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1 INTRODUCTION

Grammar teaching has been one of the most consiav&sues in the field of foreign language
research. Theoretical and empirical developments hed to constantly changing approaches to
grammar teaching (Nassaji and Fotos 2011:1-3).bldgest concerns have probably been whether
the explicit or implicit method should be favoreaid also, whether grammar teaching should take

into account learners' communicative needs.

From the end of the 18th century and up to therivegg of the 20th century, grammar teaching
was dominated by grammar-based approaches, in whidying grammar was considered to be the
best way to learn a language (Nassaji and Fotos:204). The Grammar Translation Method and
The Audio-Lingual Method were the two well-knowragrmar-based approaches. The focus of The
Grammar-Translation Method was on the teachingilefsrand structures, and translations of texts
from L2 to L1. The focus was on written languagd parts of speech. However, the beginning of
World War Il developed a demand for oral communacaskills in foreign languages, and The
Audio-Lingual Method was a response to these nédus Audio-Lingual Method focused on
grammatical structures, and it studied structundl phonological aspects of a language. Language
learning was a process of habit formation througimmrization of patterns, an idea that had its
roots in behaviorist psychology and theories ofdittoning. However, the aim was not real-life
communication skills, and the focus was not on rimepar context. The PPP model (Presentation,
Practice and Production) is yet another well-knand still widely used grammar-based approach.
In the PPP model, the target grammar point is ifitsbduced to learners, after which they practice
the grammar point in controlled and later freeivégts, and finally, they are encouraged to use th
structure in communicative exercises. The PPP miedetroduced in more detail later in this

study.

The grammar-based approaches were criticized, bedhay did not develop learners'
communicative abilities (Nassaji and Fotos 2011):5-Znguage was regarded as a set of rules and
structures to be learned, and knowledge of thesel@gmesult in fluent language use. The
communicative approach, introduced in the 1970s, avaapproach that focused more on meaning
and developing communicative abilities. This apploprepared learners for real-life interaction in
a foreign language, and it focused on meaninganisté rules and structures. The communicative
approach was affected by SLA theories, especiaisKen's model of comprehensible input and
the difference between learning and acquisitiorcokding to Krashen, learning was a conscious

process, whereas acquisition was an unconscioysaodea foreign language should be picked up



by acquiring, similar to L1 acquisition. Howeverhas been criticized that a heavy focus on
communication and abandoning grammar altogethestisuccessful, since learners are able to

reach higher levels of proficiency with some fooasgrammar (Ellis 1992: 49).

There are certainly several approaches to for@iggdage grammar teaching, and new ones are
constantly developed. According to researchergyesgproach has its pros and cons, but it is also
important to note what learners themselves, aratalchers, think about grammar learning and
teaching. Learners' opinions is an area of resdhatthas been studied to some extent, but few

studies (if any in Finland) have compared learragsiions to those of teachers.

The present study aimed at investigating opinibas Einnish upper-secondary-school students had
about EFL grammar learning and teaching. The n@indes were general opinions about EFL
grammar, feedback and error correction, the cororebetween grammar and communication, and
typical grammar lessons described by the stud@hesdata was collected in Spring 2013 with a
questionnaire. Statistical analysis was used ierai@ discover statistically significant differessce
between the respondents. In addition, content aisanabled qualitative analysis of the open-
ended questions. The opinions were also compareggibger and English grade to find out whether
these had any impact. Since there are not manyouiestudies on upper secondary school
students' opinions about EFL grammar (Jean andr8i@@l1: 468), the present study will be able

to provide new insights into the topic.

Chapter 2 of the present study presents the tegchiforeign language grammar, followed by
previous studies on student and teacher opinioostajyammar in Chapter 3. In chapter 4, the aims
and methodology of the present study are explai@adpter 5 reports the findings of the present
study, and Chapter 6 summarizes the findings aswlidses them in more detail, concluding with

evaluation of the present study and suggestionfiftrer research.



2 TEACHING FOREIGN LANGUAGE GRAMMAR

This chapter introduces teaching of foreign languag@mmar. Researchers have previously given a
number of definitions of grammar, and the trutthist there is no one and only definition for the
broad concept of grammar. Researchers have atsalitted a number of different approaches to
grammar teaching, and naturally, every method tsgzos and cons. In addition, grammar is
generally associated with many other concepts arrdsv For instance, one of the most typical is

probably the wordules
2.1 Definitions of grammar

Learners often have a very restricted understanafimghat grammar is. They see grammar as a “set
of complicated facts governed by rules which atediuexceptions” (Ellis and Sinclair 1989: 82).
Grammar is “like the universe: it has no beginnibhgas no end, it has no shape, it just exists and
there is a lot of it!”. What is more, teachers gnammar books do not make enough attempts to

clarify the concept of grammar (Ellis and SinctE89: 82).

Lewis separates three aspects of grammar, as ddjfingllis and Sinclair (1986: 9-12): facts,
patterns and choiceBactsare, for example, exceptions in a language (theapbfmanis men not
mang, which learners should accept and learn withoaterning too much about theRatterns
are chunks of language that learners use to prauemwdanguage. However, learners need
awareness-raising in order to notice and pay atiend patterns. Patterns can be defined as
partially memorized utterances that include a gai@fnoun or a noun phrase. Using certain
grammatical patterns depends on an individual’sgraalchoices For example, a person asking
“Howdo | get to...?"can fill the gap withthe restaurant, the bus station, the mogtt., so the
person is using a pattern to communicate (KrashdnTarrell 1988:42-43). But, memorizing
patterns does not require the acquisition or legrof rules, which is why learners at early stagfes

language learning use patterns relatively oftermg¢kien and Terrell 1988: 82-83).

