistically significant (p < 0.001)

and the effect size was ‘large’ (d = 1.5).
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4.3 The nature of STs’ and ETs’> MLK

This section presents the findings related to the second aspect in this study, ‘the nature of
the STs’ and ETs” MLK’, and aims to answer the second research question. Data were
collected from the test, a role-play, and observations. Findings from each are presented
independently. The section begins with the test results for both groups. Secondly, the ST
role-play data are presented, followed by the ET observation data. Finally, the main

findings are summarised.

4.3.1 The STs’ and ETS’ test results

This section looks in detail at the nature of the STs’ and ETs’ MLK as revealed by the
test. It first presents the nature of their knowledge of terms followed by the nature of their

knowledge of rules.
4.3.1.1 Knowledge of terms

This section highlights the nature of the STs’ and ETs’ productive and receptive
knowledge of terms by displaying the mean percentages for the tested grammatical

features and the response patterns in the productive and receptive tasks for both groups.
Mean Percentages on Productive tasks

After looking at the overall picture of MLK level (aspectl), each task will be discussed
in greater detail, beginning with the production tasks where the participants were required

to apply their knowledge of grammar terms (e.g. nouns, adjectives, phrases, etc.).

Sentence level: The mean percentages for the tested grammatical features at sentence

level are displayed below in Table 4-8.

Table 4-8: The mean percentages for word classes, clauses/phrases/sentences, and grammatical roles
on the productive tasks at sentence level.

STs ETs
ical rol
Grammatical roles 36% 41%
(Q2C: 5 items)
Word classe
rd classes 23% 35%
(Q2A: 7 items)
I h
Clauses/phrases/sentences 2204 38 %

(Q2B: 4 items)
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For both groups, the mean for grammatical roles was slightly higher compared with the
other tested grammar features. The STs obtained 36% for grammatical roles, 23% for
word classes, and 22% for clauses, phrases, and sentences. Similarly, the ETs obtained
41% for grammatical roles, 35% for word classes, and 38% for clauses, phrases, and
sentences. This indicates that both groups’ productive knowledge of terms for
grammatical roles was slightly better than for other grammatical features, such as word
classes, clauses, phrases, and sentences. In other words, their ability to name each
grammatical role in a given sentence was slightly better than their ability to name word

classes, clauses, phrases, and sentences.

Text level: Regarding the productive tasks at text level, Table 4-9 below displays the mean

percentages for the tested grammatical features.

Table 4-9: The mean percentages for clauses/phrases/sentences and grammatical roles on the
productive tasks at text level.

STs ETs
Grammatical roles
30% 37%
(Q3B: 5 items)
Clauses/phrases/sentences
usesip 26% 28%

(Q3A: 5 items)

Similar to the sentence-level results, the text-level results showed that for both groups,
the means for naming grammatical roles were slightly higher than those for clauses,
phrases, and sentences. The STs obtained 30% for grammatical roles and 26% for clauses,
phrases, and sentences. The ETs obtained 37% for grammatical roles and 28% for clauses,

phrases, and sentences.
Receptive tasks

Table 4-10 displays the results of the mean percentages for the tested grammatical

features at sentence level.

Table 4-10: The mean percentages for word classes, clauses/phrases, and grammatical roles
on the receptive task at sentence level (Q5).

STs ETs
Gr_ammatlcal roles 69% 88%
(5 items)
Wprd classes 39% 64%
(8 items)
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Clauses/phrases

. 27% 39%
(3 items)

Sentence level: Examples of grammatical roles were easier to identify at sentence level
for both groups than word classes or clauses and phrases. The STs obtained 69% for
grammatical roles, 39% for word classes, and only 27% for clauses and phrases. This
pattern was repeated by the ETs, who obtained 88% for grammatical roles, 64% for word
classes, and only 39% for clauses and phrases. For both groups, the mean for grammatical

roles was the highest.

Text level: At text level, the mean for grammatical roles was again slightly higher than
for clauses and phrases for both groups. The STs obtained 20% for grammatical roles and
only 16% for clauses and phrases, and the ETs obtained 36% for grammatical roles and
only 26% for clauses and phrases (see Table 4-11 below).

Table 4-11: The mean percentages for clauses/phrases and grammatical roles on the receptive task at
text level (Q4).

STs ETs
rammatical rol
Grammatical roles 20% 36%
(12 items)
Clauses/phrases 16% 26%
(8 items)

It is clear that for both the STs and ETs that at text level, examples of grammatical roles

were slightly easier to identify than those of clauses and phrases.

The mean percentages for the grammatical features tested on the productive and receptive
tasks, displayed above, helped to highlight the nature of the STs” and ETs’ productive
and receptive knowledge of each grammatical feature. Firstly, both groups’ receptive
knowledge of these grammatical features was slightly better than their productive
knowledge. They were slightly better at identifying named word classes (matching word-
class terms with examples) (STs scored 39%, ETs 64%) than at producing appropriate
terms for word-classes (STs 23%, ETs 35%). In addition, both groups’ ability to identify
examples of grammatical roles at sentence level (STs 69%, ETs 88%) was superior to

their ability to produce appropriate terms for grammatical roles (STs 36%, ETs 41%).

Secondly, there was a close match between gaps in the STs’ and ETs’ receptive and

productive knowledge related to clauses and phrases (see Table 4-8 Table 4-11). The
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results showed that both groups were poor at understanding what a clause and phrase are

as well as in their ability to produce terms for clauses and phrases.
Response patterns on the productive tasks

After examination of the mean percentage for each category, the participants’ ability to
produce terms will be discussed in greater detail by looking at their response patterns.

Table 4-12 below presents the response patterns on the production tasks at sentence level.

Table 4-12: Response patterns on the production tasks at sentence level (Q2: A-B-C/13 items).

STs ETs
Total number of possible Total number of possible
responses = 1586 responses = 793
Complete answers 5% (79) 13% (106)
Incomplete answers 34% (543) 42% (334)
Wrong answers 22% (353) 16% (123)
Not answered 39% (611) 29% (230)

As shown in Table 4-12, only 5% of the 13 items were given complete responses (e.g.
“plural noun”) by the STs, while considerably more items (34%) were given incomplete
answers (e.g. “noun”) in terms of naming either the main or the sub-category of the

requested term. 22% were answered incorrectly, and 39% were not answered at all.

The ETs’ responses demonstrated a similar pattern. Only 13% of ET responses were
complete, while more items (42%) received incomplete answers. 16% were answered

incorrectly, and 29% were not answered.

Table 4-13 below presents a breakdown of the two groups’ patterns of incomplete

answers.

Table 4-13: Features of responses characterised as incomplete answers on the production
tasks at sentence level.

STs ETs
Incomplete answers Total number of possible responses = Total number of possible responses =
543 334
Providing only the main-category 97% (524) 89% (298)
Providing only the sub-category 3% (19) 11% (36)

97% of the STs’ incomplete answers provided only the main category of the requested

term (e.g. “noun”), and 3% provided only the sub-category (e.g. “plural”). The ETs’
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responses showed a similar pattern, with 89% providing only the main category and 11%

providing only the sub-category.

Both groups provided slightly more partial or general answers (e.g. “noun”) than
complete ones (e.g. “plural noun”) for the given items. This result suggests a general or
partial productive knowledge of the English grammar terms at sentence level and little

knowledge of the sub-categories of the grammatical features.

Text level: The two groups’ response patterns on the productive tasks at text level are
presented below in Table 4-14.

Table 4-14: Response patterns on the production tasks at text level (Q3: A-B/6 items).

STs ETs
Total number of possible Total number of possible
responses = 732 responses = 366
Complete answers 8% (59) 5% (17)
Incomplete answers 31% (227) 40% (148)
Wrong answers 15% (108) 10% (35)
Not answered 46% (338) 45% (166)

As shown in Table 4-14, of the STs” mean percentages, only 8% of six items were given
complete responses, while considerably more items (31%) received incomplete answers
which were characterised by providing only the main categories or only the sub-category
of the requested terms. 15% were answered incorrectly, and 46% were not answered at
all. Likewise, the ETs gave only 5% complete responses, while considerably more items
(40%) received incomplete answers. 10% were answered incorrectly, and 45% were not

answered at all.

Table 4-15 below presents a breakdown of the patterns of incomplete answers.

Table 4-15: Features of responses characterised as incomplete answers on the
production tasks at text level.

STs ETs
Incomplete answers Total number of possible responses = Total number of possible responses =
227 148
Providing only main-category 99% (224) 100% (148)
Providing only the sub-category 1% (3) 0% (0)
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99% of the incomplete answers involved providing only the main category of the
requested term. 1% provided only the sub-category. The ETs’ responses showed a similar
pattern, with 100% providing only the main category. This pattern corresponds to the
sentence-level results, suggesting that both groups had only a partial productive
knowledge of English grammar terms and little knowledge of the sub-categories of the

grammatical features.
Response patterns on the receptive tasks

This section provides greater detail regarding the two groups’ ability to identify examples

of the requested grammar term at both sentence and text level.

Sentence level: Table 4-16 below presents the STs” and ETs’ response patterns on the

receptive task at sentence level.

Table 4-16: Response patterns on the receptive task at sentence level (Q5: 7 items).

STs ETs
Total number of possible responses  Total number of possible responses
=854 =427
Completed identification 17% (145) 36% (152)
Partial identification 29% (251) 26% (111)
Not answered 4% (36) 4% (16)
Incorrectly answered 49% (422) 35% (148)

As shown in Table 4-16, the STs completely identified only 17% of 7 items (e.g. “The
people in the bus”), while slightly more items (29%) were partially identified (e.g. “The
people”). On the other hand, the ETs completely identified 36% of the items and partially
identified 26%. These results suggest that both groups found this to be quite a difficult
task. The STs found it more difficult to identify features such as phrases and clauses,
which typically include more than one word, in short sentences. More of the ETs were

able to identify these features, but most of them still found the task difficult.

Text level: The two groups’ response patterns on the receptive tasks at text level are

presented in Table 4-17 below.
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Table 4-17: Response patterns on the receptive task at text level (Q4: 8 items).

STs ETs
Total number of possible Total number of possible
responses = 976 responses = 488
Completed identification 3% (33) 3% (15)
partial identification 7% (71) 12% (58)
Not answered 69% (678) 72% (350)
Incorrectly answered 20% (194) 13% (65)

As shown in Table 4-17, the STs only managed to completely identify 3% of 8 items (e.g.
“the most useful words in the language™), while slightly more items (7%) were partially
identified (e.g. “the most useful words”). More than the half of the items (69%) were not
answered, and 20% were answered incorrectly. The STs’ responses displayed the same
patterns the ETs’; only 3% were completely identified, and 12% were partially identified.
The majority of the items (72%) were not answered, and 13% were answered incorrectly.
These results reveal that like the ETs, the STs found it more difficult to identify features
such as phrases and clauses in a text, which typically included more than one word and

was sometimes quite complex.

The identification of noun phrases (NPs) at text level is examined in more detail in Table
4-18 below, which displays the two groups’ response patterns when asked to pick out
examples of NPs from a text.

Table 4-18: Response patterns on the receptive task at text level for the requested term ‘noun phrase’
(Q4: 6 items).

STs ETs
Total number of possible Total number of possible
responses* = 732 responses* = 366
Complete identification 3% (23) 2% (6)
Partial identification 9% (67) 9% (34)
Not answered 80% (584) 83% (302)
Incorrectly answered 8% (58) 7% (24)

* Total number of correct answers.

When giving the instruction for the fourth question, in order to be sure that the participants
understood the requirements of the question (as mentioned in Section 3.9.1.1), the
participants were asked to select ALL the items that exemplify the grammar terms
requested and were provided with an example showing how to carry out the task required
to receive full marks (see the test Appendix F).
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The majority of the items (80%) were left unanswered by both groups, indicating a large
gap in their receptive knowledge. For the STs, the mean percentage of completed
identifications was only 3% of 6 items, with 9% of the items partially identified. The STs
achieved 2% complete identification and 9% partial identification. These findings
demonstrate that most of the items were left unanswered by the respondents. Both groups
of participants tended to select only part of the NP, usually including the head. They were
typically able to identify the head and perhaps the determiner and adjective, but not the
rest. For example, they selected “language experience” instead of the full phrase
“language experience which offers exposure to the most useful patterns of the language”,
or “the most useful words” instead of the full phrase “the most useful words in the
language”, showing that they had not yet fully grasped the concept and had only a partial
understanding of the noun phrase.

4.3.1.2 Knowledge of rules

This section looks in detail at the nature of the two groups’ knowledge of English
grammar rules, including the subcategories of productive and receptive knowledge.
Examining the participants’ answers regarding productive knowledge revealed their
ability to formulate English grammar rules, whereas items on receptive knowledge merely
examined their understanding of them. The following paragraphs present the common

features of the participants’ responses.
Nature of the STs’ formulation of rules in English

As discussed in Chapter 4, the STs scored 6.2% on the part that asked them to formulate
rules in English only. The categories reported in Table 4-19 below provide a more detailed

account of the STs’ responses.

Table 4-19: Breakdown of the STs’ responses to q1: Formulating rules in English.

Response categories Total number of poss-sli-lfle responses = 854
Correct responses 1% (6)

Partly correct responses 11% (97)

Incorrect responses 54% (458)

No responses 26% (226)
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Correcting the error 2% (22)

Giving instructions

(meaning giving instructions 5% (45)
rather than stating the rule.
e.g. Use ‘the’ instead of ‘a’)

When giving instructions for the first question, in order to be sure that the participants
understood the requirements of the task (as mentioned in Section 3.9.1.1), the participants
were told that they had to formulate a rule and ‘not correct the error’. Moreover, the
participants were provided with an example showing how to produce the full response
(which included formulating a rule using technical terms) to receive full marks (for more

detail about using technical terminology while formulating rules see Section 2.6).

The total number of possible responses was 854. Table 4-19 shows that 458 responses
(54%) contained incorrect rule formulations, and in 226 cases (26%), the participants
provided no answer, revealing a lack of understanding of grammar rules. 22 responses
(2%) contained a correction of the error but no rule. 45 responses (5%) were formatted as

instructions rather than stating a rule, for instance:
1. Not write A but write the (ST31, Item 3).
2. Should be change ‘which’ to ‘who’ (ST35, Item 2).

On the other hand, only six responses (1%) were categorised as correct and closely
resembled published pedagogical rules with respect to their explanatory scope and the

use of formal metalanguage, as shown by the following instances:
1. Inthe superlative, a final (est) is added to the adjective (ST4, Item 2).
2. When the sentence is superlative we add est (s) (ST73, Item 4).

3. When we are talking about facts, we should use the simple present
tense (ST101, Item 6).

Moreover, only 97 responses (11%) were categorised as partly correct. Although this was
a relatively small amount of data, some common features emerged. Table 4-20 below
reveals that the partially correct responses included three features:
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Table 4-20: Features of STs’ responses characterised as partly correct.

STs
Features Total number of possible responses = 97
Correct formulation without formal metalanguage 35% (34)
Unclear formulation 54% (52)
Keywords only 11% (11)

34 of the partly correct responses (35%) had formulated a rule without any formal
metalanguage:

1. When we talk about particular person we use (the) (ST63, Item 3).

2. If the comparison between more than two people, we add to the
word (est) (ST80, Item 4).

3. “Which’ is used for things, we should use ‘who’ for people’ (ST58,
Item 2).

Another common feature was that STs’ responses lacked clarity and comprehensiveness

(54%). Sometimes these responses included metalanguage and sometimes not:

1. You should contrast with two things and write (er) but more
than take (est) (ST31, Item 3).

2. We cannot use pronoun in this sentence because we produce it
before (ST56, Item 7).

11 responses (11%) had the feature of providing only keywords with no explanation:

1. The simple past (ST89, Item 1).

2. We use simple past for this sentence (ST80, Item 1).
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The nature of ETs’ formulation of rules in English

As mentioned Chapter 4, the ETs scored 28.5% on the part that asked them to formulate
rules in English only. Table 4-21 below presents a more detailed account of the ETS’

responses to the questions which asked them to formulate rules in English.

Table 4-21: Breakdown of ET responses to q1: Formulating rules in English.
ETs

Total number of possible responses = 427

Responses categories

Correct responses 11% (48)
Partly correct responses 36% (154)
Incorrect responses 25% (108)
No response 17% (73)
Correcting the error 6% (25)
Giving instructions 5% (19)

The total number of possible ET responses was 427. Table 4-21 shows different
categories of responses. In 73 cases (17%), the participants failed to provide any answer.
108 responses (25%) contained incorrect rule formulation, revealing a lack of
understanding of grammar rules. 25 responses (6%) contained only a correction of the
error but no statement of the corresponding rule, and 19 responses (5%) were formatted

as giving instructions rather than stating a rule, for instance:
1. Use ‘the’ instead of ‘a’ (ET6, Item 3).

2. In this sentence the wrong student write A, the correct answer This man
(ET41, Item 3).

3. Without using him (ET2, Item 7).

Table 4-21 shows that 48 responses (11%) were categorised as correct. These closely
resembled pedagogical rules with respect to their explanatory scope and the appropriate

use of formal metalanguage:

1. We use the (superlative) form (tallest) to the adjective when we compare

between a person and a group (ET15, Item 4).

140



2. Sentence that refers to truth must be in present simple (ET21, Item 6).
3. After modals the verb should be infinitive (no endings) (ET25, Item 5).

The most frequent category was partly correct responses (36%). Table 4-22 below

presents a breakdown of this category.

Table 4-22: Features of partly correct ET responses.

ETs
Features Total number of possible responses = 154
Correct formulation without using formal metalanguage 32% (50)
Unclear formulation 49% (75)
Providing keywords 19% (29)

32% of the partly correct responses formulated a rule without using formal metalanguage:

1. We have to use ‘the’ instead of ‘a’ to indicate a certain person

(ET15, Item 3).

2. When we use ‘whom’ we cannot use ‘him’ because it replace

it in fact (ET27, Item 7).

3. When the person or the thing is known we use ‘the’ not ‘a’

(ET51, Item 3).

Many of the responses lacking metalanguage, nevertheless showed a good understanding

of grammar.

Another common feature of ET responses was a lack of clarity and comprehensiveness.
49% of the partly correct responses provided either imprecise or incomplete formulations,

sometimes using metalanguage and sometimes not:

1. When the compares more than one must change taller than tallest
(ET4, Item 4).

2. When the sentence in past tense will write past verb (ET1, Item 1).
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3. We should not use him in this sentence because of (whom) (ET39,
Item 7).

4. When we use (should) in a sentence we have to write the infinitive
without (to) (ET15, Item 5).

Two features were noticed within their unclearly formulated responses: they tended to

formulate rules of thumb and use symbols or draw arrows (see Table 4-23 below).

Table 4-23: Features of unclearly formulated ET responses.

ETs
Features Total number of possible responses = 75
Rules of thumb 15% (11)
Using symbols or drawing arrows 10% (7)

Table 4-23 shows that 15% of the ETs’ unclear responses consisted of rules of thumb. A
‘rule of thumb’ in this example refers to a way of linking the simple past tense with the
word ‘yesterday’ in order to create an overly simplified explanation, as in the following

examples:

1. The verb must be in the past ‘took’ because there is ‘yesterday’

(ET51, ltem 6).

2. Because of the word ‘yesterday’, we use the past simple, the

second form of the verb (ET54, Item 1).

3. If I have ‘yesterday’ (adv.- time) sentence (verb) must be in
the past (ET21, Item 1).

In addition, seven responses used abbreviations when they stated the rules:
1. inf. V. after should (ET20, Item 5).
2. Using v (inf.) after should should + v (inv.) (ET22, Item 5).
3. Took/yesterday —»  past. (ET38, item 1)

4. Person B> who. (ET55, item 2)
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29 of the partly correct responses provided only keywords without additional explanation.

The following are instances from various participants:
1. Article (ET13, Item 3).
2. Superlatives with short adjectives (the tallest) (ET43, Item 4).
3. Simple past (ET20, Item 1).

4. Present simple (fact) (ET43, Item 6).

The nature of STs’ and ETs’ receptive knowledge of rules

The sixth question was designed to test the receptive knowledge of rules. It was made up
of 7 items (see Section 3.7.1.1) with each item consisting of a sentence with an underlined
item which had an error and four multiple-choice options offering explanations (accurate
and inaccurate) regarding the target grammar rules. One of these four multiple-choice

options was the option “I do not know the rule”.

As mentioned earlier, the STs scored 36.3% on the receptive task, which asked them to
choose the rule that had been broken in each sentence. It was revealed that between 20%
and 30% of STs misunderstood some rules, such as the uses of “present continuous and

simple present”, “past simple, present perfect, and past continuous”, and the use of

G‘many7’-

Table 4-24 below presents the percentage of STs who selected the option “I do not know

the rule” on question 6.

Table 4-24: The percentage of STs who selected the option “I do not know the rule” on q.6.

QUsition G The percentage of the STs who selected the option “I do not
Item number: know the rule”.

1 10%

2 19%

3 17%

4 21%
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5 12%
6 23%
7 15%

The participants indicated that they did not have adequate knowledge by selecting the

option “I do not know the rule” for some of the items (see Table 4-24 above).

The ETs scored considerably higher (70%) on receptive knowledge of rules, and there

seemed to be no particular patterns in their incorrect answers.

4.3.2 The STs’ role-play results

This section looks in detail at the nature of the STs’ MLK as displayed in the role-play
data. The STs were asked to play the role of a teacher and explain an English grammar
rule (for more detail see Section 3.8.3). They were given the freedom to choose any
grammar rule that they knew how to explain. As mentioned above, the participant was
asked to imagine herself in a classroom and explain a grammar rule. The participant was
told that the audience was not made up of lower level learners or younger learners (for

more details see Section 3.8.3).

A number of patterns revealed by the analysis of the STs’ role-play will be presented and

discussed below.

The analysis showed that all the participants used very short, simple sentence examples
in their explanations. In addition, all of them displayed a lack of clarity and
comprehensiveness in their verbalisation of the rules. A common pattern was that when
they verbalised rules, they were unclear and imprecise, as illustrated in the following
examples. In the extracts provided below, the translation has been written in italics.

Words that were cited as examples by the participants are underlined in the transcript.
Mona’s (ST11) explanation of the verb ‘to be’:

| can use | with am... is use in the singular, she pronoun she with he
and it... they plural with are and we. Pronoun he she it use is in the
sentence. And when we see they we plural use are. When we ask
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question you change the sentence. We begin with is the first choose, for
example she happy, this is sentence what we use in this gap | see
pronoun she singular | can use with it is. The same with the plural

should be can.

Joud’s (ST4) explanation of the present simple tense:

Today we talk about present simple. Is when we use he or she or it, with pronoun
is. And | with pronoun am. We, they you with pronoun are in plural... with single
we add s, with single verb we add s to it. Plural no added. We have example; she
reads a book. We add s to the verb because she is single. Another example, we do

not add s because they plural.

These examples of their explanations demonstrate their low level of proficiency. It may
be that it was not lack of understanding that prevented them from being able to verbalise
understandable rules, but rather their language proficiency. Their grammar explanations
in English are accurate in terms of content, but their use of grammar was often incorrect
(e.g. “plural no added”, “because they plural”). Such shortcomings in their own use of
grammar would make this explanation difficult to understand for their students. If these
participants had been asked to explain the same rules in Arabic, they probably would have
been able to do so. Thus, it seems the problem is not with their understanding of the rule
itself. In addition to Joud’s difficulty in expressing herself (i.e. the limitations of her
language proficiency), there was a problem here with her use of metalanguage; ‘single’

for ‘singular’ could cause misunderstanding (e.g. “single verb”).

Six of the participants seemed to know the rule in the sense that they had memorised it,
as in Mona’s (ST11) verbalisation when she said, “he she it use is in the sentence and
when we see they we plural use are” and when Joud (ST4) said “is when we use he or she
or it”. Another example was provided by Hanan (ST10) when she explained how to use

‘the first conditional’; it was clear that she had memorised the rule:

The rule of if. If comes at the beginning of the sentence. When you are

putting the conditional statement first, you should put the comma at the
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end of it. You don’t need a comma if the conditional statement comes

afterwards.

Although these explanations are not perfect, they seem clear and would probably be

understood by their students in a classroom context.

Eight of the participants used Arabic in addition to English while providing their
explanation, as seen in Mona’s response (the translation from Arabic is in italics). Hanan,
in contrast, was the only one who did not use English at all. Four of the participants used
Arabic in all their explanations while using English grammar terms at the same time.
These participants seemed to face a language problem. Their own language output was

poor, and this might be the reason for their use of Arabic.

Their use of the grammar metalanguage terms revealed an interesting pattern. Ten of the
participants showed their ability to use grammar metalanguage terms, while five
participants verbalised the rule in English without using any grammar metalanguage

terms.

Another interesting pattern found in their explanations was the focus on form rather than
meaning. Nine of the STs were able to construct the form but made no attempt to talk
about when and how to use it. This pattern was noticed especially when the STs explained

verb tenses, for example:

Anfal (ST3): The simple past tense is formed as follows. First,

begin with the noun, then the verb, adding -ed.