Grammatr is the study of what forms and structuregpassible in a language, and why these forms
and structures are acceptable (Thornbury 1999: Trayitionally, grammar is the study of syntax
and morphology of sentences, in other words, howdsvare joined together in a particular order,
and what kinds of words can fit into any one linkhe chain. However, grammar is also usually
linked to meaning (Thornbury 1999: 3). There are kinds of meaning. First, there is
representational meaning, which means that gransnesed to describe the world. Secondly, there

is interpersonal meaning, which means that granfmaas us to interact with other people.



Especially, grammar facilitates making meaning rclelaen contextual information is not available,
that is, when only language has to be used in dodget things done. For example, when a ticket
inspector in a train say3ickets! there is little grammar present. However, thetexinhelps

listeners (in this case, the passengers) to uraaelshe meaning. But, in a situation where a person
is phoning another person to inquire a third peedoout airline tickets, the simpléckets!would

not be enough, and grammar is needed in ordermti@ses meaning with more than one simple word
(Thornbury 1999: 3-4).

Grammar is also linked to function (Thornbury 19697). A speaker can express one function with
many different forms, and there is more than onamimg to a function. For example, a warning
can be expressed in the following walsok out! Be careful! Watch oytivhereas the phrag®

you drink?can be used, for example, to offer a drink or towlsether the other person is a drinker
of alcohol. Therefore, the connection between gratigal form and grammatical function is not

always clear.

Grammatr is often defined by rules (Thornbury 1998:12). The most common grammar rules that
are taught in school adescriptive ruleswhich describe "the usual way that something bapf

for example, "You do not normally uiee with proper nouns referring to people." Thereas®
prescriptive ruleswhich are "principles or orders which guide bebgvand say how things are to

be done", for example, "Ushall for the first person andgill for second and third persons".
2.2 Formal grammar instruction

There have been discussions among researchersanmetlshould teach grammar at all, and if so,
how should we teach it? Usually, the answer isnitely yes even though the results may not be
visible instantly. But, formal instruction facilies the L2 development. However, it should be
noted that formal instruction may have a delayéelcéion L2 acquisition. The linguistic knowledge
may not necessarily immediately be utilized byheas, but they may benefit from it later (Ellis
1992: 53). This delayed effect can be a resuttadicing (Thornbury 1999: 16). In order to learn a
language, grammatical patterns and structures finsisbe noticed and identified, and awareness of

them facilitates learning them later.

There are many other reasons why grammar shoulauiglat. Grammar can be described as a
"sentence-making machine" (Thornbury 1999: 15), lemmivledge of grammar enables limitless
opportunities to produce grammatically correct eraés. In addition, it has been suggested that

learners who receive formal instruction are ldeslyi to fossilize. Of course, this is not always th



case, since learning grammar can be self-direGesinmar also helps to organize the language into
discrete itemsmaking learning and teaching it easier. Furtheenimrmal grammar instruction is
usually expected by the learners. Learners' previtassroom experiences can influence their
expectations, and if formal grammar instruction tnaditionally been a part of their learning, they
expect to receive it (Thornbury 1999: 16-17). Me&m "learners who receive formal instruction

do appear to learn more rapidly and to developéitgvels of proficiency” (Ellis 1992: 49). In
general, grammar teaching is focused on aidingnégarto comprehend the structures they have
learned so that they can be used in everyday comeation. Hence, students ought to practice the

structures in controlled, and later in more natersarcises (Ellis 1992: 232).

There are many reasons against formal grammauatgin. First, knowledge of grammar does not
necessarily mean that this knowledge can be tregsiato skills and actual language use
(Thornbury 1999: 18). As a result, a leaner canegi@mple, inflect all the irregular verbs in
English, but cannot use them to communicate meantgcondly, it has been argued that learning
a foreign language can occur through acquisitionilar to first language learning (Thornbury
1999: 19). The difference between acquisition l@adning is that acquisition is a natural process,
in which the language is picked up only by commatiigg with other speakers of the language,
whereas learning is a result of formal instructidhirdly, there is a natural order in which leaser
learn grammatical items. But, grammar teachinglabsl does not usually follow this order, which
explains why it is not always successful, and henoeconsidered necessary. Fourthly, learning
lexical chunks rather than abstract grammar isidensd more relevant (Thornbury 1999: 20).
Chunks are longer than words but usually shortem gentences. Chunk-learning provides learners
with frequently used and formulaic expressiomec(ise me, here you arevhich are important in
interaction, and play a relevant role in languageetbpment. Fifth, some learners today expect that
learning a language is based on communicationtandlility to speak, and these learners demand

more practice of conversation than of grammar.