Razan (ST18): For the present continuous, we use is, are and we
must add -ing to the verb. But for the past tense, we just add -ed to
the verb without is, which comes with the singular, or are, which

comes with the plural.

Rules of thumb were found in two of the STs’ explanations. Anfal linked the simple past
with the ‘-ed’ ending. Likewise, Razan linked the present continuous with the ‘-ing’

ending (without any mention of the auxiliary) and ‘past simple’ with ‘-ed’:
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Anfal (ST3): How do we know the past simple? With the past

tense, -ed is added to the verb.

Razan (ST18): With the past tense, we add -ed to the verb. With
the present continuous we add -ing to the verb.

This strategy could help students to learn the rules easily and to remember them.
Nevertheless, it would not be completely accurate or reliable for every situation, such as
linking the present continuous with the suffix —ing and the past simple with the suffix —
ed.

Four STs conducted a comparison between the rule in Arabic and in English, for example:

Zahra (ST16): In Arabic, the sentence begins with the verb,
followed by the noun. But in English, the sentence starts with the
noun, followed by the verb, and then the object.

Zahra’s explanation of the rule seems clear and useful. She mixes levels of analysis (noun
— object rather than subject — object, or noun — noun) but she gets across the SVO order

fairly clearly.
Like Zahra, Anfal also mixes levels of analysis:

Anfal (ST3): Ali visited Ahmad yesterday. We have here Ali is the

noun. visited is the verb, Ahmad is the object.

In addition, three STs demonstrated the ability to recognise grammatical role terms
(subject, verb, and object). When they began explaining the rule, they started by
identifying the subject, the verb, and the object (if there was an object) in the chosen
example sentence. This indicated that they had receptive knowledge of the grammatical

role terms.
For example,

Zahra (ST16): Mohammad eaten apple. Mohammad is the subject,

eaten is the verb, apple is the object).
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4.3.3 The ETs’ observation results

This section looks in detail at the nature of the ETs” MLK as displayed in the observation
data. As mentioned in Section 1.6.2, approximately six units are taught to students in the
middle and secondary stages in each semester and each unit is divided into six or seven
lessons. The lessons have one of the following aims: listening practice, reading, writing,
speaking, grammar rules and revision of the whole unit. The lessons observed for this

study were grammar lessons that introduced and explained grammar rules to the students.

In the grammar lessons which were observed, the participants applied one or the other of
the two approaches to form-focused instruction (FFI): the deductive and inductive
approach. Deductive FFI, in which a rule is presented first then examples given, was the
method most applied by these participants. They used only textbooks when explaining
the grammar rules; there was no use of any other materials including adapted materials
or specifically designed materials. There were no authentic texts/materials used. During
their explanations, these teachers were observed using the white board to write short
example sentences. All the participants used short example sentences and the tasks that
they used were textbook tasks. In addition, they often wrote a summary of the structure
of the new rule on the board. When they finished explaining the new rule, the majority of
these teachers read out of the textbook, particularly when doing the exercises given after
explaining the new rule. Others asked their students to look at particular textbook pages
to carry out the exercises. At the end of the lesson, they asked their students to write down

what was written on the board.

The analysis of the ETs’ observations revealed a number of key patterns that highlighted
the nature of their MLK. These patterns are presented and discussed below. While
explaining the rules, all the ETs used short example sentences. No one used longer text
examples. Seven ETs used formal metalanguage in their verbalisations. In addition, all of
them used both English and Arabic in giving explanations, as illustrated by the following

examples.
Ghena’s (ET1) explanation of ‘prepositions of time’:

In general, we use at for a specific thing, before hours, such as 8
o’clock, 7 o’clock. Also, we use it before night and also before
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midnight. We use the preposition on before the days of the week, such
as Saturday Sunday Monday Tuesday.

Ahlam’s (ET1) explanation of ‘some and any’:

This is about some ok... any. Here we use some with yes. Any with use
with no and questions. Ok. We use some with affirmative sentence ok.
We use some in affirmative sentences and with both countable and
uncountable nouns. We use any with negative and question. We use
some in questions when we expect the answer to be ‘yes’. Any is used

in negative sentences and is also used in questions.

Using Arabic when explaining a rule was a common pattern among the ETs in their
grammar lessons. As seen in the examples above, Ghena, like the other two observed
teachers, verbalised some parts of the rule in Arabic and other parts in English. On the other
hand, Ahlam verbalised the rule in English first and then translated it into Arabic. The two
remaining observed teachers used Arabic to explain the entire rule along with grammar

metalanguage terms in English.

Both strategies suggest that they intended to help their students understand the rule.
Moreover, four of the ETs translated the English grammar terms into equivalent Arabic
terms. In addition, Arabic was not limited to explanations of grammar rules, but all of the
teachers also translated English words and sentences into Arabic during the lessons. They
appeared to adjust their teaching language to what they believed to be the students’ needs,
probably because of the low proficiency of their students. In addition, like the majority of
the other teachers (which will be demonstrated below) Ahlam’s explanation in English
showed that her own English proficiency was low. Low English proficiency could be

another factor that motivates ETs to use Arabic.

Making form-meaning connections was another pattern found in their explanations. Four
of the ETs focussed both on the ‘form’ and also on the meaning (i.e. when and how to use

that rule), as in the following example.

Nawal’s (ET1) explanation of ‘future tense’:
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The future simple have one rule ok, and simple rule. We start with a
subject, then we put will, then we put the verb, then the sentence, the
complete sentence ok. We use will with an argument between two girl
or two men or two groups, ok we use it. We use it with my opinion,

for example, when | talk about my personal opinion.

On the other hand, four of the teachers did not make that connection but focussed only on
the ‘form’. They were able to construct the form of the rule, but they did not talk about the
meaning. For example, when Hana (ET14) reviewed the past tense and the present
continuous she said, “For the present continuous after am is are we should added —ing to
the verb. Past continuous was were plus verb added —ing”. Likewise, Amal focussed on
the form of the rule rather than the meaning. She explained how to form the comparative

of long adjectives but did not talk about when to use it:

Amal (ET2): Comparative forms of long adjectives more than
adjectives, then than and complete the sentence ok. Or less and
adjective, then than, then complete the sentence, for example King

Khalid airport is more than modern sorry modern than Abdul-Aziz

airport. Ok more adjectives and than. So King Khalid airport are

...Yes is more... then adjective modern and put than... more modern

than and complete Abdulaziz airport. Ok. Do you understand?

Ok...Give me examples? More then adjective than then complete.

Using rules of thumb was another pattern found in two of the ETs’ explanations. For
example, they used the strategy of linking the simple past with ‘yesterday’ and the

continuous aspect with ‘-ing’:

Hana (ET14): This is the past something happened in the past in the
yesterday in the past year ago ok in the last year 10 years ago or 5 years

ago. When | see these yesterday ...last... ago... remember please
remember these words yesterday last ago expressed about past tenses do

you understand?.
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Nawal (ET15): With the past we use ago word ago ok? And with the
present we use word now. Future tense and in the future simple ok and in

the future here simple we have use what? The will and going to ok... we

have word refer to this tense there are words that refer to this tense, these
are these words like what? Word tomorrow, word tomorrow, what is the
meaning of word tomorrow? Word like next? What is the meaning of word

next? | will give you example next week.

The teachers seemed to use this strategy to help their students learn the rules easily and
to remember them. As part of this strategy, they provided keywords to look for, and they
used a lot of repetition, presumably to help the students remember. As mentioned above,
this type of strategy may be easily learned and applied for recalling knowledge or to make
some kind of determination. Nevertheless, it would not be accurate or reliable for every

situation.

Another pattern noticed in their explanations was that four of the ETs began the lesson
by identifying the subject, verb, and object (if there was one) in the given example
sentence before explaining the new rule. This indicated that they have some

understanding of the concepts and that they know the terms.
For example,
Nawal (ST3): Where is the subject here? Yes, the subject I here.

Zahra (ET15): Mohammad is the subject’, eaten is the verb, apple is
the object.

Analysing the ETs’ explanations reveals that their patterns were to some extent similar to
those of the STs. Focussing on form rather than meaning, using the Arabic language,
identifying grammatical roles, and using short sentence examples were all patterns that
were found when analysing the ETs’ observations as well as in the STs’ role-plays. The
ETs’ lessons were thus quite similar to what the STs did. The approach of the ETs and
STs is similar and this could mean that this lesson model is part of their culture of

learning. Therefore, the ETs were probably taught in this way and they now teach in this
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way and the STs have also been taught in this way and would perhaps teach in this way

in the future (see Section 5.3).
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4.4 The perceptions of the STs and ETs of their own MLK

This section presents the findings related to the third aspect in this study: the STs’ and
ETs’ perceptions of their own MLK. It aims to answer the third research question: What
is the nature of the MLK of these female Saudi STs and ETs? The data collected from the
questionnaires and the interviews will be presented independently. The section begins by
presenting the questionnaire findings for both groups. Secondly, the interview data are
presented in two sections, the first related to the STs and the second to the ETs. Finally,

the main points are summarised.

4.4.1 The STs’ and ETs’ questionnaire results

The aim of the questionnaire, as mentioned before, was to investigate the STs’ and ETs’
perceptions of their own MLK. The items were divided into the following topics:
importance of having knowledge, evaluation, having the knowledge, satisfaction, need
for development, and awareness of limitations. The researcher conducted the
questionnaires for both the ETs and STs in the second step of the data collection process
which involved collecting quantitative data through the questionnaire and the test after

conducting the observations and role plays (for more detail see Section 3.5).
The results are presented and summarised below.
4.4.1.1 The importance of grammar knowledge

Two questions elicited the ETs’ and STs’ views of the importance of MLK for English

teachers. Table 4-25 below presents the results to these items.

Table 4-25: The importance of having grammar knowledge.

1. Importance of having grammar Disagree Neither A nor D Agree
knowledge % % %
Groups STs ETs STs ETs STs ETs

. 2% 5% 99% 95%
1.1. Asan English teacher, | need to have
v @ | @ | @0 69

knowledge of grammar terms.

. 2% 1% 5% 99% | 93%
1.2. As an English teacher, | need to have (1) (1) @A) (121) (57)

knowledge of grammar rules.

The majority of both STs and ETs (above 90%) agreed that as English teachers, they need

to have knowledge of grammar terms and rules.
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4.4.1.2 Evaluation (overall level of MLK)

Table 4-26 presents the STs’ and ETs’ evaluation of their own overall level of MLK.

Table 4-26: Questionnaire findings: Evaluation of overall level of MLK.

2. How would you rate yourself in each of the Poor Neither P nor G Good
following? % % %
Groups STs ETs STs ETs STs ETs
2.1. The level of my knowledge of English 11% 43% 11% 47% 88%

grammar now. (13) (52) @) (57) (54)
2.2. The level of my knowledge of English 5% 21% 74%
grammar after graduation. 3) (13) (45)

Item 2.1 shows that less than the half of STs rated their present level of MLK highly while
the other half was neutral. The large number of neutral ST replies indicates that they lack
confidence in their MLK. On the other hand, the ETs’ responses to Item 2.2 show that
nearly all of them had positive views of their knowledge after graduation; over 70% rated

their level highly.

The ETs’ estimate of their own MLK at graduation was higher than the STs” more hesitant
estimate. The STs might have been influenced by a fear of future teaching requirements.
The ETs, on the other hand, may have judged their level after graduation with the benefit
of hindsight, measuring it against the actual requirements of their teaching context which,

as will be shown below, were not perceived to be very challenging.

The ETs’ responses on Items 2.1 and 2.2 indicated that nine of the ETs felt that they
improved after graduation; there was an increase in the number of ETs providing a
positive evaluation of their current level. This was consistent with their responses on the
topic of ‘improvement after graduation’, which was added to the ETs’ questionnaire with

Items 3.1 and 3.2, shown below in Table 4-27.

Table 4-27: Improvement in MLK after graduation (ETS).

3. Improvement in MLK after graduation '(\,l/(? T,ZS
3.1. After graduation, | developed my 15% 84%
knowledge of grammar terms. 9) (51)

3.2. After graduation, | developed my 8% 90%
knowledge of grammar rules. (5) (55)
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Items 3.1 and 3.2 show that nearly all the ETs felt that their MLK, including knowledge
of terms and rules, improved after graduation. Thus, teaching experience seems to have
had a positive effect on the MLK of these teachers. Moreover, the ETs’ responses to these
items were compared to their responses on Items 4-6 below. The ETs pointed out that
teaching experience was one of the essential sources of their MLK, besides their own
university and school education. In particular, half of them noted teaching experience as
one of the sources of learning grammar terms, and more than half referred to it as one of
the sources of learning grammar rules. Moreover, their responses to Item 6 (see Table
4-30 below) show that the majority of the ETs felt that they were currently learning from

their textbooks.

Table 4-28: ETs’ sources for learning terms.

X % of respondents

4. ETS’ sources of learning terms

N =61
a. At University 27% (42)
b. Middle/secondary school 25% (40)
c. From self-study (e.g. reading books, references, using the 20% (34)

internet)

d. My teaching experience 18% (29)
e. From private lessons 3% (2)
f. In-service training 2% (4)
g. Primary school 1% (2)
h. Colleagues 1% (1)

Table 4-29: ETs’ sources for learning rules.

5. ETSs’ sources of learning rules % of rss_pé)lndents
a. Middle/secondary school 25% (39)
b. At University 23% (36)
c. My teaching experience 23% (35)
d. !:rom self-study (e.g. reading books, references, using the 19% (29)
internet)
e. From private lessons 4% (6)
f. Colleagues 3% (4)
g. In-service training 2% (3)
h. Primary school 1% (2)

Table 4-30: Learning grammar now (ETS).

% of respondents

6. Now I am learning grammar

N =61
a. From textbooks that | use 26% (39)
b. By studying grammar on my own 17% (25)
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c. By reading in English and noticing how grammar is used 16% (24)
d. By listening to English and noticing how grammar is used 15% (22)
e. By using the grammar when | write in English 13% (19)
f. By using the grammar when | speak in English 11% (16)
g. lam not learning English grammar now 2% (3)

4.4.1.3 Evaluation (Individual components of MLK)

The questionnaire also sought evaluations from the STs” and ETs’ regarding the individual

components of MLK. Items 7.1 to 7.6 (see

Table 4-31) assessed the STs” and ETs’ evaluation of their own level regarding individual

MLK components.

Table 4-31: Questionnaire findings: Evaluation of individual components of MLK.

7. How would you rate yourself in each of Poor Neither P nor G Good
the following? % % %
Groups STs ETs STs ETs STs ETs
7.1. My ability to classify English words 6% 250 7% 70% | 93%

into, for example, nouns, verbs,
adjectives, etc.

7.2. My ability to provide a full
description of grammar terms (e.g.

() B0) | 4 | ®) | (57)

15% 2% 21% 7% 64% 92%

plural noun, possessive pronoun, (18) Q) (26) 4) (78) (56)
etc.).
7.3. My understanding of the concepts of 13% 34% 20% 53% 80%
9% 36% 7% 55% | 92%
7.4. Knowledge of grammar rules.
e (11) @y | @ | 61 | 6D
7.5. My ability to formulate grammar 15% 2% 36% 15% 49% 84%

7.6. My ability to use grammar terms in 18% 204 34% 16% | 48% 80%

formulating grammar rules in
English. (22 | (1) | (4) | (10) | (59) | (49)

The ETs’ responses to Items 7.1 to 7.6 show that over 80% rated their level on all the
components of MLK highly, including productive and receptive knowledge of terms and
productive and receptive knowledge of rules. This indicates confidence in their level on

all the individual components of MLK.
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Regarding the STs, there is an interesting difference between the STs’ evaluation of their
productive knowledge of terms and the other components of MLK. Nearly 70% of the
STs rated their productive knowledge of terms slightly higher while so many of them

were neutral in their evaluation regarding the other components.

Table 4-31 above shows that over 50% of the STs rated their knowledge of rules highly
whereas approximately 30% were neutral. Similarly, nearly 50% rated their ability to
formulate grammar rules in English and their ability to use English grammar terms in
formulating grammar rules highly, and about a third were neutral (for more details about
using English grammar terms to formulate grammar rules see Section 2.6). Likewise,
about half rated their receptive knowledge of terms highly while more than a third were
neutral. The large number of neutral ST replies indicates that they lacked confidence in
these areas. The STs were reasonably confident in their ability to produce appropriate
grammar terms. Not surprisingly, the ETs were considerably more confident in their

ability regarding all of the individual components of MLK than the STs.

Items 8.1 and 8.2 presented in Table 4-32 below display the STs’ and ETs’ evaluation of
their ability to teach grammar at sentence and text level.

Table 4-32: Questionnaire findings: Evaluation of grammar teaching ability at sentence and text level.

8. How would you rate yourself in each of Poor Neither P nor G Good
the following? % % %
Groups STs ETs STs ETs STs ETs
8.1. My ability to teach English grammar 6% 16 % 7% 7% 93%
using short sentence examples. @) (20) (@) (94) (57)
8.2. My ability to teach English grammar 20% 6% 38% 16% 41% 7%
using text examples. (25) (4) (47) (10) (50) (47)

The difference between the STs’ evaluation of their ability to teach grammar using short
sentence examples and texts was interesting. Nearly 80% rated their ability to teach using
short sentence examples highly compared to only 41% for teaching with text examples
(for more detail about the difference between text examples and short sentence examples
see Section 3.7.1.3).
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The ETs also evaluated their ability teach English grammar through text examples as
lower (77%) than teaching with short sentences (93%). Not surprisingly, the ETs were

considerably more confident in their overall teaching ability than the STs.
4.4.1.4 Having and being satisfied with knowledge

Table 4-33 displays the STs’ and ETs” degree of satisfaction with their MLK.

Table 4-33: Questionnaire findings: Knowledge satisfaction.

. Disagree Neither A nor D Agree

9. Having knowledge % % %
Groups STs ETs STs ETs STs ETs
9.1. 1 feel that there are some gaps in my 1% 23% 7% 15% 6% 62%
knowledge of English grammar. (21) (14) (8) 9) (93) (38)
9.2. I have the knowledge of English 205 5% 93%

rammar that | need in my present

Sontext 7P @) ) (57)

Item 9.1 of Table 4-33 shows that the majority (nearly 80% of STs and over 60% of ETs)
felt that they had gaps in their knowledge. Item 9.2 (‘knowledge in their present context’)
was added to the ET questionnaire only. Nearly all the participants (more than 90%)
agreed that they had the knowledge that they needed in their present context. This could
be a reason for their positive subjective evaluation on Items 2.1 and 2.2 above. It is
interesting that despite feeling that they had the knowledge they currently need, they still

recognised that there were gaps.

Table 4-34 displays the STs’ and ETs’ satisfaction related to their MLK.

Table 4-34: Questionnaire findings: Satisfaction.

10. Satisfaction Disg/gree Neithel;/f\ nor D Ag/zee
Groups STs ETs STs ETs STs ETs
10.1. I am satisfied with my level of 43% 21% 11% 16% 46% 61%
knowledge of grammar terms. (52) (13) (14) (20) (56) (37)
10.2. 1 am satisfied with my level of 43% 21% 11% 15% 46% 64%
knowledge of grammar rules. (53) (13) (13) 9) (56) (39)

The STs’ responses to Items 10.1 and 10.2 show that nearly half were satisfied with their
level of MLK, including their knowledge of terms and of rules, while the other half were
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dissatisfied. On the other hand, over 60% of the ETs expressed their satisfaction with their
MLK.

The findings suggest that the STs lacked confidence in their MLK. They seemed to feel
they had a lack of knowledge, with a large number of STs giving a neutral evaluation.
Such a feeling could be the reason for their unclear subjective evaluations. On the other
hand, this was not the case with the majority of the ETs, who felt that while they had gaps
in their MLK, their knowledge was sufficient for the requirements of their present context.
Thus, on the basis of measuring their level against the requirements of their teaching

context, they expressed positive subjective evaluations and satisfaction with their level.

The two groups’ responses to the items on ‘having knowledge’ and ‘satisfaction’ differed

considerably.

Table 4-35 below compares the two groups in terms of those who acknowledged gaps in

their knowledge and those who were dissatisfied with their level of knowledge.

Table 4-35: Questionnaire findings: Acknowledgement of gaps and dissatisfaction.

Terms and Rules
STs ETs
Acknowledge gaps 76% 62%
Not satisfied 43% 21%

It can be seen that there was a discrepancy in both groups between those who
acknowledged gaps in their knowledge and those who were dissatisfied with it. Only 43%
of the STs and 21% of the ETs, respectively, were not satisfied, although 76% of the STs
and 62% of the ETs acknowledged gaps. In other words, the fact that they were aware of

gaps in their knowledge does not necessarily mean that they were dissatisfied with it.
4.4.1.5 Need for further development

Table 4-36 below presents the results to Items 11.1-11.6, which assessed the STs’ and
ETs> views of their personal strengths and limitations regarding the individual
components of MLK.
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Table 4-36: Questionnaire findings: Need for further development.

S Disagree Neither A nor D Agree
11. 1 need to develop my ability in % % %
Groups STs ETs STs ETs STs ETs
11.1. Classifying English words, for 31% | 34% 14% 21% 55% 43%

example into nouns, verbs,
adjectives, etc.

11.2. Providing a full description of 23% | 39% 14% 16% 63% 43%
grammar terms, e.g. plural noun, (28) (24) (17) (10) (77) (26)

possessive pronoun, etc.
17% | 18% 16% 25% 67% 56%

(38) (21) (17) (13) (67) (26)

11.3. Understanding the concepts of

grammar terms. (21) (12) (19) (15) (82) (34
11.4. Formulating grammar rules in 11% | 23% 12% 10% 6% 67%
English. (14) (14) (15) (6) (93) (41)
11.5. Using grammar terms in formulating 13% | 28% 18% 10% 69% 61%
grammar rules in English. (16) 17) (22) (6) (84) (37)

13% | 23% 13.1% 13% 73% 64%

11.6. Knowing the grammar rules. (16) (14) (16) ®) (89) (39)

Another interesting finding was that there was also a discrepancy in both groups between
those who felt the need for further MLK development and those who claimed to be
dissatisfied with their level. The majority of the STs (over 70%) were aware of the need
to develop their knowledge of grammar rules productively and receptively (Table 4-36),
but only 43% of the STs expressed dissatisfaction with their level of knowledge.
However, the results regarding their need for further development agree roughly with the
results of their evaluations on knowledge of the components of MLK (Table 4-29 above),
where a large number of STs were neutral in their evaluation of their own knowledge. On
the other hand, more than 30% felt that their productive knowledge of terms did not need
to be improved, while more than half (55%) felt the need to improve. This roughly
mirrored the results presented above in Table 4-29, where more than 60% rated their level

in this area highly.

Regarding the ETs, there was also a discrepancy between those who recognised the need
for further development and those who were dissatisfied with their MLK. The majority
of ETs (between 60% and 70%) were aware of the need to develop their knowledge, but

only 21% were dissatisfied with their current level.
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Table 4-36 shows comparatively high agreement across items; between 60% and 70% of
the ETs recognised the need to develop their productive and receptive knowledge of rules
and their receptive knowledge of terms. In contrast, the majority expressed confidence in
their productive knowledge of terms, with nearly 40% claiming they did not need to

develop their knowledge in this area.

Table 4-37 below displays the STs and ETs responses to Items 12.1 and 12.2 on their

views of their own ability to teach grammar at two levels.

Table 4-37: Questionnaire findings: Need to develop teaching at sentence and at text level.

A Disagree Neither A nor D Agree
12. 1 need to develop my ability in % % %
Groups STs ETs STs ETs STs ETs
12.1. Teaching English grammar through 21% | 36% 20% 21% 53% A1%
using short sentence examples. (33) (22) (24) (13) (65) (25)
12.2. Teaching English grammar through 16% | 18% 18% 21% 66% 59%
using examples in texts. (19) (112) (22) (13) (81) (36)

The results indicate that the STs were more confidence in teaching short sentence
examples than examples in texts. Nearly 30% of the STs felt confident about their ability
to teach English grammar using short sentence examples, while over 50% felt the

opposite. Nearly 70% recognised the need to improve teaching through text.

The ETs responses revealed that nearly 60% recognised the need to improve their ability
to teach grammar through using examples in text. On the other hand, there were more
disparate opinions about the need to improve teaching using short sentence examples;
41% agreed, and 36% did not agree. Not surprisingly, the STs recognised a greater need
for development in the individual components of MLK than the ETs.

Both groups demonstrated a certain ambivalence and complacency; they knew that there
was scope for them to improve, but they considered their current level of knowledge
sufficient. The fact that they were aware of gaps in their knowledge and of the need to
develop their knowledge further did not necessarily mean that they were dissatisfied with
their level of knowledge, only 43% of the STs and 21% of ETs expressed such
dissatisfaction. This is interesting because, presumably, those who were not satisfied
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would be more susceptible to further training. In other words, most of the participants

appeared not to have a strong desire to continue developing their knowledge.
4.4.1.6 Awareness of limitations

The questionnaire and test results were compared to see how accurate the two groups’
participants were in their estimations of their existing MLK. A correlation analysis was
conducted to test the relationship between the ST’s and ETs’ overall score on the test and
their opinion of their current level of MLK. The results for the Pearson’s correlation
shows that there is a statistically significant correlation between STs’ overall score and
their opinion of their level (r=0.31, n= 122, p<0.001). The value of positive coefficient of
the correlation matrix shows that there is a positive relationship between the two
variables, which means that the higher the value of the ST’s opinion of their level of
knowledge of grammar now, the higher the value for ST’s overall score. In other words,
this study reveals a significantly positive relationship between the STs’ performance on
the test and their self-estimate of knowledge. The higher performing STs in my study
rightly felt they had good knowledge and gave accurate self-reports. The STs’ perception
that they lack knowledge might be the reason behind some STs lack of confidence in

themselves i.e. the STs’ lack of knowledge negatively affects their confidence.

Turning now to the ETs’, there was no significant correlation found between ETs’ overall
score and their opinion of their level (r= 0.2, n= 61, p>0.05). The results show no
significant positive correlation between the ETs’ performance on the test and their self-
estimate of knowledge. The ETs compared their own MLK to the requirements of their
teaching context, which were not perceived to be very challenging, and evaluated their
knowledge positively as mentioned earlier. Thus, the ETs were considerably more
confident than the STs.

To investigate the STs’ and ETs’ awareness of their strengths and limitations, their
responses to items 11.1 to 12.2 regarding the need for MLK development, were linked to
their actual performance in these areas on the test. The new variables namely ET’s
performance and ET’s opinion regarding the need for development in different areas were
created by averaging the eight performance and seven opinion questions and a correlation
analysis was conducted to test the relationship between the variables. The results for the
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Pearson’s correlation shows that there is a statistically significant correlation between
STs’ performance on the test and their self-awareness (r=-0.18, n= 122, p<0.001). The
value of negative coefficient of the correlation matrix shows that there is a negative
relationship between the two variables, which means that the higher the value of the ST’s
opinion (self-awareness), the lower the value for ST’s performance on the test. In other
words, this study reveals a significantly negative relationship between the STs’
performance on the test and their self-awareness of their strengths and limitations. The
STs in my study who did not feel the need for development in particular areas of their
MLK were also likely to perform at lower levels on these areas in this test. Turning now
to the ETs’, there was no significant correlation found between ETs’ performance on the
test and their self-awareness (r=-0.042, n= 61, p>0.05). For both groups, there is a gap
between their awareness of limitations and their actual knowledge. They are aware that
there are gaps in their knowledge, but they are not aware of what they are precisely.
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4.4.2 The interview results

The results of the interviews will be discussed below, including the presentation and
discussion of the themes found in the interviews. Each group’s results are presented and

discussed independently.

Reading through the interviews thoroughly revealed a number of common themes (Table
4-38). These will be presented and analysed as follows: (1) themes that were salient in

the ETs’ interviews and (2) themes that were prevalent in the STs’ interviews.

Table 4-38: Themes in the ETs’ and STs’ interviews.

ST interview themes ET interview themes

Effect of lack of knowledge on confidence Comparing knowledge to syllabus requirements at

« Great expectations specific levels

The challenge of classification Level of knowledge determined by teaching level

Building knowledge by teaching

Lack of confidence in ability to formulate rules

in English Disclosure of areas of weakness

Familiarity with ‘tenses’ but not with the Language barrier

‘aspects’ Negative effect of low student level

Failure to make form-meaning connections Grammatical structures more visible in short sentences

« Conflict between ‘adjective’ and ‘adverb’ than in text

« Need for development The knowledge demands of the new syllabus

Need for further development

4.4.2.1 Analysis of the STs’ interviews

The following key themes which emerged from the STs’ interviews provide a picture of

the STs’ perceptions of their MLK. Each theme is analysed in detail below.
Effect of lack of knowledge on confidence

A common theme among the interviewees’ responses was a negative view of their own
MLK. They seemed to feel they lacked such knowledge. When they were asked, at the
end of the interview, “On a scale from 1 to 10, how would you rate your knowledge?”,
six of the interviewees rated their knowledge between 2 and 5. Moreover, when they were
asked, “How would you characterise your knowledge?”, most of them gave short,

negative answers. For example, Ghada (ST19A) and Anfal (ST3A) simply said “not
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good” and Khulud (ST5A) and Zahra (ST16A) said “incomplete”. The majority of the
STs indicated that they did not have a comprehensive understanding of grammar rules
and had not mastered some of them. Hanan (STs10, B), for example, referred to this when
she said, “I have knowledge of the basic things, but the things which are inside, NO”.
Likewise, Razan (ST18, A) agreed when she said, “I lack a deep knowledge; I have
knowledge only of the basic rules”. Besides the feeling of having only basic knowledge,
the majority of the interviewees characterised their knowledge as low, limited, and

suffering weaknesses:
Joud (ST4A): | feel it is low.
Dana (ST17A): If | test what | have, | will fail.
Abrar (ST9B): | do not have enough information on grammar.

The majority of the interviewees stated that they felt confusion, fear, tension, and even
embarrassment regarding their knowledge. Feelings of inferiority and awareness of
weaknesses in their knowledge and familiarity with only basic rules (as mentioned before)
might be why some STs had lost confidence in themselves, as indicated in the responses

below:

Hanan (ST10C): I get nervous and scared about my level, I mean
that I’m afraid that I won’t be able to answer when asked about

something.

Zahra (ST16C): | will be anxious, maybe, that I won’t know the

answer. [t is embarrassing if I can’t answer my students’ questions.
Dana (ST17C): At this present level, sure, 1 will be nervous.

All of the interviewees had the intention to teach grammar using short sentence examples
in the future. For example, Reem (ST2B) said, “Sure, I will use short sentence examples”.
Similarly, Joud (ST4B) said, “I certainly intend to use short sentence examples”. What
motivated them in this was their belief that a text is difficult to understand and requires
more effort by the teacher. They seemed to have the feeling that their level would not

meet the requirements of teaching grammar using examples in texts. For example, Mona
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(ST11B) said, “I feel that it is easier to teach with short sentence examples. Texts are so
complicated”. Likewise, Jenny (ST7B) said, “For me texts would be difficult. | feel that
I would get confused as there could be [for example] two verbs in the text”. Basma
(ST8B) pointed out that texts “need to be divided into parts to understand the meaning as
they contain difficult vocabulary. So, | feel that I would be confused”. Reem (ST2B),
regarding the types of exercises where the teacher has to identify the errors in the text,

said, “It is difficult to identify the grammar errors in the text”.

Using short sentences can thus be seen, from this point of view, as time-saving, helping
to deliver information quickly and easily, and providing the teacher with time to be

creative during explanation with minimal effort.
Great expectations

Another common theme in the interviewees’ responses was that their present level was
below their own expectations as English language graduates. The STs were ambitious and
strongly motivated. They expected rapid progress in their knowledge, and the majority
expected to have a higher level. Zahra (ST16A), for example, said, “I feel that I’'m not
qualified as an English graduate”. This suggests that their higher expectations were a
potential cause of dissatisfaction. The majority expressed a belief that the knowledge they
had was insufficient and that they suffered from shortages and weaknesses. Jenny
(ST7A), for example, said, “I don’t have that feeling which tells others that I’'m an English
graduate”. Likewise, Mona (ST11A) said that she felt “embarrassed because of my sister;
although she is only in the first year of the middle grade and I’m a graduate, she knows

more rules than me”.

When the interviewees expressed their regret at this low level, all of them indicated that
it was due to their university education. They felt that there was a shortage of courses that
would develop their knowledge and complained about the quantity and quality of input.
The majority had a sense of not developing adequate knowledge. For example, Jenny
(ST7G) said, “I feel that I haven’t received much. We had two levels, but as for grammar,
| feel it was not enough”. Moreover, they felt that their studies were superficial, focussing

only on the basics and lacking depth, as indicated by Mona (ST11A): “I have studied
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things which are not deep. It was superficial”. In addition, they seemed to be dissatisfied

with the teaching methods at the university, as the following extracts illustrate:

Dima (ST15E): The courses and the teaching methods applied in the
university should be changed, | mean, to be improved.

Dana (ST17D): Some teachers gave their lectures only to perform
their duty; they did not give us a chance to understand or even to
talk.

Joud (ST4A): Our teachers don’t exert any effort.
The challenge of classification

The interviewees talked about the strategy that they used to classify words, which
involved looking at the suffix to provide clues, e.g. the suffix ‘ed’ means verb, and ‘ly’

means adverb, as indicated below.

Basma (ST8B): | know that ly is an adverb, so when | find any word
ending ly, I’'m sure it’s an adverb. In classifying, | depend on the end of

the word.

Abrar (ST9B): | thought that pen is inanimate. | ask myself, what is

pen? | know it is a single noun, but if | see s, at once | say it is plural.

Zahra (ST16B): For myself, |1 don’t know how to classify words as
verbs. There are things that help me to say it is a verb, such as ing or
ed, I know these things. For adverbs, I feel that I don’t know enough,
only that if I add ly, it becomes an adverb. | know also that the plural

form ends with s.

This strategy reveals that their knowledge of terms was limited; they lacked
understanding of the concepts behind the grammar terms. Depending on —ly to refer to an
‘adverb’ shows that they did not have a full understanding of this concept, as there are
other words that end with —ly but are not adverbs, while there are other words that do not

end with —ly but are adverbs. The same applies to —s, which could signal the plural form
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of a noun or the third person singular of a present tense verb. Therefore, this strategy can
result in incorrect classification. This indicates that they consider only the form and

neglect other criteria, such as meaning and function.

Moreover, the limit of their ability to classify words appeared to cover only the basic
categories of parts of speech, such as noun, verb, and adjective. Three of the STs referred
to this limitation. For example, Aseel (STs6B) said, “I can classify nouns, verbs,

adjectives, no problem”.

In addition, half of the interviewees said that their ability to classify words required them
to be familiar with that word, and they encountered difficulty in classifying new words,

for example,
Basma (ST8B): If words are familiar to me, it is okay.

Reem (ST2B): I find I have difficulty with new words. If | know a
word, I can classify it.

These responses indicate that they had some confidence in their strategies and their
knowledge, which was slightly misplaced. When they said, for example, “If I know a
word, I can classify it”, they seemed to be thinking that word class is fixed, which is not
necessarily true, and word classes are much more flexible than that. There are, for

example, words that can be either a noun or a verb, depending on how they are used.
Lack of confidence in their ability to formulate rules in English

The majority of the interviewees were doubtful about their ability to formulate rules in
the English language. Khulud (STs5B) for example, said, “I don’t know if I could”.
Moreover, the majority felt that before they could formulate a rule, they would need to
review in order to understand the rule. This suggests that their receptive knowledge of

rules (i.e. their understanding of the rule) was a potential cause for self-doubt:

Joud (ST4B): It depends on which rule it is. If I understand the
rule, I would be able to express it in English and use the terms,

but I should prepare first.
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Ghada (ST19B): | need to review and understand rules to be able

to formulate them.

Razan (ST18B): | cannot formulate a rule without returning to a

book and understanding the rule. It is necessary to review.

Dana (ST17B): With preparation in advance, | feel that | would not have any

trouble.

They emphasised that an understanding of a rule was necessary for them to be able to
explain it. They might know the rule in the sense that they had memorised it, but that
would not necessarily help them when they are in the classroom, because they do not have
a complete understanding. In other words, even if they memorise a rule, they might not

be able to verbalise it explicitly without first understanding it.
Familiarity with ‘tenses’ but not with ‘aspects’

Another common theme among the interviewees’ responses was their familiarity with
verb tenses but not with verb ‘aspects’. The majority felt that they had good knowledge
of the two main tenses (past and present). For example, Zahra (STs16, B) said, “l know
the basic things, the present, and the past, only these, but I feel that I don’t understand
others”. Moreover, five of the interviewees admitted that they had knowledge of only the
simple aspect and lacked familiarity with the other aspects (perfect and progressive). For

example, Ghada (STs19A) said, “I know the basics, such as the simple past and simple

present, but | have difficulty with the progressive”. Likewise, Mona (STs11B) expressed
her misunderstanding of the perfect and progressive aspects: “I get confused between the

past or present simple and the progressive”.

Failure to make form-meaning connections

The majority of the interviewees’ stressed that they had knowledge about the forms of
tenses but not about the meaning. In other words, they felt that they knew the structures
and had the ability to construct the forms, but they did not know when to use them. A

majority of the STs referred to this issue. For example, Basma (STs8B) said, “I know that
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there are two tenses, but I don’t know which tense to use. I know the perfect comprises

have/has plus the verb in the past participle, but I don’t know when to use it”.
Conflict between ‘adjective’ and ‘adverb’

A number of the interviewees mentioned the difficulty they face when classifying a word
as an adjective or adverb, suggesting that they were aware of a limitation in this regard.
Abrar (ST9B), for example, stated, “I don’t have problems with noun and verb, but | have

problems with adverb and adjective”. A lack of understanding the concepts underlying

these terms was the reason that they were unable to classify them. Eight of the
interviewees expressed problems with adjectives and adverbs, as indicated below:

Hanan (ST10B): As for adverbs, | have a little misunderstanding

of the concept. I can’t differentiate between it and the adjective.

Zahra (ST16B): | get confused with adverb and adjective. | can’t

differentiate between them.
Need for development

All the ST interviewees expressed dissatisfaction with their present level and mentioned
a strong desire to improve, learn more, and become more familiar with English grammar
rules. They stressed the intention to compensate for this shortage by developing

themselves when they were asked the question, ‘Are you planning to develop?”’:

Joud (STs4B): I’m going to develop myself and become more

familiar with grammar rules.

Khulud (STs5F): I want to improve myself because | am going
to teach students. | want my students to understand, to learn

effectively. Honestly, to avoid what happened to us.

Hanan (STs10F): | want to develop my knowledge to avoid
embarrassment in cases where | do not fully understand and

cannot explain.
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4.4.2.2 Analysis of the ETs’ interviews

The analysis of the ETs’ interviews revealed a number of key themes (see Table 4-38).
The key themes identified provide a picture of the ETs’ perceptions of their MLK. Each
theme is analysed in detail below.

Comparing knowledge to syllabus requirements at specific levels

When the interviewees were asked, “How would you characterise your knowledge?”” most
of them gave very short, positive answers. Amal (ET2A), Noor (ET12A), and Bushra
(ET13A), for example simply said “good”. In addition, when they were asked at the end
of the interview, “On a scale from 1 to 10, how would you rate your knowledge?”, the
majority of the ETs rated it from 5 to 7. These responses suggest high satisfaction with
their knowledge, even though they all agreed that their level was neither high/excellent

nor low; they considered it somewhere in between. Examples of these responses include:
Maha (ET8A): Fairly well, but I am not excellent.
Rasha (ET9A): | feel my level is not bad and not too high.
Amal (ET2A): I give myself a ‘good’; I would not give myself ‘top’.
Ghena (ET1A): We have knowledge, but I feel it is incomplete.

Rana (ET7B): If I said I know all the grammar rules, I wouldn’t be

speaking the truth. I feel that | do not know about a quarter of the rules.

Although the ETs felt that they had gaps in their MLK, they all evaluated their knowledge
positively. It appears that they compared it to the requirements of their present context,
and on the basis of this, they expressed satisfaction with their level. They all reported that
their knowledge was adequate for the requirements of their present context as teachers at

the primary, middle, or secondary stages, for example:
Ghena (ET1A): It’s good in relation to our lessons.
Alla (ET5A): I feel it’s proper—I mean, it is not too high or too low,

the knowledge that | have enables me to teach.
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Rana (ET7C): It’s good and meets the requirements of the stage that I

teach.

Maha (ET8C): | feel my knowledge is good and sufficient to the

primary stage that | teach.

A number of the ETs supported their self-evaluations by saying that they do not face
problems when explaining lessons. In addition, they said preparing for their lessons did

not require them to further develop the knowledge they have, as indicated below:

Amal (ET2C): | don’t need to look back at anything; what I have is

sufficient.

Bushra (ET13C): It is good, | spent many years teaching, and | don’t

remember that | had any troubles.
Alla (ET5A): I feel it’s proper, I don’t need to review anything.
Level of knowledge is determined by teaching level

Another common theme among the interviewees’ answers was that their level of
knowledge was determined by the level at which they taught. The ETs responses offer
insight into the significant impact teaching can have on their knowledge. From their point
of view, their knowledge did not generally go beyond the school syllabus template and
the nature of the pedagogic rules taught at schools. A number of the teachers implied that
their knowledge was, to some extent, restricted to the contents of the syllabus, including

simple, basic rules and rules used daily. For example,

Hana (ET14A): | know basic rules, such as tenses, pronouns, and
prepositions, as these are what you need to teach at the intermediate

stage.

Bushra (ET13A): | don’t know the rules that | don’t use daily—I mean,

I know the most commonly-used ones.
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They all agreed that their knowledge had become linked with, and limited to, the syllabus
they taught. They mentioned that they lacked familiarity with other rules and did not have
an understanding of certain difficult rules not required on the syllabus. They knew all the
rules that they taught and had forgotten others which they did not teach, as indicated
below:

Rana (ETs7A): | have forgotten the rules which don’t exist in the
syllabus I teach now. As a teacher your knowledge is restricted to the

syllabus.

Rayah (ETs3A): When | was teaching the advanced syllabus, | felt
that 1 had more knowledge, but now | am teaching a basic one, and |

feel that I’ve forgotten everything.

Maha (ET8B): | know all the rules that are included on the syllabus
and have forgotten the others which are not included.

Ghena (ETs1F): | feel our knowledge is limited to the syllabus that

we teach.

A number of teachers’ responses suggests that adherence to the syllabus had resulted in
certain knowledge gaps. For example, Nawal (ETs15B) said, “I feel that I am not good at

classifying words into adverbs and adjectives. We do not use them a lot; the syllabus

neglects teaching them”. Rayah (ETs3A) also referred to this, saying, “I have problems
with some complex rules, such as the present perfect continuous, because my syllabus
does not require me to explain these rules”. Likewise, Salma (ETs4B) indicated the reason
for her poor ability in providing full descriptions of grammatical features when she said,

“The syllabus did not benefit me in this regard”.

Consequently, they felt that their knowledge developed or weakened depending on the
syllabus they taught. It declined when they taught lower levels and improved when they
taught more challenging classes. Teaching the primary stage had a negative effect on their

knowledge and led them to forget rules:
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Nawal (ETs15A): For me, | have taught grammar at the primary stage

for four years. | feel that | have forgotten grammar.

Rasha (ETs9A): Teaching for middle and secondary grades makes me
remember my knowledge. But teaching for the primary stage wipes
out all the information | had.

Ghena (ETs1F): The more levels I teach, the more I know.

Rana (ETs7E): When | was teaching for the primary stage, | felt that
my knowledge had been buried, faded away, | felt that | forgot
everything, especially because the six-stage syllabus doesn’t
encourage developing your knowledge. The syllabus either develops

your abilities or it lowers your level.

Rayah (ETs3A): Frankly, it increases and decreases according to the

syllabus | teach.

Thus, if these teachers are teaching at a particular level, then their MLK is tied to the
syllabus they teach. However, it is important to note that some grammar features, such as
the active and the passive, countable and uncountable nouns, reporting questions and
times clauses are on the secondary level grammar syllabus and do not appear at the middle
level (see Section 1.6.2). So, teachers teaching at the middle level would need to be
familiar with these features (the active and the passive, countable and uncountable nouns,
reporting questions and times clauses). It is not only when teachers are teaching at
secondary level that they need to be familiar with these features.

Building knowledge by teaching

Several respondents referred to the belief that their knowledge was the result of their
teaching activity. In other words, it came neither from their university education nor from
school; they had learnt on the job. From their point of view, teaching rules leads to

knowing them. In addition, teaching at several stages has a positive effect on knowing
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and being familiar with grammar rules. These examples show the positive impact of
teaching on MLK:

Ghena (ETs1F): I learnt from teaching more than what | learnt from

university.

Ahlam (ETs16A): Really, I didn’t know grammar until I taught it. I feel
that our study at school or even at university did not benefit us in this

area. | didn’t get benefits until after teaching. I taught in schools and

got experience; | learned the difference between the past, the present,
and the future, every part of it, through teaching, not through study.

Maha (ETs8D): After teaching and practicing, I feel that I’m better, but
during university, I don’t think that I benefitted from it ... during study,

I wasn’t fully aware to such a degree.

All the interviewees expressed the belief that their knowledge improved after gaining
some teaching experience. Frequent practice and explanation to students led them to
develop their MLK, increase their mastery of it, and to understand the problems their
students have and anticipate their questions, which caused them to become more self-
confident. All the ETs explicitly referred to the effect of teaching experience on their

confidence as positive:

Maha (ETS8E): Now that I have some experience, | feel that experience
has a role, | feel that I know the grammar lessons. There is no need to
have a look at the lesson, I don’t need to prepare beforehand. Today, |
know them, many have passed in front of me. | feel more comfortable,

and | have experience. Besides | know the problems facing the girls.

Ghena (ETs1E): | feel now that | have become more able to answer the
students’ questions through my practice of the rule, more able and more
confident. With more practise at rule explanation, | can answer their
questions, be more confident, know the quickest way to explain, the
easiest one. Now that I have experience, | get to the point at once.
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Salma (ETs4E): I feel that I’m fully aware, more than before, especially
when expecting the reaction of the students. | mean, | know what they
are going to ask, I have experience with the students’ questions, and |

know what questions to expect from them.

It is clear that teaching experience makes the teachers more aware of their
grammar lessons and able to anticipate the problems that their students might
face, the questions they might ask, and effective ways to teach grammar. Thus,
all these positive aspects which come with teaching experience help to increase

their confidence in their knowledge.

Disclosure of areas of weakness

The majority of interviewees pointed to areas with which they struggle, suggesting that
they were aware of their limitations. For example, Rayah (ETs3A) revealed that her
problem was with verb tenses. She said, “I have problems with tenses, some have complex
rules, such as the present perfect continuous. But with simple tenses, it is ok”. Several of
the ETs referred to issues with rules. Salma (ETs4B) expressed her problem with knowing
complex rules: “My knowledge of the basic rules is impeccable, but I have problems and
difficulties with the complex rules”. Amal (ETs2B) indicated that her weakness was in
the productive knowledge of rules: “My difficulty is in verbalising rules”. Rana (ETs7B)
struggled with adverbs, and Noor’s (ETs12B) weakness, in contrast, was the productive
knowledge of terms: “I cannot be more precise in classifying words. I cannot provide the

full description”.
Language barrier

Another common theme among the interviewees’ responses was the language barrier.
Sometimes the difficulty in speaking fluently and a shortage of vocabulary adversely
affected their ability to express and display knowledge. Ahlam (ETs16A) revealed the
negative effect of the language barrier on the expression of her knowledge. She said,
“Conversation is my problem, despite being fully aware of vocabulary and grammar.

Formulating and verbalising that knowledge is my problem”. Similarly, Maha (ETs8A)
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stated that her limited vocabulary affected her ability to formulate rules in English. She
said, “The language outcome is not very good. Sometimes I don’t know a word, so I have
difficulty verbalising a rule”. In addition, seven of the interviewees revealed that they

sometimes have difficulty classifying words with which they were not familiar:

Maha (ET8B): Sometimes, | have trouble classifying words whose
meaning [ don’t know, but I feel the shortage in my vocabulary, the low

level of my language is the reason for that.

Nawal (ETs15B): There are some words that | feel that | will not be
able to classify because I do not know their meaning. | feel my problem

is in knowing the meaning of words.
Negative effects of low student level

The low proficiency level of the students was another common theme among the
interviewees’ responses. The ETs seemed to adjust their teaching to what they believe are
the students’ needs. Hence, it is not only the teachers” MLK which determines whether
or how they talk about grammar; the immediate classroom context also seems to have a

decisive influence, as these examples show:

Hana (ETs14C): In the middle grades, the more you simplify, the
more the students will understand. But if you complicate the rule, the

students will also be confused and hate the subject.

Salam (ETs4B): I try to use few terms when | verbalise rules; it is
enough using basic terms, such as present. The level of my students
requires simple formulation without much use of terminology, as

they will not understand the meaning of the grammar terms.

The idea that they take into consideration the level of their students and provide them
with what they believe is consistent with it was repeated by a number of teachers. Amal
(ETs2B) felt that in order to avoid confusion, she should not be overly precise in

classifying words or providing full descriptions to her students. She justified this with the
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phrase “to avoid any confusion for my students”. Likewise, Ahlam’s (ETs16B) response

was, “Our level must go down to correspond with the level of the students”.