It has been suggested that the role of grammaciassroom should be limited (Krashen and
Terrell 1988: 57). The teacher should not try teesall the grammar rules, since all the students
will not even benefit from them, as individual lears have different learning styles. Moreover,
when the focus is on communication, learners shoatde concerned about grammar. The focus
on grammar should occur when there is enough tiradadle, when the focus is on form and not
communication, and when the target grammar rulge hxeady been studied by learners (Krashen
and Terrell 1988:149Yhe challenge principlpresents a view which emphasizes that teachers

should be selective in their language materialabse it is impossible to teach everything thateher



is to know about a language. In addition, leartgrgally struggle with at least one aspect of a
language (form, meaning or use), so the focusetehching of a grammar point should be on one

of these areas (Larsen-Freeman 2003:45).

Two common, contrasting ways to teach grammar aedactive and an inductive approach
(Thornbury 1999: 29-30). In a deductive approachute-driven learning, the starting point is a
rule, followed by examples which illustrate theerinh use. Some advantages of a deductive
approach are that, first, it "goes straight togbat", and therefore, it is a fast, efficient agiohple
way to explain the rules. Second, it allows mameetior practicing. Third, it recognizes the role of
cognitive processes in learning and respects thdigence of a learner. Some disadvantages are,
first, that learners' lack of adequate metalangeagehinder understanding the explanations.
Second, grammar explanations are usually teacheeresl, which does not involve the students.
Third, a deductive approach can give the impressiahlearning a language only means learning
rules. In an inductive approach, or discovery-lesgnexamples are the starting point, from which
the rules are concluded (Thornbury 1999: 49-54jn&advantages of an inductive approach are,
first, that the rules that learners find out thelves® can be more memorable and meaningful to
them. Second, in an inductive approach learners hawactive role, which can motivate and engage
them. Third, figuring out the rules practices pesbtsolving skills and encourages learner

autonomy.

“Grammar is boring” is a statement that is oftenmected to grammar learning and teaching
(Larsen-Freeman 2003: 21). However, it has beegesigd that grammar is not boring, but the
approach that teachers use when trying to engagestiudents in the learning situations can be. It
is important for the students to be focused, rela@d attentive, and the teacher should make

grammar exercises meaningful in order this to accur

Many grammar-based approaches introduce grammes asl “a system to be learned in discrete
steps” (Krashen and Terrell 1988: 175-176). Thdecgonsists of introduction, explanation,
practice, application and testing, and it is usettaching every new grammar structure. However,
the teaching of grammatical items should be coretlct smaller units. The purpose is not to
present all the possible rules connected to atstieiat once, but to give learners time to acquire
subrulesand let learning happen piece by piece. This kinatder signals natural language

acquisition.
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2.4 Consciousness-raising

Consciousness-raising develops explicit knowledggrammar. It aims at providing an
understanding of the targeted grammatical elenTérg.goal is “to develop declarative rather than
procedural knowledge” (Ellis 1992: 234). Consci@sstraising activities attempt to isol#te

target element in order to capture learners’ atianiThere is a presentation or dateluded, which
exemplifies the grammatical element, and even eitpliles can be illustrated. It is anticipatedttha
the use of intellectual effort is required fromrleers in order to comprehend the target element.
The clarificationof explanations and rules will be supplied if leemnfail to understand the
grammatical feature. Finally, the learners havexglain the rule in their own words, but this stage
is not obligatory (Ellis 1992: 234). Consciousngessing aims at explicit knowledge of grammar; it
does not require instant production of the strgtbut develops the awareness of correct grammar.
By helping learners to notice the grammatical fesgtun the input they receive facilitates the

process of learning (Ellis 1992: 237).

The major difference between consciousness-ragagpractice is that consciousness-raising does
not require repeated production from the learnecabse the purpose is to raise his/her awareness
of the target grammar point. The correct productibthe structure is not needed at this stage of
learning (Ellis 1992: 234).

2.3 PPP

A very typical model of EFL grammar teaching todayhe PPP model (Thornbury 1999: 128). It is
a standard model for grammar lessons, includinggthlistinct stages: presentation, practice and
production. This model assumes that "knowledge imesoskills through successive stages of
practice” (Thornbury 1999: 128). In the PPP moldglguage is learned piece by piece, in discrete
steps. The PPP model can be repeatedly used sanlgganning, and it enables teacher control of

the content in the classroom.
2.3.1 Presentation

The first stage of the PPP model is presentatibe.goal of presentation is to “help the learner
acquire new linguistic knowledge” (Ellis 1992: 10The teacher should be active at the
presentation stage, and provide learners withrtfegration of the target grammar (Ellis 1992:
101-102).
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It has been suggested that teachers should avaidrammar explanations, or at least keep them
short, simple and comprehensible. In addition, gnamexplanations should be conducted in the
target language, because the language used imexplas functions as input for learners. However,
if the language used in the explanations is tooperfor learners to comprehend, it can signal the
fact that the grammar item or rule is too difficidt them at the particular stage, and teaching it
should be postponed (Krashen and Terrell 1988:.1&#)e learner is not developmentally ready to
learn the target structure, it cannot be taughtessfully (Ellis 1992: 236-237).

2.3.2 Practice and production

The next stages of the PPP model are practice maldigtion (Thornbury 1999: 128). The practice-
stage aims at accuracy, and the goal of the primhustage is fluency. Three different activity
types have been distinguished (Ellis 1992:233):hmaacal practice, contextualized practice and
communicative practicélechanical practiceontains strictly controlled activitieS.ontextualized
practiceis less controlled, encouraging learners to comfwrma and meaning. Contextualized
practice types also demonstrate the structuresalife situationsCommunicative practice
includes “gap” activities, in which learners paigate in authentic communicative situations, still
focusing on the form. The purpose of these exesésto isolateéhe specific grammar structure and
draw learners’ attention to it. The exercises pievearners with repetition of the target structure
and opportunities to produce output including thetsectures. In addition, immediate or delayed

feedback will be given on how well learners suceekid their use of the grammatical structure.

However, traditional grammar teaching generallg sombination of consciousness-raising and
practice (Ellis 1992: 235). At first, there is thimge of consciousness-raising, when a great
emphasis on the structures is provided. This treatrof the structure can contain inductive or
deductive knowledge. Secondly, the practice-stédglaarners in production of the grammatical
structures. Ellis argues that grammar teaching@aoecur without some amount of consciousness-
raising, since especially adult learners probatibnapt to create rules even though no formal

explanation of the target structure is provided.

It has been argued whether practice actually fatéls learning grammar (Ellis 1992: 236-237).
Practicing “does not result in the autonomous 3hiti use the structure”, and controlled activities
do not aid the learners to use the structure anake, since they do not have the ability to
“transfer knowledge from controlled to communicatpractice”. Consequently, when learners start
producing output independently, they do not usditfgriistic data they have acquired at the

practice stage. However, practice might benefitestaarners, and learners’ language proficiency
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even affects practicing, rather than the other arayind. Thus, more competent learners would get
more advantage of practicing, which is the oppasitehat is probably generally believed among
language teachers. Even though practicing mighbediest for learning grammatr, it does have
great value in learning pronunciation and learriéxacal chunks. The goal of practicing is implicit
knowledge of grammar, which means that learneraldhmze able to use the structures naturally in

communication.
2.5 Associations with grammar

Grammar is usually associated with accuracy. Bartngnar should also be related to meaning.
Larsen-Freeman (2003: 14) uses the sentkisca pencil on the tablas an example. If the person
who says this utterance intends to point the looadi the pen, then the form is correct but the
meaning is incorrecThere is a pencil on the tableould have been the correct form and meaning
in this context. However, if the person's intentizas to show identity of the objedt¢ a pen, not

a pencil, on the tablghen the first utterance would have been correateéaning as well. This
example illustrates how grammar is not always abfeeiaccurate form, but it has to do with

meaning, too.

Another word that grammar is typically associatethws rules. Rules do give learners a sense of
security, "something to hold onto", (Larsen-Freer2@@3: 14) and they illustrate the structure of a
language. A rule gives “an explanation to a linaiphenomenon”, so it answers the queskion,
Reasons behind the rule answer the question Knowing the reason can help the learner to use
the same logic that native speakers do, and pggssibke learning the language less mechanical.
Most importantly, it can make the learner see ginammar is rational, and this way it gives the
learner more self-confidence. However, knowingla does not mean that the learner can refer to it
when necessary. Moreover, rules do not have a ldd twith meaning, and they are abstract,
including plenty of exceptions. In addition, maaypduage learners create a memory of thousands
of multi-word sequences, and use these formulasnitrol the language instead of relying on the

rules.

Grammar rules should not be generalizations atheutainguage, because grammar forms have also
meanings and uses, which are important aspectastem(Larsen-Freeman 2003: 50-51). In
addition, rules are never broad enough to incllidiae exceptions. Rules describe the grammar
(language) as a static, unchanging system, whalérthh is the opposite. Grammar is flexible and a

language changes constantly.
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Some conceptions among language teachers congjdeereaching of grammar have been
challenged (Larsen-Freeman 2003:9). Teachers slobaltge their views of grammar teaching in
order to change their students' dual attitudes tdsvgrammar. When language teachers are asked
what they associate with the womgismmarandcommunicationthe results are extremely

different. With grammar teachers associate wordh ssrules, structures, forms, memorizing,
drills andboring, whereas with communication the associations aresveuch ameaning, the

four skills, accomplishing some purpose, interagtiestablishing relationshipndfun. Because of
these views, no wonder grammar and communicatiotioses in language textbooks are separated
from one another.

3 PREVIOUS STUDIES ON OPINIONS ABOUT GRAMMAR

This chapter introduces previous studies on stsdant teachers' opinions about grammar learning
and teaching. Their opinions are considered sicgmifi in foreign language learning (Davis 2003:

2), because "people's behavior is shaped by teeteptions”. Combining students' and teachers'
opinions can help to find some revealing and he¢ip&ights into their thinking processes and
actions regarding language learning and teachBejiefs affect behavior and... teachers' and
students' beliefs influence language learning” (§2003: 2). Mismatched objectives between
teachers and students can lead learners to bdfiatéhe teaching is not effective and the teachers
to see their students as unmotivated (Jean and&20d1: 468). Naturally, problems will occur if
the expectations of these two groups do not m&whinstance, teachers may be disinclined to

correct errors, because they believe that studEnt®t welcome corrections.
3.1 General opinions about EFL grammar learning andeaching

Students may sometimes feel reluctant when itrig tio move from a communicative exercise to a
grammar exercise (Larsen-Freeman 2003: 7). Howstgents understand the value of studying
grammar and they are willing to put the effort. ®ostudents may even demand the teaching of
grammar if it is not included in lessons. Thereraeny reasons for this ambivalence. First of all,
learning and memorizing grammar rules is a veniti@al way to study a language, a way which
students usually consider related to languageilegirecondly, learning grammar "gives students
a sense of accomplishment; they feel that theyrekdng progress". Thirdly, learning parts of
language brings a sense of security, because $suldave something to hold on to when they for

example encounter a linguistic problem. Fourthdetis rely on the "generative capacity of
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grammar rules”, and the fact that knowing grammbesrhelps then to produce and comprehend

new utterances.