Moreover, the majority of the ETs said that they used the Arabic language to help the
students understand. For example, Rana (ETs7B) said, “I explain grammar rules in Arabic
first to help my students to understand, then explain them in English”. Similarly, Ghena
(ETs1B) justified her use of Arabic thus: “If I formulate the rule in English, my students

will not be able to understand, so I have to explain it in Arabic”.
Grammatical structures are more visible in short sentences than in text

The majority of the interviewees felt that there was no difference in their ability to teach
grammar using examples of simple sentences or texts. However, they all admitted that
they used mostly short sentences. They had different reasons for choosing short sentence
examples over longer texts. The former was seen as a time-saver, helping to deliver the
information more quickly and easily and giving the teacher time to be creative during
explanation. In contrast, using text was believed to require more effort and to be time-
consuming and tiring. In addition, they noted that course books tend to use short sentence

examples.

Hana (ET14B): | use short sentences because | do not have time; using
a text requires me to search for it and then modify it because texts are

not included in the books.
Reef (ET11B): Using text examples requires more effort.

Rasha (ET9B): Short sentences are easier, save time, and do not

require more effort.

On the other hand, their comments also revealed that they try to avoid using text as they
feel it causes confusion and misunderstanding and could require extra effort from the

students to be able to understand a grammar rule, as indicated below:

Noor (ETs12B): | use sentences, but | feel that these sentences are
easier for students and clearer. I’ve never used text, except for using

it to teach a, an, and the, as articles need to be explained using a text.
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Rayah (ETs3B): One must use short, simple sentences to make the
students understand. This is easy for students. If I used long sentences,

they would get confused.

Reef (ET11B): | feel that my students understand easily from short

sentences.
Rasha (ET9B): The students understand the rule more quickly.

Ghena (ET1B): | feel it is easier for the students if | use short
sentences to help them to understand more quickly.

What motivated the teachers to use mostly short sentences seemed to be the fact
that grammatical structures tend to be more visible in short sentences than in texts.
The ETs’ priority was clearly form, not meaning. They wanted to make the form
visible to their students. In addition, their students’ proficiency level seemed to

contribute to their strong focus on form.
The knowledge demands of the new syllabus

ETs’ concerns about the syllabuses which are currently being developed, and will be
implemented in the near future, was another common theme. Four teachers mentioned
this, revealing their awareness of the limitations of their current knowledge and the

possibility that it will not meet the requirements of these future syllabuses:

Ghena (ETs1C): | heard that there will be a development of the
syllabuses later. I am thinking about them, so | have asked my
supervisor to bring the new books. I need to have a look at them and

see what new rules they include.

Nawal (ETs5B): I looked at the books for the new syllabus. | felt that
my knowledge is old. They include new things; honestly, | do not

know them.
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Need for further improvement

Another interesting finding was that despite their generally positive view of their own
knowledge, the teachers seemed motivated to develop it further. Noor (ETs12G) said, “I
want to improve myself. I want to be familiar with all the rules”. Ghena (ETs1G) was
concerned about both depth and breadth of knowledge, saying, “I feel we lack deep
knowledge, and what we have about grammar is not exhaustive”. Similarly, Rayah
(ETs3QG) justified her desire to improve by saying, “Everyone aspires to be the best”. In
addition, some of the teachers had the desire to be ready for the demands of the new

syllabuses that will be implemented in the near future. For example:

Amal (ETs2C): I, as a teacher, need to have more and more

[knowledge]. | need more, because new syllabuses might be developed.

Alaa (ETs5G): | need to improve my knowledge, especially after
hearing about the possibility of the development of new syllabuses.
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4.5 Summary of the findings

4.5.1 Summary of STs’ and ETs’ level of MLK

The STs’ and ETs’ performance on the test yielded the following conclusions:

The STs’ level of MLK was low, but the ETs’ level was moderate.

The ETs outperformed the STs on all components of MLK.

The STs’ knowledge of terms was better than their knowledge of rules.
The ETs’ knowledge of rules was better than their knowledge of terms.

Both groups’ productive knowledge of rules was weaker than their receptive

knowledge.
The STs’ productive knowledge of rules was very low.
The ETs’ receptive knowledge of rules was very high.

Both groups’ receptive knowledge of terms was better at sentence level than at

text level.

4.5.2 Summary of the nature of ETs’ and STs’ MLK

A. The main findings (from the test) regarding the nature of the STs’ and ETs’ MLK:

1.

2.

3.

There were no notable differences in terms of the nature of the STs’ and ETs’
MLK.

At both sentence and text level, both groups had slightly better productive and
receptive knowledge of terms and concepts for grammatical roles than for other

grammatical features, such as word classes, clauses, phrases, and sentences.

At sentence level, both groups’ receptive knowledge of word-classes and

grammatical roles was slightly better than their productive knowledge.
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4. There was a close match between the gaps in the STs’ and ETs’ receptive and
productive knowledge related to clauses and phrases. Both types of knowledge

were poor for both groups.

5. The two groups had a general or partial productive knowledge of grammar terms
and little knowledge of the sub-categories of grammatical features.

6. In atext and in a short sentence, identification of features such as phrases and
clauses which typically include more than one word caused difficulty for both

groups.
7. Both groups had only a partial understanding of a noun phrase.
8. Regarding the nature of the STs’ and ETs’ formulation of rules in English:

e The ability of both groups to formulate a grammar rule

in English lacked clarity and comprehensiveness.

e Both groups tended to formulate rules without using

formal metalanguage.

B. The main findings (from role-playing and observation) regarding the nature of the STs’
and ETs” MLK:

1. Both groups used both English and Arabic during the verbalisation of grammar

rules.

2. The STs’ low language proficiency may be a factor preventing them from being
able to verbalise rules in a way which is easily understood, that is in a way which
is clear and simple, has predictive value and is terminologically and conceptually

clear and comprehensible.

3. Both groups focused on the form rather than the meaning when explaining a

grammar rule.
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4. The ETs used rules of thumb in rule explanations.

5. Both the STs and the ETs had the ability to identify terms for grammatical roles

in the example sentences.

6. Both groups used short sentence examples.

4.5.3 Summary of the perceptions of the STs and ETs of their own MLK

4.5.3.1 Summary of the questionnaire findings
The main findings regarding the STs’ and ETs’ perceptions of their own MLK:

1. The STs lacked confidence in their overall level of MLK as well as in their
knowledge of all individual MLK components, except their productive knowledge
of terms. On the other hand, the ETs had greater confidence in both their overall

level of MLK and in their knowledge of all its individual components.

2. The STs were more confident in their ability to teach grammar using short

sentence examples than using examples in texts.
3. Teaching experience had a positive effect on improving MLK.

4. Although both the STs and ETs were aware of gaps in their knowledge and the
need to develop further, many STs and ETs expressed satisfaction with their

current knowledge.

5. Even the ETs who felt that they had gaps in their MLK stated that their existing
knowledge was sufficient for the requirements of their present context. Thus,
when comparing their own MLK to the requirements of their teaching context,

they expressed positive subjective evaluations and satisfaction with their level.

6. For both groups, there was a gap between their awareness of limitations and their
actual knowledge. They were aware that there were gaps in their knowledge, but

not precisely what they were.
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4.5.3.2 Summary of interview findings

The study has generated extensive interview data about the STs’ and ETs’ perceptions of
their MLK. A range of themes emerges from the data presented here. The STs have a
negative view of their MLK and a feeling of inferiority and weaknesses in their
knowledge, which were the reasons causing them to lose confidence in their knowledge.
They acknowledged the limitations of their knowledge, including difficulty formulating
rules in English, lack of understanding of the concepts behind grammar terms, and failure
to make form-meaning connections. The ST data showed that their level of knowledge
was below their own expectations and that being an English language teacher results in

strong desire to improve.

The data from the ETs demonstrated that their knowledge is built up by teaching and that
gaining teaching experience has a positive impact on MLK. In addition, their level of
knowledge was often determined by the level at which they taught. However, they felt
that there were gaps in their knowledge which demonstrate a need to improve. They
acknowledged the limitations of their knowledge, and another factor which might make
them less effective in the classroom is that even if they have the knowledge, they do not
necessarily have the language to express it. Despite awareness of their own limitations,
they expressed positive views and satisfaction with their level, claiming that it was neither
high/excellent nor low. However, they mentioned the possibility that this level will not
meet the requirements of new syllabuses. Their positive views result from comparing
their level to the requirements of their present context, which they do not perceive to be

very challenging.
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CHAPTER 5: ANALYSIS, SYNTHESIS AND DISCUSSION

5.1 Introduction

This chapter is organised according to the three aspects addressed in this study: level of
STs’ and ETs” MLK, the nature of their MLK, and their perceptions of their own MLK.

5.2 The level of STs’ and ETs’ MLK

The major findings relating to the first aspect, the level of STs’ and ETs” MLK, as
reported in the previous section, are discussed here in terms of: (i) the comparative overall
performance of each group, and (ii) the comparative performance of the two groups with

regard to each individual component of MLK.

5.2.1 The STs’ and ETs’ overall level of MLK

The first research question sought to assess the level of the STs’ and ETs’ MLK,
comparing the STs” MLK and ETs: What is the present level of MLK of female Saudi ETs
who have graduated, and fourth year STs who will graduate from Noor University in
Saudi Arabia? To what extent is ETs’ MLK different from STs’ MLK?

As the STs had recently studied English, with an explicit focus on its formal features, and
had recently taken an additional course in linguistics, their performance on the test was
poor. Their mean percentage of correct answers was just 23.6; meaning they identified
fewer than a quarter of the items. These results correspond with findings reported in
previous research indicating MLK deficiencies among STs in a variety of contexts; e.g.
in China (Andrews, 1999c), in Malaysia (Erlam et al., 2009), and in Poland (Wach, 2014).

At the same time, the results for the ETs’ MLK revealed a moderate performance only;
neither very high nor very low. Their mean percentage for correct answers was 38.7%.
These findings were consistent with findings reported in previous research in different
contexts; e.g. in China (Andrews, 1999a, 1999c; Andrews and McNeill, 2005), in
Malaysia (Shuib, 2009), in the UK (Tsang, 2011) and in Poland (Wach, 2014). All the
previous studies found ETs’ overall level of MLK was moderate, and observed severe

limitations in terms of their explicit knowledge of rules and terms (see Section 2.10.1.2).
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These findings show that the same pattern emerges, regardless of whether the ETs are
teaching at secondary, middle school, or primary level. ETs typically have considerable
gaps in their MLK. Moreover, it is important to note that the teachers in this study are
required to explain grammar rules (see Section 1.6.2) and that the interview responses
also revealed all the teachers teach grammar explicitly, either deductively or inductively.
It could be suggested, therefore, that there is a crisis of competence within the profession;
however, here emphasis is simply placed on the reality that teachers need to have a well-
developed MLK.

There is considerable agreement among researchers about this (McNamara, 1991;
Williamson and Hardman, 1995; Andrews and McNeill, 2005; Edge, 1988; Andrews,
2008 and Myhill et al., 2013). McNamara (1991), Williamson and Hardman, (1995) and
Andrews and McNeill,(2005) argue that teachers should aim to have a well-developed
MLK, in order to enhance learners’ understanding of the language and to convey to their
learners, accurate and appropriate information concerning language form, enabling them
to develop explicit knowledge. This requires well-developed knowledge of both
terminology and grammar rules, not only to improve their teaching, but also to assist with
lesson planning, assessing the quality of teaching materials and learning aids (e.g.
textbooks), and accurately diagnosing and assessing their pupils’ learning (McNamara
1991). Thus, when teachers have a good understanding of the language they teach and are
able to analyse it, this could make a significant contribution to their teaching effectiveness
(Edge, 1988; Andrews, 2008). Limited grammatical knowledge, in contrast, can create
problems for teachers when handling students’ questions, and opportunities to clarify
misconceptions might not be realised. This can prevent teachers from identifying
learners’ language development needs. Teachers with low MLK, might also experience
difficulty rendering grammar analysis explicit, possibly even causing learners to
formulate misconceptions (Myhill et al., 2013). They might not be able to plan for and

respond to their learners’ language needs effectively.

One outcome of this study was that the ETs significantly outperformed the STs on MLK
overall, and on all the individual components of MLK. These findings contrast with those
obtained by Wach (2014), who reported that STs demonstrated a higher level of MLK
than ETs. However, Andrews’s (1999c¢) findings were similar to ours, in that the MLK of

ETs was superior to that of STs.
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More significantly, however, this study highlights the effect of teaching on the
development of ETs’ MLK. The ETs in this study confirmed they recognised such an
effect, explaining that their knowledge was built on through teaching and that gaining
teaching experience had a positive impact on their MLK. They further claimed that when
they taught higher level students they also learned themselves. As mentioned earlier (see
Section 2.11), no study has previously considered STs and ETs with a shared educational
background. Thus, one of the author’s interests when designing this study was to pinpoint
significant differences between the two groups sharing similar educational background,

thereby enabling the researcher to observe how MLK might change as a result of teaching.

Despite the lack of a study of this nature, the previous literature does suggest teaching
experience, involving for example, course books, students’ questions, and students’
errors, does contribute to the development of the MLK of practicing English teachers
(Andrew, 1999c; 1994b and Johnston and Goettsch, 2000), as confirmed here. The fact
that the STs and ETs in this study have the same educational background it is fair to
assume that when the ETs were STs, their MLK was at a similar level to that of the ST

participants.

The question that then arises, is what aspects of teaching can explain the ETs’
development of MLK since their time as STs. One option suggested is that teaching forces
the ETs to engage with grammar more frequently and in more depth than the STs are
required to. They are motivated to do this by their desire to give a good lesson (in their
own estimation) and to avoid losing face. Their MLK development is scaffolded by the
teaching materials they use, and any other resources they seek out (e.g. grammar books)
and perhaps also by their students’ questions. Classroom situations are likely to
sometimes cause ETs to reflect on their own knowledge, or gaps in knowledge, and might

thereby trigger further development.

These findings concerning overall MLK in isolation are not sufficient in themselves to
benefit teacher education and training or/and the Ministry of Education. To provide useful
data, it was necessary to explore in-depth where areas of weakness lay, as will be set out

in the following sections.
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5.2.2 The level of the individual components of the STs” and ETs’ MLK

The research to date (Andrews, 1999a, 1999c; Andrews and McNeill, 2005; Shuib, 2009;
Tsang, 2011; Wach, 2014) has largely focused on specific individual components of
MLK: productive knowledge and/or receptive knowledge of terms, and/or productive
knowledge of rules (see Section 2.11). No study has yet considered receptive knowledge
of the rules of ETs and STs. The author investigated two components of MLK: knowledge
of terms and knowledge of rules; with their relevant sub-divisions: productive and

receptive knowledge.

The results of this study supported the findings of a number of earlier studies, as reviewed
in Chapter 2 (Andrews, 1999a, 1999c, Andrews and McNeill, 2005; Erlam et al., 20009,
Shuib, 2009 and Wach, 2014), which suggest distinct limitations in ETs’ and STs explicit
knowledge of rules. They showed that the weakest component of the STs” MLK was their
productive knowledge of rules. They displayed a disturbing lack of such knowledge, as
the test and role-playing task showed. It is perhaps unsurprising that the STs’ knowledge
of rules in particular was less developed, as they had no teaching experience, but it is
surprising that the ETs’ results were similar. Although the ETs’ knowledge of rules was
superior to their knowledge of terms, their productive knowledge of rules was poor.
However, the test and observation showed that in many cases the teachers have the
knowledge, as they could express it successfully in Arabic (see Section 4.2.3.2). On the
other hand, they seemed to struggle to convey it in English. This correlates with the ETs’
opinion that difficulties speaking fluently and a shortage of vocabulary adversely affect
their ability to express and display knowledge. Thus, language might considered a barrier

to them (more details below).

This study also shows that both groups’ receptive knowledge of rules was better than their
productive knowledge. This variation can be interpreted in terms of cognitive load, as
argued by Andrews, (1999c), Andrews and McNeill, (2005) and Tsang (2011). The task
of explaining rules places greater cognitive demands on subjects, requiring them to
explicate the rule that has been broken and employ appropriate metalinguistic
terminology to explain why (Andrews, 1999c; Andrews and McNeill, 2005; Tsang,

2011), whereas the receptive task required the participants to merely select those rules
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that best explained each error from among the four options provided for each sentence

(enabling some guesswork when providing the answer).

Where teachers’ ability to formulate rules was limited, this generated consequent
difficulties in managing the students learning effectively. Formulation of rules has been
seen as the most important task of pedagogic grammar (Westney, 1994). Teachers need
to acquire an understanding of grammar rules, to be able to verbalise understandable rules
to enhance their students’ understanding of the language structure (Swan, 2012 and
Thornbury, 2006). It is important to note that teachers with a limited comprehension
themselves, may not be capable of providing understandable /good rules to learners, as
such rules should be characterised by clarity and simplicity, with predictive value and
terminological and conceptual clarity and comprehensibility (Swan, 1994 and Chalker,
1994), making them easy to understand, remember, and apply (Krol-Markefka 2012).
Moreover, as claimed by Borg (2003) and Andrews (2007), teachers need additional
pedagogical skills to use their knowledge to enhance learning. This issue is salient,
particularly in Saudi Arabia, where the curriculum emphasises the importance of

providing explicit explanations of grammar rules, as mentioned earlier.

In addition, STs showed a disturbing lack of productive knowledge of rules, as mentioned
above. Indeed, in many cases, the test and role-playing revealed a limited command of
the formal metalanguage required to explain them. Moreover, considering that not all
teachers teach grammar terms during their lessons (e.g. those teachers who teach low-
level students), their performance on the test suggested the ETs tended to formulate rules
without any formal metalanguage. Interestingly, the results of the observations did not
correspond with the test data findings in this regard. Inside the classroom under
observation conditions, the ETs used formal metalanguage to formulate rules. This might
have been a consequence of their desire to produce a model grammar lesson for the
researcher; explanations without the use of formal metalanguage can sometimes be more
appropriate in the classroom, as long as the content is accurate (more details discussing
the importance of teachers having a well-developed knowledge of terms appear in the

following section).
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5.3 The nature of the STs’ and ETs’ MLK

Previous studies (Andrews, 1999a 1999c; Andrews and McNeill, 2005; Elder, et al.,
2007; Berry, 2009; Shuib, 2009; Tsang, 2011; Wach, 2014) have focused on the
performance of the participants in terms of the production, recognition and explanation
phases of tasks and on comparisons between tasks (see 2.10). This study goes beyond
this, highlighting specific aspects of MLK, as discussed below. The second research
question in this study sought to highlight the nature of the STs” and ETs” MLK: What is
the nature of the MLK of these female Saudi STs and ETs? Interestingly the data revealed
a notable similarity between the nature of the STs’ and ETs’ knowledge, as we shall see

below.

Both groups (ETs and STs) appeared to have mastered only partial productive knowledge
of grammar terms, and limited knowledge of the sub-categories of key grammatical
features. This corresponds with Tsang’s (2011) findings, and correlates with the ETs’ and
STs’ own awareness of their knowledge. Thus, the responses from the interviews
supported this element of the quantitative findings. Members of both groups admitted to
a poor ability to provide complete descriptions of grammatical features. They stated that
it would be difficult for them to explain these in great depth, and that a full description
was difficult. Thus, if we accept their knowledge is limited, then their tendency to

formulate rules without using a formal metalanguage is unsurprising (see above).

There is considerable agreement among researchers about the importance of teachers
having a well-developed knowledge of terms (Shuib, 2009; Tsang, 2011). Thornbury
(1997) cautions that if an L2 teacher lacks a basic knowledge of terminology, they might
lose the confidence of their learners. It is considered imperative that teachers become
familiar with English grammar terms and use them to demonstrate their linguistic
proficiency to their students (Shuib, 2009). As argued by Tsang (2011) teachers should
employ formal grammar terminology in their explanations and even in their feedback to
students, as this approach then increases the students’ own familiarity with such terms.
The use of terminology as suggested by Borg (1999) facilitates communication about the
language between learners and their teachers, and also provides a shorthand way of
referring to grammatical elements (Halliwell, 1993), representing an economical and
precise way of discussing functions (Cater, 1990b, cited in Berry, 1997). Thus,
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terminology can make it easier for teachers to understand, talk, and write about grammar
(Ellis, 2004). Although this may not be true in all contexts, teachers who have explicit
knowledge of terminology have an advantage in that they can choose when and how to

use such terms.

This study revealed that both groups had slightly better productive and receptive
knowledge of grammatical roles than of other grammatical features, such as word classes,
clauses, phrases and sentences. For each group, the task of naming and identifying was
found to be slightly easier than the tasks concerning other features. This contrasts with
Tsang’s (2011) finding that examples of grammatical roles were the most difficult ones
for her participants to identify. A possible explanation for the finding in this study is that
the majority of the tasks involving grammatical roles required productive or receptive
knowledge of single terms (e.g. verb, subject), while most other tasks required knowledge
of main and sub-categories (e.g. countable noun). This reduced the overall score for items

unrelated to grammatical roles.

More significantly, however, this study showed, through the test results, that at sentence
level and text level, both groups had poor understanding regarding of what a clause and
phrase are, and were also lacking in their ability to produce corresponding terms.
Furthermore, both groups only had a partial understanding of noun phrases, and tended
to select only part of the noun phrase, usually including the head, showing they had not
yet grasped the concept of phrase fully. Moreover, in the interviews they acknowledged
they experienced difficulties classifying words. This corresponds with Orsini-Jones’
findings (2008), where he identified classification to be a threshold concepts for language
students when learning how to break down their native and target language into
grammatical categories. He observed that his participants found phrases and clauses

problematic.

A relationship between pedagogical exposure to English grammar, and knowledge of
grammar terms is expected. Thus, the most plausible explanation for the ET’s good
knowledge of grammatical roles might be that those terms and concepts are commonly
covered in the textbooks used by teachers and students. Teachers commonly utilise terms
like ‘subject’ or ‘verb’ in their daily teaching, as shown in the observed lessons, where

they begin by identifying them. Hence, teachers’ intensive exposure to, and use of these
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terms, might contribute to the pattern revealed. Conversely, terms related to clauses can
be seen as advanced, and tend to appear later in the pedagogical sequence, as teachers
seldom make use of them in their daily teaching (see ‘the English grammar syllabuses
taught in Saudi schools syllabus’ in Section 1.6.2). Likewise, the ‘phrase’ concept is not
commonly taught in schools (see Section 1.6.2) and might not even be taught at all on
university courses. | can speculate that the grammatical features taught in the early stages
of learning are likely to be consolidated at a later stage, resulting in a fuller understanding
of them. Thus, it is not surprising that the STs and ETs had distinct limitations in terms

of their declarative knowledge of the ‘clause’ and ‘phrase’ terms.

This aspect of their MLK is crucial, and should be taken into consideration. For example,
the ‘phrase’, according to Meyer and Land (2003:1) is ‘a threshold concept’, and can be
considered “akin to a portal, opening up a new and previously inaccessible way of
thinking about something”. Understanding the concept of a ‘phrase’ informs
comprehension of the hierarchical nature of language; i.e. how smaller parts contribute to
bigger parts, so words make up phrases, phrases make up clauses, clauses make up
sentences. It is difficult for teachers to understand how sentences are composed, without
understanding the concept of a phrase. It should be emphasised here that | am arguing in
favour of teaching language terms and forms, to provide analytical tools for interpreting
language in the form of a metalanguage to scaffold the discussion of texts. The perceived
lack in teachers’ understanding, might lead them to avoid teaching their students about

phrases and clauses, resulting in the delivery of less useful input to their students.

Another significant finding is that for both groups, a good level of MLK at the sentence
level could not guarantee application of it to more complex grammatical items. As
mentioned earlier (see Section 2.10.3), previous researchers have confined themselves to
measuring MLK at the sentence level, providing example sentences in sample texts. No
study has investigated the application of MLK in an extended text. Although, Wach
(2014) used a short text in one task to test word classes only, there was no comparison
conducted between MLK performance at the sentence level and at the text level. This
study aimed to provide more in depth insights into MLK, by focusing on knowledge not
only at the sentence level but also at the text level. Thus, the results of this study showed

the participants had very limited ability to deal with grammar in texts, i.e. examples were
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longer than a fairly simple sentence. The question requiring the test subjects to select ALL
instances of a grammatical feature caused difficulty. This could have been anticipated,
although some instances were atypical. As previously discussed, the ETs never used text
level examples and the STs intended to teach grammar using short sentence examples in
the future, as they lacked confidence in their ability to teach grammar using text based
examples. This was unsurprising as they had not been taught grammar using text level
examples or how to analyse text grammatically, either at school or at university. This
could have a negative effect, as they were insufficiently prepared with the knowledge and
skills necessary for the classroom. Teachers need to be prepared to teach grammar using
textual examples, especially as in the current context they were expected to be able to

teach all levels, and be willing to change levels.