In a study by Jean and Simard (2011: 475) theystiyated, with a questionnaire, how much
learners generally liked studying L2 grammar. Téspondents were ESL and FSL (French as a
second language) learners in Canada. Of the FSlemsts, 29% said that "they did not like it

much", and 23% "did not like it at all", which anrds to a little more than half of the FSL students.
The ESL students were just a little less negatwatds grammar: 25% answered "not liking it
much" and 9% did not like it at all. In additiorh% of the ESL students said that they liked
learning grammar, whereas only 11% of the FSL stitsdéid so. The reason for this could be that,
according to the researchers, FSL teachers usesl tnaalitional teaching methods than ESL
teachers. To the question whether grammar rules vegarded as important, the respondents in the
study thought they were "important” or "very im@ort' (Jean and Simard 2011: 476). The students
did not find grammar rules difficult either: 55%thbie ESL students chose the options "not very
difficult” or "not difficult at all", and 60% of th FSL students positioned around "not very difticul
and "somewhat difficult”. Interestingly, the teacheecognized the level of difficulty of rules bgin
higher: 73% of ESL teachers thought rules were ¥eoy difficult” or "somewhat difficult”, and of

FSL teachers also 73% thought rules were "somediffatult" or "difficult”.

The respondents in the study were asked an opesdaqnestion "Which word comes immediately
to your mind when you hear the wagchmmar" (Jean and Simard 2011: 475). The answers were
grouped as "neutral”, "positive” or "negative" general, few of the students' answers were
positive, since 26% of the comments from FSL anh 28 the ESL learners were negative.
However, neutral answers were still the most comnrariuding such words asxercisesbooks or
dictionary. Negative definitions included words suchbasing, difficult or uselessand positive

definitions includednteresting easyor useful

Based on these findings, it seems that grammaucigin is seen as "a necessary evil" (Jean and
Simard 2011: 478-479): learners value it, and wstded that it is useful and necessary, but it is
considered boring at the same time. In additionnotations attached to grammar and grammar
instructions are relatively negative, probably lydsecause traditional drills seem to be the most

familiar types of exercises that are used in ctasss.

In a study carried out with EFL and FL learnerdfiichigan State University by Loewen et al.
(2009: 7-13), the learners answered a questionoaisisting of Likert-scale items and open-ended

guestions. When they were asked to answer theigneklike to be taught grammar in the
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following ways.. more than 15% of the learners mentioned the tisgammples. They also wanted

to have grammar explanations that were "clear™'dethiled". In addition, one relevant theme in
relation to how grammar should be taught was thate¢arners wanted grammar to be related to
real life, for example, through real life examplegeraction was important to the learners, and
therefore, they favored games, activities and graiup work in grammar learning. In contrast,
when the learners answered the questiaion't like to be taught grammar in the followingys.,

one of the relevant themes that came out washkdearners did not want to be left on their own in
grammar learning. They did not like relying on teaks only, and figuring out the rules

themselves, and they also disliked memorization.

The study of student and teacher perceptions dboual grammar instruction is important,
because it helps to design teaching to match thefdéhat students and teachers possess. In this
way, students feel that the teaching is signifieard successful. In a study conducted by Schulz
(2001: 9) in the U.S., 824 students and 92 teachers asked about the role of grammar instruction
in second language learning. The vast majorityhefstudents, 80% believed that formal study of
grammar was vital for eventual mastery of a fordagrguage, whereas 64% of their teachers
thought this was true. Of the teachers, 74% an® &6 the students thought that formal study of
grammar helps foreign language learning. Howewdy, 8% of the teachers believed that students
liked the study of grammar, but almost half of shedents (46%) thought that they liked grammar.
There was also a big difference between the tea’ciied students' views on whether students kept
grammar rules in mind when writing in a foreigndaage. Only 27% of the teachers thought that
students thought about the rules when writing, @ag168% of the students said that they kept the
rules in mind when they were writing in a foreigmgjuage.