This study highlights the issue of STs’ and ETs’ low language proficiency and how it
might negatively affect their ability to express their knowledge, as rule led explanations
on the test, observations and role-plays showed. Some STs lacked an appropriate level of
linguistic proficiency; although their explanations in English were accurate in terms of
content, their use of grammar was often incorrect. This affected their ability to formulate
understandable rules, thereby limiting their ability to assist their students to acquire a
strong grasp of the English language. The same situation emerged among the ETSs,
although not to the same extend as with the STs’. Sometimes, as discussed above,
difficulty speaking fluently, and a shortage of vocabulary adversely affected the ETs’
ability to express themselves, and to display their knowledge of rules in English. This
might also explain why many of the teachers used Arabic rather than English, and, in
some cases, alongside English, as they might simply be unable to conduct a class entirely

in the target language.

It is imperative that teachers provide sufficient input and opportunity for their students to
listen to the language and use it productively through emulation. Teachers with a high
level of linguistic proficiency provide rich and well-formed input to learners (Elder,
Erlam and Philp 2007), this exposes students to the correct use of the forms and functions
of English (Shuib, 2008) thereby increasing the chance of a positive learning outcome
(Shuib, 2008). Moreover, Andrews (2001:78) argues that a teacher of the language, like
any educated user, “needs levels of implicit and explicit knowledge of grammar which

will facilitate effective communication”. The teacher’s proficiency might also have a
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strong influence over their students’ commitment to the class, motivating them to become
proficient in English. In this way, highly proficient teachers can stimulate their students’
interest in the language, guaranteeing they achieve their full potential. In contrast, the
prevalence of teachers with low language proficiency could adversely affect students’
learning of and enthusiasm for the language. Students might be confused by their
exposure to a language that has been used inconsistently by their teachers, and this might

make it difficult for them to learn and adhere to grammatical rules.

Interestingly, it is not only the teachers’ MLK that determines if or how they talk about
grammar; the immediate classroom context is also a decisive influence. Teachers adjust
their teaching to what they think their students’ require. As Johnson (2006: 236) points
out, “the contexts within which they work are extremely influential in shaping how and
why teachers do what they do”. Data from both the observational and interview stages
suggests the low level of students influences the ETs’ behaviour inside the classroom.
Some ETs claimed that they used Arabic to help students to understand rules. In addition,
the ETs felt that grammatical structures were more visible in short sentences than when
integrated into a text. Thus, they preferred short sentences to make the form visible to
their students. Moreover, the ETs used rules of thumb to enable their students learn rules
easily, and remember them. As part of this strategy, they provided key words to search
for, and used repetition to help their students remember details. As mentioned previously,
such strategies can be learned easily and applied to recall information and make decisions.
Nevertheless, they do not provide a strictly accurate basis for decision-making, as they

are not reliable in every situation.

Finally, interestingly, the test revealed similarities between the STs and ETs, as the ETs’
lessons were quite similar to the STs’ role-plays. Table 5-1 below summarises the
common grammar teaching strategies; one showing ‘observed’ grammar teaching
strategies and the other ‘not observed’ grammar teaching strategies. Observed grammar
teaching strategies included those noted in classroom observations and when observing

the role plays.
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Table 5-1: Common grammar teaching strategies

Common grammar teaching strategies

Observed Not observed

Short sentence examples Text level examples

Identification of phrases and

Identification of grammar roles
clauses

Focus on form Focus on meaning

Using Arabic

It might have been expected that teaching experience would assist in the development of
different knowledge, rather than simply emphasising existing knowledge. However, it
was found that the ETs’ and STs’ explanations of grammar rules, were similar to some
extent, especially in terms of using the Arabic language, identifying grammatical roles,
and using short sentences as examples, focusing on form rather than meaning (see Table
5-1). Although, in the classroom, teachers should strive to balance form, meaning, and
use when teaching grammar (Larsen-Freeman, 2003), the observational and role-playing
data revealed that in their verbalisation of rules, both groups tended to focus on form
rather than meaning. In addition, the interview’ data revealed the STs felt that they knew
about the structures and had the ability to construct forms, but did not know when to use
them. In contrast, there were no text level examples observed, identification of phrases
and clauses, or focus on meaning. This suggests that the ETs and STs model lessons are
drawn directly from their learning culture (Liston and Zeichner, 2013). It therefore
appears that the ETs had probably been taught this way, and had consequently chosen to
teach that way themselves, and it then follows that the STs who were also taught that way

would perhaps teach that way in the future.

5.4 The perceptions of STs and ETs of their own MLK

The studies that touched on teachers’ opinions about their MLK (Andrews, 1999b;
Andrews and McNeill, 2005; Shuib, 2009; Pahissa and Tragant, 2009; Tsang, 2011;
Sangster et al., 2013) only focused on eliciting their views regarding their performance
in the MLK test (see Section 2.10.3). The third research question of this study sought to
investigate the perceptions of the STs and ETs regarding their own MLK: What are the

195



STs’ and ETs’ perceptions of their own MLK? How accurate are the STs and ETs
estimates of their existing MLK? The study findings raised a number of issues relevant to

this investigative thread.

The STs in this study lacked confidence in their overall level of MLK, and its individual
components, with the exception of their productive knowledge of terms. The data showed
their present level was below their own expectations as English language graduates.
Moreover, the data indicated that they lacked confidence in their ability to teach grammar
by using examples from texts. They felt that their level was not sufficient to meet the
requirements of teaching grammar using texts, and that they lacked knowledge.
Consequently they suffered from feelings of anxiety, embarrassment, tension, and
confusion in relation to their knowledge. Moreover, the STs’ awareness of their lack of
knowledge, and their fear of future teaching requirements might explain their loss of
confidence in themselves. This contrasts with the findings reported by Sangster et al.’s
(2013) study, which reported that STs had a high level of confidence and a positive
perception regarding their knowledge, although this was in contrast to their poor

performance on the test administered during the study.

Conversely, the ET respondents generally displayed high levels of confidence in their
overall level of MLK and all the associated individual components. Their confidence was
substantially higher than could be justified by their actual performance on the test
instrument. This contrasts with Andrews’ (1999b) findings that the ETs’ confidence in

this regard was low.

More significantly, however, this study revealed that the ETs’ confidence was partially
justifiable. The ET’s confidence in their MLK was found to derive directly from the belief
that they had mastered the knowledge required in their present context. This factor had
not been previously investigated or discussed in previous studies (see Section 2.10.3).
The ETs in this study measured their level against the requirements of their teaching
context, which, from their perspective, was not perceived as very challenging. Thus,

unsurprisingly, the ETs were considerably more confident than the STs.

Research has shown teachers’ confidence was an important factor, even when unjustified.

As reported by Borg (2001), teachers’ self-belief regarding their grammatical knowledge
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has a considerable impact on their work. It shapes their teaching practice, impacting
instructional grammar teaching decisions (Borg, 2001 and Sanchez, 2014). It also
influences different aspects, such as the extent to which teachers teach grammar, the
manner in which they respond to their learners’ questions, and the nature of the
grammatical information provided to their students (Borg, 2001). Borg (2001) claims that
teachers who are confident in their knowledge teach more grammar, and encourage their
students to ask questions. On the other hand, teachers who lack confidence tend to
minimise formal instruction in their lessons, and strive to avoid spontaneous grammar
work and explanations (Sanchez, 2014). In addition, they fear their students’ questions,
adhering closely to textbooks to avoid them. Therefore, confidence is crucial for

informing how teachers teach.

Significantly, this study highlights the discrepancy in both groups between the
recognition of gaps in their knowledge and satisfaction with the level of that knowledge.
Although both the STs and ETs were aware of the gaps in their knowledge and the need
to develop further, they expressed a surprising level of satisfaction with their current
knowledge. The data showed that while 76% of the STs and 62% of the ETs
acknowledged gaps, only 43% and 21% respectively, were dissatisfied (see Section
4.4.1.4). In other words, the fact that they were aware of gaps in their knowledge did not
necessarily mean that they were dissatisfied with it. This indicates a certain ambivalence
and complacency is present in both groups. Thus, it is questionable whether the
participants would be sufficiently motivated to enhance their knowledge beyond the
minimum requirement for their current teaching needs (i.e. existing context), e.g. by

undertaking further training.

However, the ETs said that their level of knowledge was often determined by the level at
which they taught and they mentioned the possibility that this level might not meet the
requirements of newly issued syllabuses. Moreover, these teachers in their current
context, as mentioned earlier, were expected to be able to teach all levels, and to be willing
to change levels. Thus, these factors might motivate them to develop their MLK beyond
their minimum needs. Nevertheless, the fact that the teachers displayed levels of
confidence in their knowledge of varying aspects of language that were substantially

higher than their actual performance on the test instrument, and expressed their
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satisfaction with their current knowledge, as mentioned above, can be viewed as a

potential barrier to improving their knowledge.

According to Neves de Jesus and Lens (2005), teacher motivation has a significant
influence on student motivation, teachers’ implementation of educational policies, and on
the emotional and job-satisfaction of teachers, which can trigger demotivation. Sustaining
the motivation of students in class is a challenge common to all teachers, and this is
heightened if the teachers themselves are not motivated. In addition, teacher motivation
is an important consideration for their superiors, i.e. educational leaders and managers.
Ensuring teacher motivation is crucial when seeking to advance and implement
educational reforms, as motivated teachers will be more able to work willingly to
implement progressive curricula and reforms. Moreover, the absence of academic
motivation can lead to feelings of frustration and disappointment, and impede
productivity and well-being. Thus, it is important for teachers to be aware of the extent
of their own MLK, and their desire for self-improvement (Andrews and McNeill, 2005),

and such desire is not automatic, but rather dependent on awareness and motivation.

More significantly, however, this study revealed a shortfall in both groups in terms of
their awareness of the limitations of their knowledge. Although they were aware that there
were gaps in their knowledge, they overestimated their knowledge, and, more
interestingly, did not know where the gaps were. Since their level of knowledge was not
high, it is unsurprising that they did not know where their weaknesses lay. However, this
lack of awareness could impede further development of MLK. Although the data showed
the ETs” MLK had improved since graduation, and that teaching experience had a positive
effect on improving MLK, if they are not aware of precisely what their weaknesses are,
then they are unlikely to be able to effectively work to improve these areas, as they
progress along their teaching journey. Certainly, it is important for teachers to be aware
of the extent of their own MLK, so they can identify their weaker areas, acknowledge
difficulties, and actively pursue continuous self-improvement (Borg, 2001; Andrews and
McNeill, 2005).
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CHAPTER 6: CONCLUSION AND IMPLICATIONS

6.1 Introduction

This chapter revisits the main objectives of the study summarising the findings that
emerged and introducing the key issues raised by the data analysis. The chapter will also
outline the implications and indicate possible directions for future related research.

The study set out to investigate the MLK of female Saudi ETs and STs, and determine
the range and depth of such knowledge by measuring a number of components of their
MLK, and identifying areas of weaknesses and strengths. In addition, this study aimed to
highlight the nature of their MLK, pinpoint any significant differences between ETs and
STs in relation to their MLK and to investigate STs” and ETs’ perceptions of their MLK.
The study sought to answer the three research questions posed: First, “What is the present
level of MLK of female Saudi ETs who have graduated, and fourth year STs who will
graduate from Noor University in Saudi Arabia? To what extent is ETs’ MLK different
from STs> MLK?” Second, “What is the nature of the MLK of these female Saudi STs
and ETs?” Third, “What are the STs’ and ETs’ perceptions of their own MLK? How
accurate are the STs and ETs estimates of their existing MLK?” The answers to these
questions, as discussed earlier, revealed potentially useful information for teacher
educators; both those in initial teacher education, and those in CPD (continued
professional development) in Saudi Arabia. | will return to these issues later in this

chapter.

6.2 Summary of the findings and their pedagogical implications

This study investigated three aspects of the MLK of female Saudi STs and ETs: level,
nature and perceptions. The mixed methods study implemented a range of quantitative
and qualitative techniques: a test, questionnaires, semi-structured interviews,
observations and role-plays. The findings are summarised and implications discussed

below.
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6.2.1 STs’ and ETSs’ level and nature of MLK

This study confirmed earlier work by Andrews (1999c), Erlam et al. (2009), and Wach
(2014), which found that the overall level of STs’ MLK was low, and that there were
MLK deficiencies among STs. In addition, the findings were consistent with those
obtained by Andrews (1999a, 1999c), Andrews and McNeill (2005), Shuib (2009), Tsang
(2011) and Wach (2014); all of whom found that their ETs’ overall level of MLK was not
high, and that there were limitations in their explicit knowledge of rules and terms (see
5.2.2 and 5.3). However, the general findings from this study highlight where ETs’ and

STs’ weaknesses lie, as discussed below.

Despite the considerable gaps in the ETs” MLK, this study suggested that teaching might
have a positive affect on the development of ETs” MLK. The quantity and the quality of
a teacher’s teaching experience might have a significant impact on the development of
their MLK. The ETs demonstrated a higher level of MLK than the STs, and had clearly
become more knowledgeable about all the components of MLK through practice.
Teachers in the context of this study generally began their professional careers with
significant gaps in their MLK. Shulman (1987) observed that teachers who have not
received adequate preparation in grammar instruction, experience apprehension when
teaching grammar topics, and are hesitant about teaching grammar subjects. Moreover,
there is a notable decline in the quality of teaching, when teachers present a subject area
in which their knowledge is weak. This provides a strong argument for action by schools,
local authorities, and policy makers at the national level, to begin to implement pre-
service and in-service provision to help teachers develop their knowledge further. STs’
programmes also need to be strengthened, by incorporating knowledge about language
courses into their programmes, so that once trained, teachers will be able to transfer their
content knowledge and pedagogical approaches into their own classroom practices. This

should in turn have a positive impact on classroom practices.

The results of this study supported the findings of a number of earlier studies as reviewed
in Chapter 2 (Andrews, 1999a, 1999c, Andrews and McNeill, 2005; Erlam et al., 2009,
Shuib, 2009 and Wach, 2014) that there are distinct limitations in the ETs’ and STs
explicit knowledge of rules. More significantly, this study showed both groups’ receptive

knowledge of rules was better than their productive knowledge. For the STs, this may be
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understandable, and is perhaps expected, as they may not need to draw on explicit
knowledge from their mental store as often as the ETs. However, the performance of the
ETs should be a cause for concern. They displayed a good understanding of rules but had
problems formulating rules. Moreover, many of the ETs in the study tended to formulate
rules without using formal terminology. Likewise, the STs displayed a limited command
of formal terminology when formulating rules. This may have serious effects on their
teaching, in view of the point made above, that they claimed to provide rule based
explanations to their students, and because the curriculum requires them to teach
grammar. Teachers should be able to formulate grammar rules in the classroom, with and
without formal terminology (see Section 2.6). Only then, would they be free to make an
appropriate choice about how, when and whether to teach rules. They require additional
professional development to improve their ability to formulate rules so they can respond
appropriately to their learners’ needs (Celce-Murcia and Larsen-Freeman, 1999 and
Elder, et al., 2007, Hadjioannou and Hutchinson, 2010) and then to meet the requirements

of the curriculum, they are teaching.

However, when considering the ETs’ and STs’ educational background it is unsurprising
that both groups’ productive knowledge of grammar rules is low (see Sections 1.6.21,
6.3 dna 3.6). Both groups have been taught grammar as it is normally taught to EFL
learners at university, i.e. to improve proficiency. They have not been taught English for
Occupational Purposes (EOP), but have been taught EFL and Linguistics instead, which
does not provide them with the knowledge and skills they need for the classroom. Thus,
it is arguable that STs would benefit from EOP. EOP includes instruction about English
grammar, including the opportunity to practice explaining it, and being taught how to
analyse text grammatically. It would also include tasks similar to those teachers
encounter, such as identifying errors in learners’ writing, and explaining the errors by

providing feedback to the learners.

However, the difficultly that the ETs faced when formulating rules in English, as revealed
in this study, appeared to result from their low language proficiency. In the case of the
STs, it appeared that the main problem they encountered was a lack of knowledge about
rules. Moreover, while some of the STs understood grammar rules, some lacked an
appropriate level of linguistic proficiency, which probably limits their ability to formulate
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understandable rules. The majority of STs had a low proficiency in English, despite being
provided with proficiency classes when studying at university; this was demonstrated
when they performed very poorly when giving an explanation of the rules as mentioned

above.

The problem with a lack of language proficiency is that teachers might compound their
learners’ language problems, instead of relieving them. Their learners would probably
struggle to understand that rule in English. Teachers must be equipped with the
knowledge to use grammar correctly in their own language output. Teachers modelling
the language provide much of their learners’ English language input. Edge (1988)
identifies three major roles that teachers need to take on: language user, language analyst,
and language teacher; thus, language proficiency is a crucial form of language knowledge,
which an L2 teacher must have in order to achieve professionalism (Andrews, 2005). The
findings of the present study suggest more effort needs to be made when preparing
teachers; whether in the initial teacher education setting, or in CPD (continued
professional development), to promote language proficiency among STs and some ETs.
It is important to improve ETs’ linguistic competence in this context, and to place greater
emphasis on grammar exposure in teacher training institutions, as well as promoting
language learning strategies and language teaching strategies for practising teachers.
These will help to improve both teachers’ and learner’s grammatical proficiency. After
which, to address the fundamental problems informing these weaknesses, the STs’
knowledge of rules needs to be improved upon, and the ETs’ and STs’ language

proficiency increased.

Those teachers (both groups) with limited knowledge of rules were also had limited
knowledge of grammar terms, even more significantly, this study revealed that the
teachers (both groups) lacked understanding of phrases and clauses, and were weak in
terms of their ability to produce corresponding terms. Moreover, they faced difficulties
identifying complete phrases and clauses in the text, as opposed to in sentences. These
teachers appear to be somewhat ill equipped to help their learners to progress to higher
levels of proficiency. It is important for learners to be aware of phrases and clauses, as
this could help them to improve their writing, especially at higher levels of proficiency.
It might enable them to progress from very simple to more complex styles of writing.
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Because of this lack in the teachers’ understanding, there is a possibility that they might
avoid teaching their students about phrases and clauses; thereby, delivering input to their
learners that is less useful. Possible ways to remedy their lack of understanding would be
to devise additional systematic metalinguistic input of these features at the sentence and
text level for teachers, and to increase regular or systematic use of these features, at least
in the discussion of students’ work among teachers at school. Teachers would be more
likely to be motivated to do this if understanding of phrases and clauses was added on the
curriculum. Teachers also need the opportunity to carry out analyses on texts, so that they
can apply their new knowledge, and feel confident in their own abilities. University

grammar courses should also offer intensive focus on these features.

This study suggested that a good level of MLK at sentence level does not guarantee an
ability to apply it to more complex grammatical items in the text. Both groups were better
able to demonstrate an understanding of terms at the sentence level than at the text level.
If we accept this as a true indication of the current situation regarding the majority of STs’
and ETs’ MLK, then it would be advisable to take appropriate measures to institute
improvements, because this gap may have serious consequences for their teaching;
especially as all of them claimed to be teaching grammar to their students. The teachers
in the study were found to be less likely to experiment with using examples from a text
when teaching grammar, because of their lack of confidence, which led them to prefer
short sentences as examples and familiar teaching approaches. Thus, those teachers who
encounter difficulties applying their MLK to more complex items in the text are likely to
avoid using texts for examples, preferring short sentence examples, which limit their
learners’ progress to higher levels. In teacher education courses, addressing teachers’
difficulties with applying their basic MLK (at sentence level) to more complex items in
the text provides more systematic metalinguistic input in terms of grammatical functions

and patterns of grammatical features at the text level for teachers.

Finally, by focusing our attention upon these considerable gaps in teachers’ MLK, it could
be suggested that there is a crisis of competence within the profession. However, | wish
to draw attention to the contention that a well-developed MLK is essential, especially in
the context of this study, where the curriculum emphasises providing explicit
explanations of grammar rules (see Section 1.6.2). The current situation regarding the
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majority of STs’ and ETs’ MLK is likely to have serious consequences for their teaching
and their students’ outcomes; especially as all of them claimed to be teaching grammar
to their students. Teachers should seek to acquire this knowledge. Moreover, they require
instruction to formulate a well-developed MLK to enable them to explain the grammar
rules, such as the assessments in this study required.

Teachers” MLK is of significant importance, enabling them to function effectively and
appropriately in their professional environment. It plays a key role in their ability to
develop their learners’ understanding of the language (McNamara, 1991) and in shaping
their professional capacity to plan for and respond to their learners’ language needs
(Myhill et al., 2013). When they have a well-developed foundation of knowledge,
teachers can give their learners accurate and appropriate information concerning language
form, enabling the learners to develop explicit knowledge (Williamson and Hardman,
1995; Andrews and McNeill, 2005); this is especially necessarily in the Saudi educational
context, where grammatical accuracy is crucial for students’ to achieve high grades in
important exams. Moreover, having well-developed knowledge facilitates teachers’
performance, and helps them to identify and reflect upon errors and answer any questions
that learners have about a grammar rule or term, and also to respond to their learners by
giving feedback on and/or explanation of identified errors (Elder, 2001; Andrews and
McNeill, 2005).

Teachers with a well-developed MLK may find this has a significant impact on their
efficiency, as they will potentially be able to give quicker and better quality feedback on
written work and oral work in the classroom. Furthermore, Andrews (2005) argues that a
teacher with a rich knowledge of grammatical constructs will be in a better position to
help and support developing young writers. In contrast, teachers with limited grammatical
knowledge, may experience difficulty making an analysis explicit, and this can create
problems for teachers when managing grammatical discussions about students’ questions
(Myhill et al., 2013) and could even lead learners to develop misconceptions (Myhill et
al., 2013). Moreover, it can prevent teachers from appropriate identification of language
development, as they would be unable to see language development in the writing and
speaking of their own students (Gorden, 2005:61). Thus, as claimed by Edge (1988) and
Andrews (2008), when teachers have an understanding of the language they teach and are
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able to analyse it, this can make a significant contribution to their teaching effectiveness.
In addition, such knowledge, as suggested by McNamara (1991), is not only essential for
teaching itself but also for assessing the quality of any teaching materials and learning

aids (e.g. textbooks), and for engaging in the diagnostic assessment of pupils’ learning.

Thus, these issues have salience, not only in Saudi Arabia, where the curriculum
emphasises giving explicit explanations of grammar rules, but also in other countries
where new curriculum mandates are re-emphasising grammar, as outlined earlier, because
the requirement of putting things into context and the responsive character of this

approach, places higher demands on teachers’ grammar knowledge (Svalberg, 2012).

6.2.2 The STs’ and ETs’ perceptions of their own MLK

The ETs generally displayed substantially higher levels of confidence in their overall
level of MLK and all its individual components, than their actual performance on the test
instrument would justify. Conversely, the STs generally lacked confidence in their overall
level of MLK, and all the related individual components. The STs, based on their lack of
confidence, may be said to be somewhat ill-equipped to deal with the requirement to teach
grammar in lessons after graduation. Thus, initial teacher education needs to offer
supplementary training in this respect. This would not only improve teachers”’ MLK, but
would also enhance their confidence. Well-developed MLK can improve teacher
confidence, enabling teachers to feel sufficiently secure to encourage students to notice,
ask questions, and discover how grammar works (see 5.4). A teacher with well-developed
MLK is likely to have greater teacher autonomy, through reduced dependency on the
textbook or other teaching materials. Teachers with well-developed MLK are more likely
to be able to devise their own tasks and activities, and utilise real-life texts for teaching.
Students develop their knowledge about language most effectively when they are focused,
affectively engaged, and socially interactive (Svalberg, 2009). Thus, there is a need for a

more interactive, student-centred approach to grammar teaching and learning.

The perceptible gap between the participants’ (ETs and STs) awareness of their
limitations, and their actual knowledge, raises particular issues for consideration. If they
are not aware of what these are precisely, or if they do not view such matters as

problematic, then they are unlikely to work to improve them, particularly in the face of
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the frequent new developments and initiatives with which they have to contend. Teachers
need to acknowledge when there is a problem, and be able to identify their strengths and
areas, which will help them to improve their MLK. Thus, the author concurs with Borg
(2001: 28), that ‘work aimed at developing teachers’ KAL [knowledge about language]
should incorporate opportunities for them to develop and sustain a realistic awareness of

that knowledge and an understanding of how that awareness affects their work’.

This study suggested teachers were not motivated to enhance their knowledge beyond
their current level. Although the members of both groups acknowledged having gaps in
their knowledge, they expressed satisfaction with their existing knowledge. Teachers
seem to be content to learn as much as they need to teach a specific level in the
‘traditional’ manner, relying mainly on the course book. This raises a particular issue for
consideration. It should be highlight that the absence of academic motivation can lead to
feelings of frustration and disappointment, and can impede productivity and well-being
(see Section 5.4). In this research context, these teachers were expected to be able to teach
across all levels, and to be willing to change levels, so this could be a factor motivating
them to develop their MLK beyond their minimum needs. One suggestion is that pre-
service teacher training programs, and in-service teacher development programs need to
highlight the relevance of such knowledge for teaching purposes, paying special attention
to a variety of grammar teaching approaches and techniques, including those that focus
on explicit teaching. Nevertheless, it is difficult to imagine approaches changing, unless

teachers are given additional training to improve their own subject content knowledge.