The strong positive attitudes towards grammar ankeagers can be accounted with the help of
three factors (Schultz 2001: 12). First of all, teey foreign languages are taught can have anteffec
on learners' opinions, since the teaching inclydieisty of form-focused instruction and "discrete-
point steps”. Secondly, the attitudes can be dtresa myth that considers grammar study useful,
and this myth is passed from one generation oh&rarto another. Finally, learners' personal
experiences of grammar, and feelings of successthdt help of grammar can affect positively
learner attitudes. The teachers' attitudes intildyscan also be affected by their own personal
experiences about their learners' success withdiognammar instruction. In addition, their own

experiences of foreign language learning have émibed their views.
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A study by Loewen et al. (2009: 7-14) investigandt learners liked or did not like grammar
instruction. The participants in the study were Efid FL learners in Michigan State University.
Many learners liked grammar first of all, becausgytthought that it helped them to master the
target language properly. Secondly, grammar wasidered "a foundation upon which to build

their L2 knowledge" (Loewen et al. 2009: 8). Thyrdgrammar helped the learners not only to learn
the language in general, but it also helped theth specific areas of the language, for example,
writing. Fourth, some extrinsic reasons to studyngnar were mentioned, for instance, getting a
better grade or succeeding academically. Howeltigugh some learners expressed that they liked

grammar, they also admitted that they had to ttdatdbecause it was beneficial.

Polat (2009) studied English language learnergt@pand teachers' (n=30) opinions about
grammar in Georgia. The study consisted of a questiire, evaluation and testing inventories,
semi-structured interviews, in-class observaticosyse book analyses and anecdotal records. It
was found that 80% of the teachers and 75% ofethenérs liked the teaching/learning of grammar
very much (Polat 2009: 235). Of the students, 6@%ed with the statement "Grammar learning is
equal to language learning". What is interestintpa grammar was considered the most important
component in language learning, as 90% of the &¥acdmd 88% of the learners agreed with this.
Hence, the teachers and learners had strong mobiiiefs about the role of grammar. According to
Polat, the next statement "confirmed overall stisldreliefs about grammar": "...I must study
grammar if | want to improve my English... you cahlearn anything if you do not know

grammar" (Polat 2009: 236).

Also negative attitudes towards grammar instructiame been found in a previous study by
Loewen et al. (2009: 7-14). For the question wheyl#arners dishot like grammar instruction, the
clear answer was: because it is "boring”, with 25%e learners in the study using this description
or a synonym, such as "tedious"”, "monotonous” oy":dver half of the learners used some
negative words when describing grammar in additotnese, for example "difficult”, "confusing”
and "complicated". Additional negative commentsdote grammar had to do with rules and
memorization of the exceptions. Grammar was constiégme-consuming, and memorization was
regarded as a burden. What is more, the learnpressed that grammar was not useful outside the

classroom, and that its link to real life was netc.

Polat (2009) studied whether teachers actually trse#inds of grammar teaching techniques that
they supported in classroom. Overall, both thetlteexand the students recognized the traditional

ways of teaching/learning grammar, for exampldlsdidowever, considering the more
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contemporary techniques, for instance, communieativities, 8% of the teachers and 73% of the
learners said that they did not use or recogniesetlin class. Therefore, it is not surprising that
more drills and analysis of structures were acyuadked in class than what the teachers and learners
reported. Polat's study proposes that, in genei@learners stated more accurate beliefs about
actual classroom practices. Approximately, onaltbfreach class was dedicated to grammar
teaching. In the study by Jean and Simard (2013}, 4f/was found that 34% of the class time was
dedicated to grammar instruction, which means sammar-related intervention every 4 minutes

and 45 seconds.

Jean and Simard (2011: 477) studied the relevaingermler in grammar learning, but there were
only minor differences between the sexes. Ovetadl girls seemed to be more welcoming towards
grammar instruction. In addition, more girls thary® answered that it was important to be able to

express oneself accurately (83% compared to 74%).
Teachers

It is important to investigate teachers' opiniobewt grammar, because they have an impact on
their actual practices (Polat 2009: 230). In aptug Borg (2001: 27), language teachers were
investigated for their knowledge about grammar (KA&d how this affected their teaching
practices. It was found that KAG had a great inflee2on the teachers' grammar teaching,
especially in the following aspects: the extenttoch the teachers taught grammar, their
willingness to spontaneous grammar work, and thethvay reacted to students' questions about
grammar. Moreover, KAG had impact on the amourdla$s discussion about grammar and the
way teachers reacted when students questionedetk@anations and the kind of grammatical
information that was provided to students. Theheas who were more confident about their KAG
taught more grammar. However, even though a teanlgt be confident in his/her KAG, he/she
might diminish the amount of grammar, simply beeglus/she does not consider it a proper

instructional activity.

Schultz (2001: 12) investigated language teacime@oiombia about their attitudes towards
grammar in an interview. All the teachers admitteat they themselves had taken advantage of
grammar instruction in their language learning.tfremmore, they all thought that many of their

students had benefited from grammar instructiod,that many expected language analysis.

Aljohani (2012) studied non-native English languéggchers' opinions (at tertiary level) about the

importance of grammar instruction and correctinglshts’ errors in Saudi-Arabia. The results
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indicated that the teachers regarded grammar asportant tool in language learning, and plenty
of time had to be allotted to grammar teachingdAgini 2012: 102). They believed that firstly,
grammar helped their students to form sentencessecondly, it helped them to improve accuracy.
Thirdly, the teachers felt that form and meaningusth be taught together, and therefore, examples
are a better way to teach grammar than simply ghogirules. In addition, meanings should be put
into a meaningful context, for example, text olagaies (Aljohani 2012: 103). Moreover, the
teachers believed that drills and exercises wdeetafe methods to focus on form. Regarding
feedback on grammar, the teachers in the studeddhat students needed feedback, and
correcting errors facilitated learning. Howeveg thachers thought that immediate feedback and

correction was insignificant to grammar learning.