6.3 Recommendations for future research

The study investigated the three aspects of the MLK of female Saudi STs and ETSs; their
level, nature and perceptions. It cannot, however, be considered as the end of the research
journey. The following, therefore, provides some directions and recommendations for

future studies.

Since the ET sample is relatively small and not necessarily representative of the
population, it is recommended that future research replicate this study in a similar context
to determine if another researcher would achieve similar results and to increase the

generalisability of findings.
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Another suggestion is to design a new ‘knowledge about language’ grammar course
(probably in-service) based on these research findings, and teach it. A follow-up study

could then evaluate the effect this has on the participants’ MLK, and on their teaching.

Since this study includes observations regarding how teachers actually use their MLK in
the classroom, it is recommended that future research investigates how teachers actually

use their MLK in the classroom further, and explain how that affects learning.

Moreover, it is recommended that future research also investigate how to motivate

teachers to develop their MLK beyond the minimum amount they need to practice.

The current study was conducted with female Saudi STs and ETs. It would be advisable
to replicate it to include male participants, as gender may be found to affect level, nature
and perceptions of MLK. In addition, it would be interesting to examine in a future study
whether ETs’ and also STs’ knowledge exceeds or does not exceed the requirements of
the syllabus taught at elementary, intermediate and secondary schools by linking their
knowledge to the syllabus. This might confirm or disprove the conclusion reached in this
study that teachers are operating at the limits of their subject knowledge; that is that they

know enough to teach what is required, but little else.

Similar studies from other universities in all the Saudi provinces are suggested to
investigate STs’ and ETs MLK further, to provide a clearer picture regarding the
generalisability of the findings in the higher education context. Preferably, such research
should be a large scale study, with males and females, in order to develop more
contextualised nationally relevant understandings of MLK. Such a study/studies might
also provide opportunities to compare and contrast the findings among and between the
public, private, small, and large universities, to identify any differences, as previously no
study has been carried out in any Saudi province at university level using a similar

theoretical investigation framework.

Furthermore, another extension would be to replicate the study in other contexts (e.g. in
other Arabian Gulf countries) to assess the validity of generalising these study results, or
to offer a comparison. A sample for such research could combine the actual participants
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of this study, and participants from different universities, to provide a broader

investigation into teachers’ MLK.
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APPENDICES

Appendix A: Bloor’s MLK test (1986)
Partl: Identify the parts of speech.

From the sentence below give ONE example of each of the grammatical items
requested and write it in the space provided. NB You may select the same word (s}
more than once if appropriate.

Materials are delivered to the factory by a supplier, who usually has no technical
knowledge, but who happens to have the right contacts.

verb

noun

countable noun

passive verb

adjective

adverb

definite article

indefinite article

preposition

relative pronoun

auxiliary verb

past participle

conjunction

finite verb

infinitive

Part2: Identify grammatical functions

In the following sentences, underline the item requested in brackets.

1. Poor little Joe stood out in the snow. (subject)
2. Joe had nowhere to shelter. (predicate)
3. The policeman chased Joe down the street. (direct object)

4. The woman gave him some money. (indirect object)
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Appendix B: Andrews’s language awareness test (1999a- 1999c)

SECTION 1: GRAMMATICAL TERMS

1. From the sentence below select one example of the grammatical item requested
and write it in the space provided. NOTE: You may select the same word(s) more
than once if appropriate:

Materials are delivered to the factory by a supplier, who usually has no technical
knowledge, but who happens to have the right contacts.

(a) verb

(b) noun

(c) countable noun
(d) passive verb

(e) adjective

(f) adverb

(9) indefinite article
(h) preposition

(i) relative pronoun
(1) auxiliary verb
(k) past participle
() conjunction
(m) finite verb

(n) infinitive verb

2. In the following sentences, underline the item requested in brackets:

(@) Poor little Joe stood out in the snow. (SUBJECT)

(b) Joe has nowhere to shelter. (PREDICATE)

(c) The policeman chased Joe down the street. (DIRECT OBJECT)
(d) The woman gave him some money. (INDIRECT OBJECT)

3. Look at the twelve sentences below. What grammatical terms would you use to
describe the item underlined in each of the sentences? NOTE: For each item
provide a full description.

Examples:
1. It was the most exciting film she had ever seen.
superlative adjective

2. | saw Jenny last Saturday.
verb in past simple tense

SENTENCES

1. [It’salovely day, isn’t it?

2. Tim often comes to class late.
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3. Alice fell asleep during the lecture.

4.  Whose book is that? It’s mine.

5. You play tennis very well.

6. | look forward to receiving a reply to my letter.

7. You should have paid your tax bill last week.

8.  After several hours of questioning, the police let the prisoner go.

9. Mrs Wong has been living in that flat for years.

10. There are still a lot of things to be done.

11. I’m not feeling very well today: | have a terrible headache.

12. Mary did her homework faster than I did.

SECTION 2. GRAMMATICAL ERROR IDENTIFICATION

This section consists of fifteen English sentences, each of which contains a grammar
mistake.

For each sentence:
1. Rewrite the faulty part of the sentence correctly. (There is only one part that is
wrong.) Do NOT rewrite the whole sentence.
2. Underneath each sentence explain the error. Be as precise as possible.

Example:
| often goes to the cinema.

Correct version: go
Explanation: The verb must agree with the subject
[Do NOT write : Change ‘goes’ to ‘go’]

1. I'walk to work very quick.
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Correct version:

Explanation:

2. When her said that, Jack hit her.

Correct version:

Explanation:

3. Every day | am making good resolutions.

Correct version:

Explanation:

4. She’s the taller of the four sisters.

Correct version:

Explanation:

5. lliveina flat at a top of an old house.

Correct version:

Explanation:

6. Do you know anyone having lost a cat?

Correct version:

Explanation:

7. The children put on their coat.

Correct version:

Explanation:

8. He tried and ate something but he couldn’t.

Correct version:

Explanation:

9. Idon’tlike people which are always apologising.

Correct version:

Explanation:

10. I opened the door, but I couldn’t see nobody.
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11.

12.

13.

14.

15.

Correct version:

Explanation:

When | was a small baby, I have colic.

Correct version:

Explanation:

I’ll tell you as soon as I’ll know.

Correct version:

Explanation:

I heard him went downstairs.

Correct version:

Explanation:

Give the spanner to .

Correct version:

Explanation:

She has phoned a few minutes ago.

Correct version:

Explanation:
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Appendix C: Elder’s test (2009)

Metalinguistic Knowledge Test
(Part 1)

In this part of the test there are 17 sentences. All of them are
ungrammatical. The part of the sentence containing the error is under-
lined. For each sentence choose which statement best explains the error.
Circle a, b, c or d to indicate your choice.

Example Sentence One

Keiko said, ‘I have lost mine ring’.
a. Replace the word ‘mine” with ‘my’.
b. Mine cannot be used as a possessive word.
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c. Should be ‘her ring” because Keiko is the subject.
d. Before a noun use the possessive adjective, not the pronoun.

Example Sentence Two

He saw a elephant.
a. The word ‘elephant’ refers to the normal verb.
b. We must use ‘elephant’ instead of ‘a elephant’.
c. You should use ‘an’ not ‘a’ because elephant starts with a vowel
sound.
d. The wrong form of the indefinite article has been used.

Now start.
1. You must to wash your hands before eating.

a. ‘Must to’ is the wrong form of the imperative.

b. Change to ‘must have to wash’ to express obligation.

c. Modal verbs should never be followed by a preposition.

d. After ‘must’ use the base form of the verb not the infinitive.

2. Hiroshi wants visiting the United States this year.

a. ‘Visiting” should be written in the base form.

b. The verb following ‘want” must be an infinitive.

c. We cannot have two verbs together in a sentence.

d. It should be “visit’ because the event is in the future.

3. Martin work in a car factory.

a. Work is a noun so it cannot have the subject ‘Martin’.

b. We must use the present simple tense after a pronoun.

c. We need ‘s’ after the verb to indicate third person plural.

d. In the third person singular the present tense verb takes ‘s’.

4. If Jane had asked me, I would give her some money.

a. ‘would’ is conditional so it should appear in the ‘if” clause not the
main clause.

b. The first clause tells us that this is an impossible condition, so use
the subjunctive.

c. We must use ‘would have given’ to indicate that the event has
already happened.

d. When ‘if” clause is in the past perfect tense, main clause verb is in
the past conditional.

5. Learning a language is more easier when you are young.

a. ‘More’ is an adjective so we must use ‘easily’ not ‘easier’.
b. The comparative ending of a two-syllable adjective is ‘er’.

234



c. The ‘er” ending indicates comparison, so ‘more” is not needed.
d. You cannot have two adjectives together in the same sentence.

6. Keiko grew some rose in her garden.
a. The noun is countable, so after ‘some” use the plural form.
b. The wrong adjective has been used before ‘rose’.
c. A noun must always have ‘a’ or ‘the” before it.
d. Use ‘a few’ not ‘some” with countable nouns.

7. His school grades were improved last year.
a. The verb ‘improve’ can never be used in the passive form.
b. We should insert ‘by him” after the verb to indicate the agent.
c. Use ‘improved’ as the sentence refers to a specific event last year.
d. ‘Improve’ should take the active form even though the subject is not
the agent.

8. Martin lost his friend book.
a. We need possessive ‘s’ to show that the friend owns the book.
b. You cannot have two nouns next to one another in a sentence.
c. The verb refers to a personal object, so must have an apostrophe.
d. Insert ‘of” before book to show that it belongs to the friend.

9. Keum happen to meet an old friend yesterday.
a. It took place yesterday, so use a past tense verb ending.
b. Third person singular verbs always have an ‘s” ending.
c. We don’t use a preposition after the verb ‘happen’.
d. ‘Happen’ never follows the subject of a sentence.

10. Because he was late, he called taxi.
a. Insert ‘a’” before taxi because it is not a specific one.
b. Use ‘some taxis’ because taxi cannot be singular.
c. We must always use ‘the” before countable nouns.
d. Use the indefinite article because the taxi is unique.

11. They were interested in what was I doing.

a. In embedded questions the word order is the same as that in
statements.

b. Change the word order, because ‘what’ is always followed by a
pronoun.

c. The subject should always come in front of the verb after question
words.

d. The clause “What was I doing” should be followed by a question
mark.

12. Does Liao has a Chinese wife?
a. With questions, always use the auxiliary ‘have’.
b. We must use the base form after ‘do/does’.
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c. Use ‘have’ not ‘has” because ‘does’ is in the past tense.
d. The word order changes when we use the question form.

13. Jenny likes very much her new job.
a. Adverbial phrases should occur after nouns not verbs.
b. An adverb should not come between a verb and its object.
c. The phrase ‘very much’ always occurs at the end of a sentence.
d. The adverbial phrase must always precede the verb.

14. They have already finished, isn’t it?

a. We cannot use ‘it” because the main verb ‘finish” does not have an
object.

b. ‘have’ should be used instead of ‘is” in all question tags referring to
past time.

c. The tag question should be positive because the main verb is in the
affirmative.

d. The form of the question tag must relate to the subject and verb in
the main clause.

15. He has been saving money since 10 years.
a. The wrong conjunction has been used in the time clause.
b. We cannot use ‘since’” because the exact date is specified.
c. Use “for” following any verb in the past perfect continuous tense.
d. Use ‘for’ not ‘since” for a noun phrase referring to a period of time.

16. I explained my friend the rules of the game.

a. The indirect object must never precede the direct object of a verb.

b. “Explain” (unlike the verbs “tell” and ‘give’) can only have one object.

c. After ‘explain’” we must insert a preposition before the indirect
object.

d. The preposition ‘to” is always used for the dative form of a noun or
pronoun.

17. The cake that you baked it tastes very nice.
a. Omit ‘that” when the relative pronoun is subject of the clause.
b. We should use ‘which’ instead of ‘that’” when referring to things.
¢. Omit ‘it” in the relative clause because it refers to same thing as ‘that.
d. Omit ‘that” when using ‘it" in the relative clause to avoid having two
pronouns.

(Part 2) Adapted from Alderson et al. (1997)

1. Read the passage below. Find ONE example in the passage for each
of the grammatical features listed in the table. Write the examples in the
table in the spaces provided. The first one is done for you. Note: it may
be possible to choose the same example to illustrate more than one
grammatical feature.
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The materials are delivered to the factory by a supplier, who usually
has no technical knowledge, but who happens to have the right contacts.
We would normally expect the materials to arrive within three days, but
this time it has taken longer.

Grammatical feature Example

definite article the

verb

noun

preposition

assive verb

conditional verb

adjective

adverb

countable noun

indefinite article

relative pronoun

auxiliary verb

modal verb

past participle

conjunction

finite verb

infinitive verb

agent

comparative form

pronoun
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Appendix D: STs’ background information obtained from the questionnaires

STs’ educational background = ey Partn(cj:/lopants
Studying all the four years at Noor University 122 100%
Primary school 5 3%
Their sources of Middle/secondary school 84 48%
learning grammar University o3 30%
terms Private lessons 12 7%
Self-study (e.g. reading books, 17 10%
references, using internet)
Friends 3 2%
Primary school 1 .6%
Middle/secondary school 71 42%
University 66 39%
Their sources of Private lessons 11 6%
learning grammar rules | Self-study (e.g. reading books, 18 11%
references, using internet)
Friends 1 .6%
Student-Teacher Training in 1 .6%
Schools
By attending university lectures 47 26%
By studying grammar on my own 25 14%
By reading in English and noticing 27 15%
how grammar is used
Now I am learning Ey listening to_EngILsh and noticing 22 12%
oW grammar is use
grammar By using the grammar when | write 28 16%
in English
By using the grammar when | speak 22 12%
in English
I am not learning English grammar 8 4%
now
During my period of No 13 11%
study at university, | yes 109 89%
have developed my
knowledge of grammar
terms
During my period of No 12 10%
study at university, | yes 110 90%
have developed my
knowledge of grammar
rules.
When | was a student at | rarely 32 26%
school, my teacher sometimes 55 45%
taught us grammar often 23 19%
terms. always 12 10%
never 8 7%
When | was a student at EET, 20 16%

238



school, my teacher sometimes 49 40%
taught us grammar often 23 19%
rules in English. always 22 18%
never 3 2%
When my teacher gave | rarely 15 12%
a grammar rule, she sometimes 43 35%
used Arabic. often 30 25%
always 31 25%
When my teacher gave | NEVEr 3 2%
agrammar rule in rarely 23 19%
English, she used sometimes 52 43%
’ often 32 26%
grammar terms. always 12 10%
When | was at school, No 14 11%
my teacher was using Yes 108 88%
short sentences
When | was at school, No 94 7%
my teacher using texts to 28 23%
explain English yes
grammatr.
Strongly disagree 4 3%
I will teach English Disagree 9 7%
grammar by using Neither agree nor disagree 20 16%
short sentences Agree 62 51%
Strongly agree 27 22%
Strongly disagree 4 3%
I will teach English Disagree : 30 25%
grammar by using texts Neither agree nor disagree 30 25%
Agree 41 34%
Strongly agree 17 14%
Strongly disagree 2 2%
I will teach grammar Dlsfagree . 6 5%
terms Neither agree nor disagree 17 14%
Agree 55 45%
Strongly agree 42 34%
Strongly disagree 2 2%
I will teach grammar D|§agree - / 6%
rules Neither agree nor disagree 12 10%
Agree 44 36%
Strongly agree 57 47%
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Appendix E: ETs’ background information obtained from the questionnaires

ETs’ general information and educational background ATEIENE) Partlg/lopants
Studying all the four years at Noor University 61 100%
Qualification: BA in English 61 100%

4-6 14 23%
Years of teaching 7-9 23 38%
+10 24 39%
Kindergarten 1 1%
The stage that they Primary 30 33%
teach Middle 33 37%
Secondary 26 29%
1-5 2 3%
Number of the students| 6-14 3 5%
in their class 15-24 25 39%
+25 34 53%
Beginner 21 28 %
: , Pre-intermediate 22 29%
Their students’ level Intermediate 29 39%
Advanced 3 4%
Primary school 2 1%
Middle/secondary school 40 25%
At University 42 27%
Their sources of From private lessons 5 3%
learning grammar From self-study (e.g. reading
terms books, references, using 34 22%
internet)
Colleagues 1 6%
My teaching experience 29 18%
In-service training 4 2%
Primary school 2 1%
Middle/secondary school 39 25%
At University 36 23%
Their sources of Private lessons 6 4%
learning grammar Self-study (e.g. reading
rules books, references, using 29 19%
internet)
Colleagues 4 3%
My teaching experience 35 23%
In-service training 3 2%
From textbooks that | use 39 26%
Now I am learning By studying grammar on my o5 17%
grammar own
By reading in English and 24 16%

noticing how grammar is used
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By listening to English and

. . 16 11%
noticing how grammar is used
By_us!ng the grammar when | 99 15%
write in English
By using the grammar when | 19 13%
speak in English
I am not learning English 3 204
grammar now
After graduation, | No 9 15%
developed my
knowledge of grammar | yes 51 84%
terms
After graduation, | No 5 8%
developed my
knowledge of grammar | yes 55 90%
rules.
0,
When | was a student never 3 2%
rarely 10 16%
at school, my teacher - 5
taught us grammar sometimes 15 25%
terms often 25 41%
' always 8 13%
0,
When | was a student Ll 2 3%
rarely 2 3%
at school, my teacher - > 5
taught us grammar sometimes 3 38%
rules in English often 21 34%
' always 13 21%
never 3 5%
When my teacher gave rarely 8 13%
a grammar rule, she sometimes 26 43%
used Arabic. often 15 25%
always 9 15%
When my teacher gave | rarely 10 16%
a grammar rule in sometimes 25 41%
English, she used often 17 28%
grammar terms. always 9 15%
When | was at school, No 9 15%
my teacher used short 0
sentences VEE S S
When | was at school, No 42 69%
my teacher used texts to
explain English yes 19 31%
grammar.
When | teach No 1 2%
grammar, | use short 0
sentences examples. yes & e
When | teach No 27 44%
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grammar, | use

. yes 34 56%

examples in texts.
In my teaching rarely 1 2%
approach, | teach my sometimes 21 34%
students grammar often 19 31%
terms always 20 33%
In my teaching rarely 1 2%
approach, I teach my sometimes 20 33%
students grammar often 23 38%
rules in English always 17 28%
. rarely 12 20%
g\rlgrinn:a?’“;ilae | use sometimes 33 54%
Arabic. ' often 10 16%
always 6 10%
Which one requires The stud_ents’ needs 49 50%
teaching terms The curriculum 48 49%
The administration 1 1%
Which one requires The stud_ents’ needs 47 46%
teaching rules The currl_cglum_ 55 53%
The administration 1 1%
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Appendix F: The Test
QUESTIONS OF ENGLISH GRAMMAR KNOWLEDGE

Introduction:

This booklet includes questions that are designed to help us estimate English
grammar knowledge. Please provide the information requested below. This
information is for research purposes only. Your name/ pseudonym will not be
mentioned in any papers or presentations about this research. It will take
approximately an hour to answer these questions. The results will be treated as

confidential.

-

dadia
i ela 5l 2 5l AR ac) gy Al sae s e Laelus S) Chaaia Al o (g siny i€l 138
Sy o (o (A ariiong () laisal) an¥/eland L sl Gl 2 Y il sheall o3 elial 4 sllaal) e sleall

Al Ay il e el s Aol s A6 138 Ja (ki Cnd) 138 (0 seady ady

Name /pseudonym:

Note:
If you want to use a pseudonym use the same one used before in the

research.

Sl 3 A O e agieddinl (Al )

1. 1am: a student teacher sV aall aus, 30l
I a practising teacher .

- If you are a practising teacher, how many years have you been teaching English

language?

---------------- T4 bW ARl (py y5 8 el A &l gis dde oS A je JHI 1)
INSTRUCTIONS @l )
« Answer ALL questions in the order they are given. bl a1 Caem ALY an e
« DO NOT refer back to previous questions. .l i slasl) 45 53 1) pae 5 G Jigeadl o sla sl Vgl s o 6831 e
« You can submit the booklet when you are finished. elei¥) v il il iy

243



Question (1):

Read the following sentences, each of which contains an underlined grammar mistake.
For each sentence, what is the rule that has been broken?

Note: Write the rules in Arabic and again in English.

N

$len JS 8 Le ol YT Ay o) ) Bacldll ale Jad atiad (5 eas Lhd e (5 5ty Lt JS A0 ) (61 80
Al Al (5 5a0 5 e 5 A el A2l 5 50 Cilae Wl S

Example:
« My father work at the bank.
Rule in Arabic : Ll g jbadl Jadl ) (-s/-g5) i 3 e and Jeldl) ()5S Ladie

Note: [Do NOT write : Change ‘work’ to ‘works’]

. Sarah has taken a taxi to the airport yesterday.

The rule in Arabic:

The rule in English:

I know a man which we can help.

The rule in Arabic:

The rule in English:

. A man with white hair is my father.

The rule in Arabic:

The rule in English:

. Ali is the taller of the five brothers.

The rule in Arabic:

The rule in English:

He should to see the new James Bond movie.

The rule in Arabic:

The rule in English:
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6. Water is boiling at 100 degrees Celsius.

The rule in Arabic:

The rule in English:

7. That’s the man whom you saw him yesterday.

The rule in Arabic:

The rule in English:

Question (2):

A: What grammar term would you use to describe the part of speech of the item
underlined in each of the sentences?
falEl Jeall (e SIS 3 1ok 4ia3 (5M) aiall (the part of speech) g 58 coa ol cudliall gaill mllains gale

Note:

1- For each item provide a full description. raie 9 JalS Caay el

2- Each item will be classified using two words (e.g. possessive pronoun)  fialS aladiuly Ciiuay Cagu juaie JS
oneword + oneword = two words

Example:
« This umbrella is mine.
Possessive pronoun

1. Ann put her books on the desk.

2. Once the glue is dry you should place the photograph in the correct position.

3. Tryto eat less and get more exercise.

4. | knew it was him as soon as | heard his voice.

5. Roger is the last surviving member of his family.

6. Boeing’s new plane is faster and more luxurious than anything else they have ever

produced.

7. | have some in the cupboard.
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B-What grammar term would you use to describe the item underlined in each of the
sentences?
A Jaall o S 8 Lok 4ind ) jmial) G ol i) sl ellaias sala

Note:
e Each item is a kind of: clause, or phrase , or sentence sentence s phrase sf clause :Wl s jaic S
e For each item provide a full description. raic JU S Cuay ol
Example:

. He went to bed because he was sleepy. adverb clause

1. | thanked the girl who helped me.

N

. They are testing some new eguipment.

3. A. Tom, stop doing that!
B. Sorry.

e

Billy did not listen to what Mary said.

C- What grammar term would you use to describe the grammatical role of the underlined
item in each of the sentences?

Sl Jaall (0 DS 8 Lok aliai (53) jaiall (the grammatical role) ¢ s o ff cauliall saill llacas ale
Note:
o For each item provide a full description. s<ic J< S Caay ael

Example:
« Ellen has been working all day. _subject

1. The doctor sent_the patient a birthday card.

2. The smart kids get good grades and go off to college.

3. Many of us consider her the best candidate.

4. 1'would like to apologize for my behaviour yesterday.

5. To forget to wear shoes is embarrassing.
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Question 3:

Read the following text and then answer the questions. LY e ual & Jul) Gaill g1 8

The text:

My father rarely left the house before nightfall, as the people of Granada were
short-tempered during the daytime. Quarrels were frequent, and a sombre bearing
was regarded as a sign of piety; only a man who was not keeping the fast could
smile under the fiery heat of the sun.

(From Maalouf, A. (1994) Leo the African. London: Abacus)

short-tempered: cuasdl (g sombre bearing:adiadl Jess
Quarrels: <l jalidl sign of piety: 8l e ddle

A: What grammar terms would you use to describe the following items in the text?

-Né);iﬁ item is a kind of: clause, or phrase, or sentence sentence sl phrase sf clause Wl s saic JS
e For each item provide a full description. e JJalS Can g el
Example:
« My father rarely left the house before nightfall, independent clause
1. who was not keeping the fast
2. the fast
3. Quarrels were frequent
4. My father rarely left the house before nightfall, as the people of Granada were short-

tempered during the daytime.

the fiery heat of the sun

B-What grammar terms would you use to describe the grammatical role of the following
items in the text?

fuaill & Al aliall (the grammatical role) ¢ s —ia sl duliall sail) Cilallaas ol

Note:

o > N

For each item provide a full description.  _raic J<JoS Coiay ac!

Example:
» Quarrels subject

a sign of piety

my father

before nightfall

the people of Granada

could smile
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Question 4:
Read the following text and then answer the question.  Jisll Je ual &5 U (il g

The text:
If we are to provide learners with language experience which offers exposure to
the most useful patterns of the language, we might as well begin by researching
the most useful words in the language.
(From Willis, D. 1990 The Lexical Syllabus. London; Harper Collins, p. 38)

exposure: o= patterns; bl

From the above text, select ALL the items that exemplify the grammar term requested.
A_!)M‘}AA\C_‘LAAJMQH\ )m@‘éé)ﬁ;\ak\uaﬂ\w

. with language experience which offers exposure to the

Example: most useful patterns of the language.
Adverbials . to the most useful patterns of the language.
. as well

. by researching the most useful words in the language
. in the language

subjects

verbs

objects

adjective(relative) clauses

noun phrases
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Question 5:
Select the item/items that exemplifies the grammar term requested.

(sl sl allaias Jiai N ealiall/ juainll (5 i)

Example:
This umbrella is mine. (possessive pronoun)

1. We have received information that Ali may have left the country.  (countable noun)

2. We will go swimming tomorrow. (subject)

3. They have had new windows put in.  (auxiliary verb)

4. We enjoyed the party at your house. (preposition)

5. My friend wrote a poem last night.  (object)

6. Police are now satisfied that her death was an accident. (adjective)

7. 1 do not feel very well. (adverb)

8. It will take more than a morning to finish the decorating. (indefinite article)

9. He went to bed because he was sleepy. (conjunction)

10. The people in the bus escaped through the emergency exit.  (subject)

11. Run towards the finish line. (verb)

12.  No one will ever know who is responsible. (direct object)
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13. After he took lessons, George could swim well. (adverb clause)

14. She knew where Mary lived. (independent /main clause)

15. | met your sister last week. (noun phrase)

16. My mother and I give each other a hard time. (reciprocal pronoun)

£RP%;?]Ef(gl)l_.owing sentences, each of which contains an underlined grammar mistake.
For each sentence, choose the correct rule that has been broken.
Al JS 8 Ll 53V ol ) Aagaaall 3ac @) (5 sl ad aiad (g g Uad e 5 sty Leie OS ) Jaall 6l 81

1. Please be quiet. The children slept.

o When the action of the verb is happening at the moment of speaking, the verb must be in
the simple present.

o When the action of the verb is happening at the moment of speaking, the verb must be in in
the present continuous.

o When the action of the verb is happening at the moment of speaking, the verb must be in in
the present perfect.

o | do not know the rule.

2. | drank many coffee.

o ‘many’ is used only with countable nouns.

o ‘many’ is used only with uncountable nouns.
o ‘many’ is used only in negative sentences.

o | do not know the rule.

3. You haven’t finished the work, haven’t you?

o If the main part of the sentence is in the present perfect, the question tag is the future
perfect.

o If the main part of the sentence is negative, the question tag is positive.

o If the main part of the sentence has an auxiliary verb, the question tag is made with no
auxiliary verb.

o | do not know the rule.
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My sister can did it.

Modals are followed by a present participle.

Modals are followed by the present simple form of the verb.
Modals are followed by an infinitive.

I do not know the rule.

| finish typing the report two hours ago.

When the action began and ended at a particular time in the past, the verb must be in the
past continuous.

When the action began and ended at a particular time in the past, the verb must be in the
present perfect.

When the action began and ended at a particular time in the past, the verb must be in the
past simple.

I do not know the rule.

The only excuse that he gave for his actions were that he was tired.
The verb must be in the passive form.

The verb must agree with the subject.

The verb must be in the infinitive.

I do not know the rule.

I hope seeing you again soon.
‘hope’ is a verb that is followed immediately by an infinitive.
‘hope’ is a verb that is followed immediately by a passive verb.

‘hope’ is a verb that is followed immediately by the present simple form of a verb.
I do not know the rule.

********************************************************37'-' E
an, you
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Appendix G: ETs’ questionnaire

Name: ..., You can use your name or pseudonym
Saine and gh land) (08 o (S

Questionnaire

My name is Raniyah Almarshedi, a lecturer in the English Language Department at Noor University.
The purpose of this questionnaire is to find out about English Language teachers’ views about their English
grammar knowledge.
The results obtained from this questionnaire will be very helpful and useful for the English Language
Department at Noor University in its role of preparing student teachers for their future careers in terms of
making them more effective English language teachers. In addition, the results will also be very helpful and
useful for those who are involved in the educational supervision of teachers in schools in order to help
teachers (in general, not specifically) to be more effective.
Instructions:
This questionnaire contains some questions about your educational background and your English grammar
knowledge. It is made up of a series of questions which will be quick and easy to answer using tick boxes.
I want to emphasize that there are no right or wrong answers.
It will take approximately 15-20 minutes to complete. You need to write your name or pseudonym. Your
name/ pseudonym will not be used in anything | write or present. The questionnaire data will be kept secure
and treated confidentially.
Your answers will be very valuable for the research. Please read the questions carefully and answer as
accurately as possible.
I very much hope that you will feel able to complete this questionnaire. May | thank you, in advance, for
your co-operation.
<05 Asalan A SalaY) ARll) and (33 palae (s yall 4l ansY)
Al g S il o) | L plady) ARl o) sl gid e J e A plasY) ARl Cilales o) T GLEST s Glaiul) 138 (e i il
Jail Gl dlae ) (81 ) 90 Cum (e 53 Aralas (84 SlaY) Aol andl 25ed] Aadli g Bac Lise () 5Sas Glaiasl) 138 (g Lgle J gl
5 Aall dadli 5 e Luse Ll () sSis elial  clld ) AilaYlos Aol ST 4 i) Aa) e (glan 5 Jiitasd) 8 Ciilla
Aol JST S (paaill a5 e Gl e diay) clalea) saelual (o laall L cilaleall e Gal 81 8 oS Ly 5Y)
1baglad
ALY (e de sene o O5Se sa s A nlaiY) Aalll se ) g8y ol jae s dpaletll Glidla Jsa ALY Gany e iu¥) 138 (5 5ing
Gy g AhlA gl daiaia clila) 5a 5 pte o oS a5 Sl el 2 ledle daniiie DlaY) Agas s day o (585 Cogus
Al g agsh e 5 gl A aaing () latiusd) an¥l/dlenl | i sl sl dland S ol 1) 3883 20-15 (s Glaiw¥) 13a JlaSin)
3ol 8 oan Ll Gaiaty pladl S aely () sSin clilla) Al A e Leae Jalay Cagan s (el S50 i) il BLESY) pans
Lasie (35l puan (U3 ,SLE - 381 (0 (Sen 38 1 A Ll Y15 ALY
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Below is an explanation of how some terms are used in this questionnaire:

Olssias Y1 138 (8 dadiinaall lalhmalls Ciy jai 38 Jino] i Lao

iy paill Silalbnal)

Grammar terms —z5 4 ulaiy/ 42100
Verb, noun, adjective, pronoun, clause, etc. Jiol/ fuw Ao

4;!};1.// .l‘:[}i”
Grammar rules =i 4 plaiy/ 4100

The simple present rules, if-condition rules, the passive rules, etc. Jiol/ (s e

Ay iy Gl o) 5

English grammar =i 4 jlaiy/ 4200
Ll e ill lalbadd o S e Jailiy

Texts (ind 4o_iulaiy/ 4210
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This first section seeks general information about you.
Please select the option that represents your response to the statement.
lie adde Sl glas e udivg i) 50 ISV ¢ 2l
Haa iy (A LAY (5 sl

1. Did you study all the four years at Noor University?
(el il 4IS) i dmals (B il gins @)Y ) s s pa Ja
[1 Yes/ ax [J No/¥

2. What qualification(s) do you have? (You can tick more than one)
(s o ST JLis] GlSaYl) Slgle Cliaa Al Bl sall o L

[ English Diploma A alai] Aad o sl
[l BAin English A el Aad e sy SIS
0 MA. Sdtualdl da
0 PhD. ol )5Sl A 2

Others .......oooveeeiiiieeeee e, Al

3. How many years have you been a teacher?
P S g ilee )l il e oS

[ 1-3 b g D ) i e
0 4-6. <l s Gans M g )l 00
0 7-9. Gl g gl Y s 1
[ 10+. ils @l i e

4. Which stage do you teach? (You can tick more than one)
(e o AT i) 1SaY) Hlgm 535 () Agusd Sl s el o4l

[1 Kindergarten Lay)
[ Primary S
[1 Middle Lo s
[ Secondary Tk

5. How many students are there in your class? (You can tick more than one)
(o o 3T st 5lEay) $ai 53 (o) Juadl) 3 lllall e oS

0 15, il uad ) 2sly (e
0 6-14. Al e el ) i e
0 15-24. U 05 pde s dn )l ) e dsed (e
25+, Sl 5 pe 5 Haned

6. What is the English level of the students you teach? (You can tick more than one)
(ot o ST i) ey § Ogiana a8 (SO Ul 2 5l A6l (g ghue 5o La

[ Beginner {5ise
[ Pre-intermediate. L sidl g0
[ Intermediate. Lo sie
0 Advanced. piis
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The next section asks about your educational background.
Please select the option that represents your response to the statement.

Laladl) il e iy Gt e JUll ¢ 2l
Slaa Culity Lﬁ'ﬂ\ okall B

7. 1 learned grammar _terms:

(You may tick more than one)
(Ul o 8T L) 5oty pail] Cilalhhins Crales

[ At primary school. A A jaall 8
[l At middle/secondary school. A, 0 A jaall/Adaus giall A ol
[ At University. dadall 4
[0 From graduate study (e.g. MA- PhD). (o158 yiinala) 7 538 2ay Al all e
[1 From private lessons. Aa oo )0 O
[ From self-study (e.g. reading books, references, Gl i JUall s (o) 3813 Al 53 e

using internet). (V) plasind gl ya el 8l
[0 From colleagues. S e
[1 From my teaching experience. ool A S e

[0 From in-service training.

Others ...ovvviiiiiie i

Jeall Fga (30 dadial) )y g0l (0

A

8. I learned grammar rules: (vou may tick more than one)

From private lessons.

(s o ST s ) SlSa¥l) gl ae ) o Craled

dpagad gy (e

[1 At primary school. A1) Ayl b
[0 At middle/secondary school. A g s yaall/Adans siall 4 jaall
[0 At University. Laalall
[0 From graduate study (e.g. MA- PhD). (o)) 558 i) 7 A aay Al )l (4
0
0

references, using internet).
[ From colleagues.
[0 From my teaching experience.
[0 From in-service training.
0]

thers ..oovvi

From self-study (e.g. reading books, S8l 8 (JUall o o) A A 50 (e

(i) aladial caal ya e gl
Sl (e

cul (8 (A e
Jeal Fga (o fatiall il gall (e

..... sl

9. Now I am learning English grammar (vou can tick more than one)

(] From textbooks that I use.

(s o AST L) IS Y0) 4y julai) 42l ac | 48 aledl U Y1
Lgaiiad ) pusl all (S (g

01 By studying grammar on my own. (i e gall Al 5

[ By reading in English and noticing how b oS Aaa a5 4 jalasV) Al 56l jally

grammar is used. e 5l alasil

(1 By listening to English and noticing how A% s Alaa e 5 4 3ulasd¥) AR ) Ll

grammar is used. ) gl aladiial

(1 By using the grammar when | write in English. Al sl Laxie m\)ﬂ[eﬁ
s

(1 By using the grammar when | speak in English. Al Gaanif Lovie ae ) 8l plasiuly

Al

71 1 'am not learning English grammar now. OV A laiV) Aadl) ae ) g8 oLt Y U

Others .......ovieieiee e, Al

10. When | was at school, my teacher used short sentences to explain English

grammar.

O Yes/ a2

L alaiV ARl el 8 o a0 5 jpmll Jand) a2did labes S ¢ yaall 8 i€ Laie
0 No/ ¥
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11. When | was at school, my teacher used texts to explain English grammar.
L) Zalll de g8 o il e gl addiad abes CullS eyl S Lavie
O Yes/ ax O No/ ¥
12. When | was a student at school, my teacher taught us grammar terms.
saill clallaiag Ui )3 Jales CilS i jaall & i Larie
O never/ )y O rarely/ )3t O sometimes/ blsl O often/ W O always/Wil
13. When | was a student at school, my teacher taught us grammar rules in English.
4l ARl sal e g8 Ui )5 alee S s jaall 8 i€ Ladie
01 never/ )l O rarely/ 1,34 O sometimes/ Usi 00 often/ W O always/Ledl
14. When my teacher gave a grammar rule, she used Arabic.
A el Ball) a2ans S LT Ay sai sac B Jalea ¢ il Ladie
0 never/ \x O rarely/ )35 00 sometimes/ Bsl 7 often/ W O always/Wils

15. When my teacher gave a grammar rule in English, she used grammar terms.
Ay gad Glallaiae 225 il Ledld g ulaiVl il 4 saisacl Jialea o i Ladie
0 never/ )l 0 rarely/ 1,35 01 sometimes/ Wal 01 often/ We 01 always/lil

16. After graduation, I developed my knowledge of grammar terms.
AN any il Clallaian 38 jee &) sl )
O Yes/ ax O No/¥

17. After graduation, | developed my knowledge of grammar rules.

A 2y il ae) iy 8 jee D) gl
[ Yes/ ax O No/ ¥
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The next section is about your actual practice.
Please select the option that represents your response to the statement.

Aaad) ) elilinlas e U ¢ 3a)
Saa iy (3 HLAY (5 Al

18.

19.

20.

21.

22.

23.

When | teach grammar, | use short sentences examples.

0O Yes/ ax 0 No/ ¥

When | teach grammar, | use examples in texts.
s seaill (ga il aadind cae) @l (e ol Larie
O Yes/ ax [0 No/ ¥
In my teaching approach, I teach my students grammar terms.
il Clalhiae cldUall s o) o ey ,xill Salsdl e
(| never/ s (| rarely/ ) 35 O sometimes/ Ul (| often/ Lie (| always/lils
In my teaching approach, | teach my students grammar rules in English.

ka1 Al saill ae ) @ ldUall Gyl Of g Hatll Slalas)

O never/ ) o rarely/ 1,35 O sometimes/ Wsl 0 often/ We o always/Ll

When | give a grammar rule, | use Arabic.
A adl Al andiid g saisacld e Laxie

0 never/\x O rarely/ )35 00 sometimes/ Blsl 01 often/ W O always/W

Which one of the following requires that you teach grammar terms?  (vou may tick more
than one)

(Jen e ST s eyl ¢ il ladlaan a5 Of callaly ) (g s

0 The students’ needs R
0 The curriculum el
(1 The administration 3oy
(1 The supervisors iyl
0 None of the above G las e o3 Y
OtNBIS .ot Al

24. Which one of the following requires that you teach grammar rules? (vou may tick more than

one)
(ot o AT LT plSayl) € saill de ) @y o iy U (e 6

[ The students’ needs Cldlall #Lal
(1 The curriculum el
(] The administration sy
[ The supervisors )
1 None of the above G Las o2 Y
(01101 T sl
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The next section is about your views about English grammar knowledge.

4y dall) so) g8y 4 ral) (e guady il i e el AU ¢ 5ad)

For each item, please select the option that

represents your response to the statement.
388 JSI el ) aa quadiii Al LAY JLAR) Lyl

Strongl
y
disagre

e
b i
By

Disagre

e
gy

Neither
agree
nor
disagre
e
S
a gl

Strongl
y agree
@i sf

Bady

25. The best way to learn a second language is by
communication.
CAY) ae ol sl o Al A aledl 45 e Juzail

26. In order to learn English as a second language, students
need to be explicitly taught English grammar.
4 3alas¥) Aalll ae) 8 ) salaty G Y Al A 2 50laW) Aalll Ua)) aley S
zoal s IS

27. | enjoy teaching English grammar.
Al ARl ac ) 8 (e 5y aikaiadf Ul

28. As an English teacher, I need to have knowledge of

grammar terms.
) Cilallaae 38 jaa (5] ()5S Of sl @y e 45 AalaaS
Dl N N eld !

29. As an English teacher, I need to have knowledge of
grammar rules.
sadll a5y 48 ja 52l S5 o Zlinl L ) 23] dalaaS

30. I am satisfied with my level of knowledge of grammar
terms.

31. I am satisfied with my level of knowledge of grammar
rules.
sl ae) 8 8 jaa 5 gy dpual Ul

32. | feel that there are some gaps in my knowledge of
English grammar.

& a1 Al s i e (b Gl mns i s et

33. | have the knowledge of English grammar that | need in

my present context.
Temaal ) Al ol Al jal) Al ALY 3 50asy) ARl a0 gy 36 jaa (5]
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How would you rate yourself in each of the
following:
A0 YY) (e AAS S B Cluadi (ypa LS

Very
poor

Poor

Neither
poor
nor
good
by

Good

Excelle
nt
Jaa

34. The level of my knowledge of English grammar

after graduation.
oA 2 & lasy) Aall) ae ] gl 8 jea (5 e

35. The level of my knowledge of English grammar
now.
OV A 5alaiy) ARl se) iy (8 jra (5 sina

36. My ability to classify English words into for
example, nouns, verbs, adjectives, etc.
e L Sliia (Jladl celand ) 4 5las¥) Gl Caieat e (5508

JGall Jans

37. My ability to provide a full description of
grammar terms. (e.g.: plural noun, possessive

pronoun, etc.).
WJUal Jaaes o) sail) Clallaadl WS Ciua g sllae) e 38

(). ALY ilecn cganll ol

38. My understanding of the concepts of grammar

terms.

39. My ability to teach English grammar through
using short sentence examples.
Jaall (e ALial daddivun 4y 5alai¥) dalll ac) 8y y3i o (58

B‘):uaﬁ\

40. My ability to teach English grammar through
using text examples.
U saill (e Al Taadivee Ay julasV) Aalll ac ) B Gy i e 5,08

41. Knowing the grammar rules.
saill 2 sy i e

42. My ability to formulate grammar rules in
English.
AW AL il sl Bdslia o (508

43. My ability to use grammar terms in formulating

grammar rules in English.
A5l 4 il ae) g8l delua die il cilall Aaail e i

4 )
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Neither

I need to develop my ability in: Strongly agree strongly

T Kol O L e B
2 S8 ekl o GL&‘ Sady o )i ol 83y (3blf

La

44, Classifying English words for example into: nouns,
verbs, adjectives, etc.
&l Juadl celand 1 Q) G e 3 eV il Cagias

45. Providing a full description of grammar terms. e.g.
plural noun, possessive pronoun etc.

A AL

46. Understanding the concepts of grammar terms.
saill Clalbias aalic agh

47. Teaching English grammar through using short
sentence examples.
3 yrail) Jaall (pe Al Aaddioe 4 5l A5l ae ) 8y

48. Teaching English grammar through using text

examples.
U sl (pe Alia] Raddiiie By i) Aall ae ) B (i

49. Formulating grammar rules in English.
Ao Al sl 2o Baclua

50. Using grammar terms in formulating rules in
English.
4 5laiV) ARNG Ay al) ae) i) Aol die il cilallaas ladin)

51. Knowing the grammar rules.

Thank you so much for filling in this questionnaire. Please feel free to contact me for further

clarification or details. | propose to conduct follow-up interviews. If you are willing to take part

in such interviews, please provide your contact number or contact me. If you are willing to take
part in such interviews, please provide your contact number or contact me.

Jpnaliil) gl granda sl (e 3l (g Jai) (B gaa Y Gliad) 138 pdal S | S

Sl Aalad) Jaiy) Alp g asdli oy (LAl 03a Jia B A4S jLdiall dmiad o LIS 1)) Aaglie cOUlia &) ) ¢ B

o Jlaiyy

My email address: s Y/ s 0

ra9@me.com
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Appendix H: STs’ questionnaire

NaM . oo You can use your name or pseudonym

Questionnaire

My name is Raniyah Almarshedi, a PhD student at Leicester University in the United Kingdom. | am a
lecturer in the English Language Department at Noor University.

The purpose of this questionnaire is to find out about English Language student teachers’ views about their
English grammar knowledge.

The results obtained from this questionnaire will be very helpful and useful for the English Language
Department at Noor University in its role of preparing student teachers for their future careers in terms of
making them more effective English language teachers.

Instructions:

This questionnaire contains some questions about your educational background and your English grammar
knowledge. It is made up of a series of questions which will be quick and easy to answer using tick boxes.
I want to emphasize that there are no right or wrong answers.

It will take approximately 10-20 minutes to complete. You need to write your name or pseudonym. Your
name/ pseudonym will not be used in anything | write or present. The questionnaire data will be kept secure
and treated confidentially.

Your answers will be very valuable for the research. Please read the questions carefully and answer as
accurately as possible.

I very much hope that you will feel able to complete this questionnaire. May | thank you, in advance, for

your co-operation.

(5 Fonaliny 2 3l Y Aall il 85 jualana ) saniall ASLadl) b sl Amala o) 53S0 Al (504 5al) ) y; aud)

) o) | L ulady) Ll e ! g e g By el AL a8 il ) LI e 5T GLE) g (i) 13 (pe ia i)
Sae] 81 )9 S (a5 Amala (84 e Al il 1 Aadl 5 Bacbise (58 Gl I (e Lale J seand) o g )
Aol €1 2 il A s glan 5 Qiiasall b il Jautl i)
1Claglad
ALY (e de gane (o S a5 Ay ladY) ARl ae ) sy ol jaey Lualalll GlidlA Jga ALY (e o i) 18 (5 sing
Gy g kA sl dapmia clila) 2a s pie o U 35 Sl el (B Cldle daadiue LAY Aga s dag o (585 Cosm
eoh 5l b ity o el au¥Vled | atins aud o) lend B ela I 2 20 1 10 G lsn ot 13 LSt
SRS V) 13 JaSind iy A5 &y o Lpa el g (3ol JS atis) by BiiaY) wians dnsdl f 45T

Lasia 05 gl s
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Below is an explanation of how some terms are used in this questionnaire:

i) 38 6 deriivall Cilalbanll Ci) pei g8 Jinf i las

coailf Ciialhiae

Grammar terms x5 4 julai¥/ 41

Verb, noun, adjective, pronoun, clause, etc. Jiel/ (s e
il ac /4

Grammar rules =i 4 idlaiy/ 4210

The simple present rules, if-condition rules, the passive rules, etc. Jiol/ Juw Ao

Ay jula Y] dalll ae | g3
English grammar =i 4 ilaiy/ Ll
Lsadl o4l lalbanll 0 XS o Juilsy

[ il

Texts (iad 4y julaill 42l
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The first section asks about your educational background.

Please select the option that represents your response to the statement.
(you can tick more than one) ) .
Toaladl) dld e i Ll e JgY) 6 el

(A e ST LA lSaYl) e iy 1) JLAY (5 U4

1) | learned grammar terms

(] At primary school.
(] At middle/secondary school.
(] At University.
(1 From private lessons.
(] From self-study (e.g. reading grammar books,
references, using the internet).
(1 From friends.
(] From student-teacher training in schools.
OBNBIS e :

2) | learned grammar rules

[J At middle/secondary school.
(] At University.
'] From private lessons.
(1 From self-study (e.g. reading grammar books,
references, using the internet)
(] From friends.
(] From student-teacher training at schools.
OBNBIS e .

At primary school.

3) Now I am learning English grammar

[J By attending university lectures designed to
develop my knowledge of English grammar.
By studying grammar on my own.

(1 By reading in English and noticing how
grammar is used.

[J By listening to English and noticing how
grammar is used.

(1 By using the grammar when | write in English.

[J By using the grammar when | speak in English.

[J 1 am not learning English grammar now.

OtherS .o e .
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LoD Y s yrall 4

Ly 8l s prallfiany siall daw prall 6
RENIEN /]

dua pas (g g0 e

sel el s o ) 4513 ] o (o
(i iy phasind | wa) yo 20 sl i€
cliva¥l e

el (o lasd) o 21l e

sl

sl ae ) of Cialed

LDy L jall S

L il s jrallfitacs giall s jaal) 4
Lealadl 4

a0 o

S Ge | Jial) Jpssw e ) £513 Aus] 0 o
(i BY) plasinf | an) pe e 5l
cliva¥l e

e hell o lasl) oy 21l e

s A

Lyl dill) ac | 48 alesf Uf ¥

‘);:_;Aﬂ saeal) Lizals)) L_J/‘)mb.aj/ _gasy
Ly ialai¥) 4&ll) s ) 5 6 pea

(udis 2o gdl) L)y

Al S LB o g 4y ulaiV) LAl 5 4l
e gl fasi

S Ahan o g 4y ulai¥) Al ) g Lain YL
e/ gl aJas 5] aTs

Lellly 38T Lanie e sil) alasiiuly

L plsiy)

Lellly Ciaasf Lonie ae sl alasinly

L byl

OV Ay julaiy) dall ae | 68 alei] Y L]

A/



4) 1 have studied all the four years of my undergraduate degree at Noor
University.
st Al 8 Agmalal) i) 50 (e s a1 Ul sk sy 2l
O Yes/ azi O No/ ¥
5) During my period of study at university, I have developed my knowledge of

grammar terms.
h&béﬂ\)éiﬂdk};ﬂ\&&@é&ﬂ&)}kﬂ
O Yes/ a2 0 No/ Y
6) During my period of study at university, | have developed my knowledge of

grammar rules.