In their study on teacher opinions, Farrell and (#805) examined two primary school English
teachers and their opinions about how grammar dhmeikaught. The results confirm what the
previous studies have also noted: grammar teachioigicial (Farrel and Lim 2005: 5-6).
Importantly, the teachers thought that teachingngnar helped their students to use grammar
structures correctly in writing. If they hesitat@tiether their students had learned a grammar point
or not, they definitely would re-teach it. Thisatly indicates how important grammar is
considered. Moreover, drills were regarded as ligiaein grammar teaching, which originated
from the teachers' own experiences as learnernghthe benefited from drills themselves. As one of
the teachers said: "drilling would help studentstdate and identify grammar mistakes in their
writing" (Farrel and Lim 2005: 6). Both teacherdhe study favored a traditional approach to
grammar teaching (Farrel and Lim 2005: 8). Theistens were mostly teacher-centered, where
both teachers presented grammar structures and Hskie students questions about their
knowledge of the grammar points. In addition, metglage was used to explain grammar
structures, for example: "singular noun must hasmgular verb" (Farrel and Lim 2005: 8).
Considering feedback on grammar, the teachersfgadback at least on their students’ written
work. They would clearly mark where the error ocedrin the text, and then write the correct form
above the error. The possible reasons for thediitiaal teaching methods are not only time

limitations, as both teachers indicated, but ai&ir respect for traditional grammar instruction.
3.2 Opinions about feedback and error correction

Errors in language learning can be lexical errthre (wrong word for the meaning they wish to
express or wrong form of the word), grammar er(oryerb forms, tense and sentence structure),

discourse errors (errors in sentence organizationiaking) or pronunciation errors in speech
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(Thornbury 1999: 114). Of course, errors do notags\fit to the previous categories, and there can

be overlaps.

Since second language learners normally receivemalninput in the target language, compared to
their first language, error correction is considevial in order to prevent fossilization (Dekeyser
1993: 502). Errors can be considered to be prodewElopmental processes in language learning,
rather than bad habit formation (Thornbury 1999)11n order to prevent this development
resulting in fossilization of the language, feedban errors is necessary. However, error correction
does not result in immediate improvement of languagarners' individual characteristics can have
an impact on how effective error correction is. 3dendividual variables include previous
achievement, extrinsic motivation and anxiety. Swmne learners learn better with and some
without error correction, and it has been suggettatierror correction is more helpful for "better

learners", since they possess more positive clarsints (Dekeyser 1993: 510).

There are many common ways to give feedback améaocgrrors (Thornbury 1999: 117-119klf-
correctionentails that a learner corrects the error his/iersbereas peer-correction means that
learners correct each other. Self-correction camesiones be prompted by the teaclitgcasthelp
the learner to notice an error. There are sevédfalent types of recasts. For example, in
clarification requestshe teacher signals to the learner that their aggsss unclead'(n sorry, can
you repeat that?)roposing that there may be a problem in form. hees then repair their
message, and this response to feedback is agita¢te Reformulationis a covert form of feedback
that includes a correct form provided by the teacker example, when the learner sa$sé has a
beautiful eyes'the teacher indirectly correct®h she has beautiful eyes, has®h€he aim is that
the learner will become aware of the correct fdoat,is not inhibited from continuing to talk. A
distinction has been made between implicit andiexféedback (Ellis 2006: 99). Implicit feedback
entails that a teacher "disguises” the feedbaclexample, in the form of a recast, whereas explici

feedback entails a direct correction or a metaistguexplanation.
Students

In a study by Peterson and Irving (2007: 240-2@8%itive and negative opinions about feedback
were found. The study was conducted with 41 seagratzZnool students in New Zealand. The
participants were asked to write down their opisicend then discuss them in focus groups that
were formed randomly. It was found that, first,dback was useful, since it helped the students to
improve their language, and it provided informatwrnwhatshould be improved arftbw The

students wanted feedback to enhance their learamyshow the gap between what they could do,
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and what they should be able to do. Second, fe&dyamved learning progress not only for
themselves, but also for teachers and the stugenrets. However, feedback was considered
irrelevant if it was considered unfair, not totaflgnest, not important in later life, or if it dnbt
include a grade. In addition, the students seldct@daon the feedback that was given to them, and
the teacher was regarded as responsible for tlegik fearning. Overall, the students did not have
overly negative opinions about feedback. They wstded that it was a part of education and

strongly linked it to learning.

In a study by Lochtman (2002: 275-280), the amadimiral corrective feedback was investigated in
Belgium. Tape-recordings of 12 lessons, taughtibge different teachers were used to observe the
feedback that students were provided with. Theesttgdin the study were secondary school
students about 15 or 16 years of age. The redwisesd that 90 % of the students' erroneous
utterances were corrected by the teacher. Oveohéiiese corrections gave the student an
opportunity for self- correction (55.8 %). One th{B0.5 %) of the oral corrective feedback were
recasts. However, there was often no learner ugttike a recast (52.5 % of the time). In addition,
the more form-focused the activity was, the mosrdéhwas teacher correction and initiations to

self-correction.