W\AJ\J‘;’\M\JJE‘)SBJ)\A\M‘JQ\}SJL#FQ)}LN
[0 Yes/ azd = No/ ¥

7) When | was at school, my teacher used short sentences to explain English

grammar.
a1 Aalll se ) s il Jasd) pa8is Jialee ColSe A el 6 i€ Laie
[ Yes/ azd 1 No/ ¥
8) When | was at school, my teacher used texts to explain English grammar.
[ Yes/ p2d O No/ Y
9) When | was a student at school, my teacher taught us grammar terms.
0 never/ a0 rarely/ )25 0 sometimes/ Ulsl ) often/ We [ always/Wil
10) When | was a student at school, my teacher taught us grammar rules in English.
A ladV ARG sail) ae) U 7 55 Jlalea ClS ds yaall 8 CuiS Laxie
0 never/ )l o rarely/ 1,35 0 sometimes/ Wl 0 often/ We 0 always/Ll
11) When my teacher gave a grammar rule, she used Arabic.
A ) Al adis ClS Lgild 4y pad Bac 8 Jalaa = 5 Ladie

01 never/ )l O rarely/ 1,34 O sometimes/ Usl 00 often/ W O always/Ledl

12) When my teacher gave a grammar rule in English, she used grammar terms.
saill clallaias podiud CalS Lgld &y julai¥) Al 4 s sac B Jialas 7 s Ladie
0 never/ s 0 rarely/ )25 0 sometimes/ Usl O often/ We O always/Wil
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The second section is about your views about English grammar knowledge.
L alay) A3 s ) g8y 4 jpall a guady il i (8 puuiiony (AL £ )

Neither
agree

For each item, please select the option that

Strongly Disagree nor Agree Strongly
rep resents your response to the statement. disagree g,éugi*z disaaree 6?5‘35 agree
58 JSI el ) goa ol Al AR il sl ) | B0 e a0

o

13) The best way to learn a second language is by

communication,
O AY) e Jaal i) o Al Aad el 48yl Jucad

14) In order to learn English as a second language,
students need to be explicitly taught English
grammar.

S A 3l ARl ae g8 ) salaty of 20 A RIS 4 Sl Al (DAl alay S

C...'a\)

15) I will enjoy teaching English grammar.
4l Aalll de ) @y 50 widiasd Cogas

16) As an English teacher, I need to have knowledge

of grammar terms.

17) As an English teacher, I need to have knowledge

of grammar rules.
il ac) i A jra 5 ()68 Of Zlisl 4 el da AdaaS

18) I will teach English grammar by using short
sentences.
8l Jaal) dardie 2 plas¥) ARl 2o ) 8 & i o g8l g

19) I will teach English grammar by using texts.
U sl dadiiose 4 ulai¥I ARl de) g o s o B Cigus

20) I will teach grammar terms.

21) I will teach grammar rules.
sl ae) B Gy 50 o 81 g

22) | am satisfied with my level of knowledge of

grammar terms.
saill clalhiad i e (5 sise dpual ) Ul

23) | am satisfied with my level of knowledge of

grammar rules.
saill ae ) gl 8 e (5 sl gl Ul

24) | feel that there are some gaps in my knowledge
of English grammar.
a0 Gall) o) ) 8 jma B il (mmy llin ]
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How would you rate yourself in each of the
following:
A0 LAY (e AAS S B Cluadi (ypa LS

Very
poor

Poor

Neither
poor nor
good
by

Good

Excellent
s

25) The level of my knowledge of English grammar
now.
OV & alasY) Axlll ae ) gy (38 yee (s siase

26) My ability to classify English words into for example,
nouns, verbs, adjectives, etc.
Jass e liad Jladle sland 1 4 5laiV) Gl Cagas e 3538

JEa

27) My ability to provide a full description of grammar
terms. (e.g.: plural noun, possessive pronoun, etc.).
a1l Jial Jass o) saill cilallaad JolS Caia g sllae) e 5,08

(& AL el

28) My understanding of the concepts of grammar terms.
sadl) Clallaa aalial agd

29) My ability to teach English grammar through using
short sentence examples.
3yl Janll (ye Al dadiiione 3 ulaiV1 ARD 2o B Ly yx3 e 3,08

30) My ability to teach English grammar through using

text examples.
U seaill (e Al Laaiivee Ay ulas¥) Aalll ao) 8 Gy 3 e 5,08

31) Knowing the grammar rules.
sl ) by (b pea

32) My ability to formulate grammar rules in English.
A 5aiV) AR sl ae) A la e i)

33) My ability to use grammar terms in formulating

grammar rules in English.
Al &y gl s ) il el die galll Cilallias aladin) e 50

4l
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I need to develop my ability in:

Strongly
disagree
Bady (b

Disagree
adgly

Neither
agree
nor
disagree
9 e Coad
A

Agree
‘ji\ 5l

Strongly
agree
Bada @Ui

34) Classifying English words for example into: nouns,
verbs, adjectives, etc.
&l cliae Jladle eland 1) Jiall Jass e 4 5alaiV) Ll oy

35) Providing a full description of grammar terms. e.g.
plural noun, possessive pronoun etc.
W‘M/MY/‘JUAJ/J‘LLMEEM‘ uw&lsmj ‘[‘é‘;/

A s

36) Understanding the concepts of grammar terms.
sadll lallaas aalic agh

37) Teaching English grammar through using short
sentence examples.
5 yuadl) Jaall (pe Alf Aaddiooe 3 ety Zalll ae) g8y ya

38) Teaching English grammar through using text

examples.
U seaill (e Alial dadiiiee 2yl Al ac) g Ly S

39) Formulating grammar rules in English.
L) Aally gaill se) B delua

40) Using grammar terms in formulating grammar rules
in English.
LV Al 4y el e i) Al e gaill Cilallaas ol

41) Knowing the grammar rules.
il ac) g8 4d jae

Thank you so much for filling in this questionnaire. Please feel free to contact me for further
clarification or details. | propose to conduct follow-up interviews. If you are willing to take part
in such interviews, please provide your contact number or contact me. If you are willing to take
part in such interviews, please provide your contact number or contact me.
sl i a5l (g 2 3al (g JuaiW) (b (5228 Y Gladiaa¥) 138 el S ja | S

Lalall JuaiV) Alus g anai ay «cDliall oda e 84S jLiall slasind o 35S 13)¢ daglie <O o) ya) 7 ]

My email address: s 2IY/ s 0

ra9@me.com
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Appendix I: Interview Schedule for (ETs)

Questions for ETs

o How would you characterise your grammar knowledge (MLK)?

¢ Do you think that you have the knowledge that you need in your present context?

¢ When you became a teacher after graduation, did you think that your level of knowledge
was enough?

¢ Have you developed your knowledge since then?
If the answer is ‘ves’:
. Tell me about the reasons that motivated you to develop your knowledge?
. What are the areas that you developed?
If the answer is ‘N0’:

. Why did you not feel any need to continue developing your knowledge’?

¢ Are you planning to develop?
If the answer is ‘yes’:
. Tell me about the reasons that will motivate you to develop?
. What are the areas that you will develop?
If the answer is ‘no’:
. Why do you not feel any need to develop?

¢ Do you have any problems associated with teaching grammar? Tell me about any
problems you have.

e How do you feel about your ability to classify English words such as nouns, verbs,
adjectives, etc.” and ‘provide the full description of grammar terms (e.g. plural noun,
possessive pronoun, etc.)?

o How do you feel about your ability in understanding of the concepts of the grammar
terms?

¢ How do you feel about your knowing of the rules of English grammar?

¢ How do you feel about your ability in describing the rules to your students?

e How do you feel about your ability in formulating grammar rules in English and using
terms?

¢ Do you teach grammar through the use of texts or just sentence examples? Why?
¢ Are there any problems that you find in teaching through the use of texts /using sentence
examples?

e When you became a teacher how did you feel about having to answer your students’
grammar guestions in class?

¢ NOW how do you feel?

¢ On a scale from 1 to 10, where 10 is the best, how would you rate your grammar
knowledge?
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Appendix J: Interview Schedule for (STs)

Questions for STs

e How would you characterise your grammar knowledge (MLK)?

¢ You are going to graduate soon, do you think that the grammar knowledge you have
now is sufficient?

¢ Have you developed your knowledge?
If the answer is ‘yes’:
. Tell me about the reasons that motivated you to develop your knowledge?
. What are the areas that you developed?
If the answer is ‘NO’:

. Why did you not feel any need to continue developing your knowledge’?

¢ Are you planning to develop?
If the answer is ‘yes’:
. Tell me about the reasons that will motivate you to develop?
. What are the areas that you will develop?
If the answer is ‘no’:
. Why do you not feel any need to develop?

¢ Do you think you might have problems associated with teaching grammar? What might
those problems be?

¢ How do you feel about your ability to classify English words such as nouns, verbs,
adjectives, etc.” and ‘provide the full description of grammar terms (e.g. plural noun,
possessive pronoun, etc.)?

¢ How do you feel about your ability in understanding of the concepts of the grammar
terms?

¢ How do you feel about your knowing of the rules of English grammar?

e How do you feel about your ability in describing the rules to your students?

¢ How do you feel about your ability in formulating grammar rules in English and using
terms?

¢ How do you think you will teach grammar - by using sentence examples or by using
texts? Why?

¢ How do you feel about your future students asking you grammar questions in class?

¢ On a scale from 1 to 10, where 10 is the best, how would you rate your grammar
knowledge?
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Appendix K: Role-playing card (STs)

Role —playing card

The role:
Imagine that you are a teacher in your class and you are going to explain an English

grammar rule to your students.

Please choose any grammatical rule that you know and explain it to your students.
Take 10 minutes for preparations.

Begin the action.

Here are some grammar rules if you want to choose:

e How to use the present simple.

e How to use the past simple.

e How to use singular and plural nouns.
e How to use article.

e Using the passive.
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Appendix L: The test answer keys
QUESTIONS OF ENGLISH GRAMMAR KNOWLEDGE

Introduction:
This booklet includes questions that are designed to help us estimate the English
grammar knowledge. Please provide the information requested below. This
information is for research purposes only. Your name/ pseudonym will not be
mentioned in any papers or presentations about this research. It will take
approximately an hour to answer these questions. The results will be treated as

confidential.
sdaia
i ela 5l 2 5l AR ac) gy Al sae s e Laelus S) Chaaia Al o (g siny i€l 138
S o gl (A paiiay () Hlatasal) ausY/elend Jaid il (gl Y e sleall s3aslial 4 sllaall e sleall

Al 4y oy 2l pe el s Aelis ) sa ALY 138 o (5 iy | Canll 138 (a saady ay

Name /pseudonym:
Note: TOta|: 152

If you want to use a pseudonym use the same one used before in the research.
Driese pd alaSinl e 5 1Y) latase ) ) Gland (ppeaiiad o oSy

a3 8 U (e dfiariined (53 ansV] i el 28l

2. lam: S a student teacher 4 syl 2all aus, 4iUa
I a practising teacher .

« If you are a practising teacher, how many years have you been teaching English language?

---------------- 3 3l Aall) Ly 5 (8 el ol ) gh d3e oS A jaa ) 1)

INSTRUCTIONS by

o Answer ALL questions in the order they are given. bl a1 G ) an e
o DO NOT refer back to previous questions. .l alslaall aliudl sxsall pe 5 il Jigad) s sl Sl Jigad) ds (o sleid) 2o
« You can submit the booklet when you are finished. Y] v Gl s ol
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Question (1):

Read the following sentences, each of which contains an underlined grammar mistake.
For each sentence, what is the rule that has been broken?

Note: Write the rules in Arabic and again in English.
$lea JS 8 L ol 51y ol ) Bacldl) ale dad aiad g sai s o (g ging Lgie S AUl Jaal) 61 81
A eV ARl (5 AT 8 s A pall Al 8 e Silac ) )

Example:
o My father work at the bank.
Rule in Arabic : Ll & Ll dadl) (N (-5/-€5) a3 e pud Jeldl) () Lavie

Note: [Do NOT write : Change ‘work’ to ‘works’]

Total (Arabic + English)= 21
Total (only English)=14

See table 3-7: The scoring scale

3

1.Sarah has taken a taxi to the airport yesterday.

@ The rule in Arabic: rolall B il g I Jad e Cutall adiioy L) dlal) ha j

2. 1 know a man which we can help.

@ The rule in Arabic: .sbd¥ b pdy fatiics Juagplf e which

GRlAEY) N s fatiins gl _pas WO
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3. A man with white hair is my father.

@The rule in Arabic: e AlSE N5 gtna ¢ Lacad fpal () 5 LN ptiieas the i el 519

4, Ali is the taller of the five brothers.

@ The rule in Arabic: i a8 o L il piiisi dbal] (pa Judadil) ddua

people/things

5. He should to see the new James Bond movie.

@ The rule in Arabic: staaly & sl 2uii Luadlill Sad¥)
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6. Water is boiling at 100 degrees Celsius.

@ The rule in Arabic: Lol dids e Cpaal dic piiivy Ll £ jlaall 4

7. That’s the man whom you saw him yesterday.

@ The rule in Arabic: 4/ udy ol _pasll g sl oo S Jur gl) spaids U gt pall Jandl 4

Question (2):

A: What grammar term would you use to describe the part of speech of the item

underlined in each of the sentences?
AU Jaall 0pe DS &b a3 M) aiall (the part of speech) g 5 aa sl uliall il mllaias sale

Note:
3- For each item provide a full description. e J< S Caa g )

4- Each item will be classified using two words  (e.g. possessive pronoun) oS sl Ciiay Cigw yuaie JS
oneword + oneword = two words

Example:
« This umbrella is mine. Total =14
Possessive pronoun

Fully correct=2 Wrong=0

Partly correct=1 Not answered= Blank

1. Ann put her books on the desk. 2
Plural 1 noun 1
Countable 1 noun 1
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modal 1 verb 1

. . . . 2
Roger is the last surviving member of his family.
collectivel .| noun 1
singular 1 . noun 1

Boeing’s new plane is faster and more luxurious than anything else they have ever

produced. 2
comparative 1 . adjective 1
predicative 1 adjective 1
; 2
I have some in the cupboard. L —|
indefinite1 . pronoun 1
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B-What grammar term would you use to describe the item underlined in each of
the sentences?
A0 Janl (3 US 8 Lok a1 puaaiall Chua o) il saill mllaas sale

Note:
o Each item is a kind of: clause, or phrase, or Siphrase siclause :Wl s saie J$
sentence sentence
« For each item provide a full description. e JU S oy e
Example:
« He went to bed because he was sleepy. adverb clause
5 Total= 8
1. | thanked the girl who helped me.
Fully correct=2 Wrong=0

Partly correct=1 | Not answered= Blank

3. A. Tom, stop doing that!
B. Sorry.

minor 1  sentence 1

4. Billy did not listen to what Mary said.

nounl clausel
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C- What grammar term would you use to describe the grammatical role of the

underlined item in each of the sentences?
SR Jaall (30 IS 8 Tk aias (5A) paiall (the grammatical role) g 5 —ia o cuulid) sail) mllacas sala

Note:
e For each item provide a full description. i < JalS Caay ac) Total= 10
Fully correct= 2 Wrong=0
Partly correct=1 Not answered= Blank
Example:

o Ellen has been working all day. _subject
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Question 3:

Read the following text and then answer the questions.
WY el & U Gaill (5l 8

The text:

My father rarely left the house before nightfall, as the people of Granada
were short-tempered during the daytime. Quarrels were frequent, and a
sombre bearing was regarded as a sign of piety; only a man who was not
keeping the fast could smile under the fiery heat of the sun.

(From Maalouf, A. (1994) Leo the African. London: Abacus)

short-tempered; csall ¢ sombre bearing:dasadl Jeas
Quarrels: < jaladl sign of piety: ¢l e e

A: What grammar terms would you use to describe the following items in the

text?

Note:
e Each item is a kind of: clause, or phrase , or sentence Sphrase siclause :Ll s saie JS
sentence
o For each item provide a full description. raie JU S oy (e
Example: _
« My father rarely left the house before nightfall, independent clause Total = 10
Fully correct= 2 Wrong=0
Partly correct=1 Not answered= Blank

1. who was not keeping the fast

subordinate  clause 1

2. the fast

3. Quarrels were frequent
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4. My father rarely left the house before nightfall, as the people of Granada were short-

tempered during the daytime.

2

B-What grammar terms would you use to describe the grammatical role of the

following items in the text?

Suaill 8 4l jaliall (the grammatical role) g 55 —ia sl dpudiall gaill Glallaas ol

Note:
o For each item provide a full description.  =ic IS JalS Cauay ae)

Example:
e Quarrels subject

Total = 10

Fully correct=2

Wrong=0

Partly correct= 1

Not answered= Blank
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Question 4:

Read the following text and then answer the question.
D) e a5 M (adl g 8

The text:

If we are to provide learners with language experience which offers exposure to
the most useful patterns of the language, we might as well begin by researching
the most useful words in the language.

(From Willis, D. 1990 The Lexical Syllabus. London: Harper Collins, p. 38)

exposure: e patterns: L
Total = 40
Fully correct= 2 Wrong=0
Partly correct=1 Not answered= Blank

From the above text, select ALL the items that exemplify the grammar term

requested.
slhaal) sail) mllaas Jids S jealiall g8 55t oDef gaill (g

. with language experience which offers exposure to the most useful patterns of the language.

Example: . to the most useful patterns of the language.
Adverbials . aswell

. by researching the most useful words in the language
. in the language

o we (linel) 2

subjects e which (line2) 2
e we (line2) 2
e are?
e provide 2
verbs * Of.fers 2
e might?2
e begin2

e researching 2

o learners 2

objects e exposure 2

o the most useful words in the language 2

adjective(relative) « which offers exposure to the most useful patterns of the
clauses language 2

e learners 2
« language experience which offers exposure to the most useful
patterns of the language 2
e exposure to the most useful patterns of the language 2
noun phrases « the most useful patterns of the language 2
o the language 2
o the most useful words in the language 2
o the language 2
(whole phrase=2 mark\ noun head=1 mark)
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Question 5:

Select the item/items that exemplifies the grammar term requested.
cstall il el Jias I jealiall/ juainll (5 i)

Example:
This umbrella is mine. (possessive pronoun)

Total = 32

Fully correct=2 Wrong=0

Partly correct=1 Not answered= Blank

1. We have received information that Ali may have left the country.  (countable noun)

2. We will go swimming tomorrow. (subject)

3. They have had new windows put in.  (auxiliary verb)

4. We enjoyed the party at your house. (preposition)

5. My friend wrote a poem last night.  (object)
6. Police are now satisfied that her death was an accident. (adjective)

satisfied 2

7. 1 do not feel very well. (adverb)

8. It will take more than a morning to finish the decorating. (indefinite article)

9. He went to bed because he was sleepy. (conjunction)

281



because 2

10. The people in the bus escaped through the emergency exit. (subject)
The people in the bus 2

11. Run towards the finish line. (verb)
run. 2

12.  No one will ever know who is responsible. (direct object)
Who is.responsible 2

13. After he took lessons, George could swim well. (adverb clause)
After he took lessons. 2

14. She knew where Mary lived. (independent /main clause)
She knew_ 2

15. | met your sister last week. (noun phrase)
your sister. 2

16. My mother and | give each other a hard time. (reciprocal pronoun)
each other 2

Question (6):

Read the following sentences, each of which contains an underlined grammar mistake.
For each sentence, choose the correct rule that has been broken.

Alaa U8 8 L ol 51 Ay ol Al sl Bacldll o jlia) dad 4t g sai Uad e (s s Lgie JS 600 Jaadl ol )
Total = 7
| correct=1 | Wrong= 0 | Not answered= Blank |

1. Please be quiet. The children slept.

o When the action of the verb is happening at the moment of speaking, the verb must be in

the simple present.

o When the action of the verb is happening at the moment of speaking, the verb must be

in in the present continuous. 1
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When the action of the verb is happening at the moment of speaking, the verb must be in in
the present perfect.

| do not know the rule.

. I drank many coffee.

‘many’ is used only with countable nouns. 1
‘many’ is used only with uncountable nouns.
‘many’ is used only in negative sentences.

I do not know the rule.

. You haven’t finished the work, haven’t you?

If the main part of the sentence is in the present perfect, the question tag is the future
perfect.

If the main part of the sentence is negative, the question tag is positive. 1

If the main part of the sentence has an auxiliary verb, the question tag is made with no
auxiliary verb.

I do not know the rule.

. My sister can did it.

Modals are followed by a present participle.

Modals are followed by the present simple form of the verb.
Modals are followed by an infinitive. 1

I do not know the rule.

. | finish typing the report two hours ago.

When the action began and ended at a particular time in the past, the verb must be in the
past continuous.

When the action began and ended at a particular time in the past, the verb must be in the
present perfect.

When the action began and ended at a particular time in the past, the verb must be in
the past simple. 1

I do not know the rule.

. The only excuse that he gave for his actions were that he was tired.

The verb must be in the passive form.
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o The verb must agree with the subject. 1
o The verb must be in the infinitive.

o | do not know the rule.

7. | hope seeing you again soon.
o ‘hope’ is a verb that is followed immediately by an infinitive. 1
o ‘hope’ is a verb that is followed immediately by a passive verb.

o ‘hope’ is a verb that is followed immediately by the present simple form of a verb.
o | do not know the rule.

KEAAAREAAXAAAAAAXAAAAAAAAAAAAAAAhhdAhrAdhArhhArhhAhAhhdhhhhhdhhdhhhihhihiiiiiiiik

Thank you
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Appendix M: A sample of a data set analysis.

ETs | No . Exam
Section| Part . Part .
Section Full | Full S,\i(;trf: Part Total Questions I\EI);?'rl?s l\/ll: UIll( Marks I’:“CCO{ ding to I\/'I::rllis
marks | marks Mark arks evels
for each
Q2A:Productive Knowledge of terms 20 14
at sentence level ‘ Producti
- - roductive
QtZB'Ft)“’d“‘i“"el Knowledge of terms |- 5 8  |Knowledge of terms 8.0 [5.00%| 32
1 at sentence e-ve at sentence level
52 Part 1:Productive Q2C:Productive Knowledge of terms . 10
Section 1 Knowledge of  [15.0 |28:85%|(Grammar Roles) at sentence level 30
ection 1: : -
Grammar | 124 terms S{?;ﬁ;ﬂg\(j:lctlve Knowledge of terms 20 10 |productive
Terms 46.0 [37.10% - Knowledge of terms| 7.0 |35.00% 20
Q3B:Productive Knowledge of 50 10 |at text level
terms (Grammar Roles) at text level '
Q5:Receptive Knowledge of terms at Receptive 0
" Part 2:Receptive sentence level 20.0 32 Knowledge of terms 20.0 | 62.50% 32
Knowledge of 31.0 |43.06% Q4 :Recepti -
: ptive Knowledge of terms at Receptive
. 4 . .509
Terms text level 11.0 0 Knowledge of terms 11.0 | 27.50% 40
21 Part 1:Productive 45 |21.43% Q1 45 21
Section 2: Knowledge of rules
Grammar | 28 7.5 [26.79%Part 2:Receptive Q6
Rules 7 Knowledge of 3.0 [42.86% 3.0 7
Rules
. N Questions
Sections total Mark 53.5 [35.20% Parts total Mark [53.5 total Mark 53.5 152
Total Number . 3 Total (% total
ion Par Marks According to Levels
of Teachers Sections I g Marks
6 Total Marks|% total Total Marks% total Productive knowledge of terms at sentence level [739.00 | 37.9%
Grammar Terms 2829.00 [37.4% Productive knowledge of terms | 1141.00 [36.0% Productive knowledge of terms at text level 402.00 | 33.0%
Grammar Rules 756.00 44.3% Receptive knowledge of terms 1688.00 [38.4% Receptive knowledge of terms at sentence level [1102.00| 56.5%
Total marks in the test [3585.00  [38.7% |  Productive knowledge of rules | 457.00 [35.7% Receptive knowledge of terms at text level 586.00 | 24.0%
Receptive knowledge of rules 299.00  [70.0%
Mean 58.77

285




Appendix N: An example of consent form.

CONSENT FORM

The researcher
My name is Raniyah Almarshedi. | am a PhD student at Leicester University in the United

Kingdom, and also a lecturer in the English Language Department at Noor University.

Your participation in this research would include:
e Being interviewed.
e Filling in a questionnaire.

e Answering questions designed to establish English grammar knowledge.
The purpose of this research is to help us estimate the extent of English grammar
knowledge, and to determine English Language student teachers’ views about their
English grammar knowledge.
This information is for research purposes only, and the results will be treated as
confidential. Your name/ pseudonym will not be used in any papers or presentations about

this research. Additionally, you are entitled to withdraw your consent at any time.

If you have any questions or concerns, please feel free to contact me at: rmaal@]Ie.ac.uk.

Participant’s signature Date
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