Montgomery and Baker (2007: 86-94) studied studamis teachers' perceptions of teacher-written
feedback on compositions. The students (n= 98}tmteachers (n= 13) in the study were in an
intensive ESL program in Brigham Young Universityquestionnaire was used to measure their
opinions, and the students also evaluated theshteas written feedback. It was found that the
students perceived receiving more feedback thantechers perceived giving. The students
thought that they received from "some" to "a Idtfeedback on their writing. Since most of the
students mentioned that they were satisfied wighattmount of given feedback, it may suggest that
the amount of feedback was adequate. If the stademt answered receiving "none" or only "a
little" feedback, it might suggest that there wasenough feedback. The teachers gave less
feedback on global issues (ideas and content, @afgon, vocabulary) and more feedback on local
issues (grammar and mechanics) than they thougitdid. According to Montgomery and Baker,
this could be because the teachers thought thaltfieedback better helped their learners to
improve their writing. One major insight in the dyuvas that the level of writing or a student's
competence did not have impact on the amount albieek that was given. Lower-level students

did not get more feedback than upper-level students
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In a study by Lee (2008: 144-155), students' reastio teacher feedback were investigated in two
Hong Kong secondary classrooms. Questionnaires ugs@ to find out about students' opinions,
and they were also asked to evaluate their teacteedback and explain how it made them feel. In
addition, interviews, classroom observations aedli@ck evaluations were used to collect data
from the teachers. The students' grades and acadetess were compared to the results of the
study. The results showed that, overall, the stisdeanted more feedback from their teachers.
However, high proficiency students were more irgeré in the teacher's comments than lower
proficiency students, since 72.2 % of the high ipiefcy students and only 45.4 % of the low
proficiency students wanted more feedback. In @mdift was discovered that 40.9 % of the low
proficiency students wanted the teacher to respomeof their errors, whereas 77.8 % of the high
proficiency students said that the teacher shaddond tall their errors. Moreover, of the high
proficiency students, 58.4 % gave positive commahtsut feedback, whereas the majority of the
low proficiency students' (71.4 %) comments wergatige. The students did not always
understand the feedback they received. Of the fmigficiency students, 90 % regarded the
feedback that they received as comprehensible,ealex bit over half of the low proficiency
students thought so, and 22.6 % of them even ttidbghit was difficult to understand the
feedback.

In a study by Loewen et al. (2009: 7-13), the leesranswered a questionnaire consisting of Likert-
scale items and open-ended questions about em@ction. The study was carried out with EFL
and FL learners in Michigan State University. Tasults were analyzed to discover differences in
beliefs among learners studying different targeglages. In the study, some negative attitudes
towards error correction in grammar learning wexentl. Among the EFL learners, error correction
and grammatical accuracy were disliked the mosereds Arabic learners had the most positive

attitudes towards these areas.
Students and teachers

Students' and teachers' opinions about error dmrelsave showed remarkable disagreements in
previous studies. A number of disagreements andged by Schultz (2001: 9-10). First, 90% of

the learners in the study versus 30% of the teadheught that learners should be corrected, when
they make errors in speaking. This view was padityiinteresting in the study, since in general it
is expected that learners are unenthusiastic dbeueacher correcting their speech. Secondly, 4%
of the learners versus 22% of the teachers thabghtearners disliked being corrected in class.

Again, the teachers felt more negative about emwarection than the learners. Thirdly, only 2% of
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the learners felt that the teacher should NOT cotteeir errors in class, whereas 33% of the
teachers thought so. However, there was a stromgagent among the learners and the teachers on
correcting errors from written work, since 97% loé tearners respectively 92% of the teachers
thought that the teachers should correct errovgiting. Of the learners, 65% said they felt chdate

if the teacher did not correct their written woakid even more teachers (80%) thought that learners

felt cheated if the teacher did not correct writberors.

In a study by Davis (2003: 9), L2 learners and hieas were investigated on their opinions about
grammatical error correction in Macao, China. Ttuelents agreed much more strongly than the
teachers on that the teachers should correctdreinmatical errors. In addition, the students
thought that errors should be corrected as sodimegsare made in order to avoid "the formation of

bad habits", whereas the teachers did not agreg@ugly on this.

Another study by Jean and Simard (2011: 474) ire@arexamined learners' and teachers' opinions
about feedback and error correction. They studiedesits and teachers in a bilingual context, the
target languages being English (ESL) and French)(Fhe results of the study showed that the
students welcomed error correction. Of the ESLesttsl 54% and 30% of the FSL students wanted
their oral errors corrected "all the time". Of tBSL students, 54% and of the FSL students 51%
wanted their oral errors corrected only when iiféred with communication. The FSL teachers
strongly agreed with their students, but the ESiclers were more inclined to correct oral errors
when they hindered understanding the message. @&irgj written errors, the students were even
more receptive to correction. Of the ESL stude®®8p and of the FSL students 66% wanted their
errors corrected "all the time". Surprisingly, thigiachers did not share this view. The teachers
were disinclined to correct written errors, unléesy hindered comprehension, or the grammar
point should have been well known by the studenaddition, accuracy was highly appreciated
among the learners as well as the teachers, and hble to express oneself as a native speaker was

a relevant goal.

These results suggest that error correction doedawease language learners' motivation, as many
teachers tend to believe (Davis 2003: 11-13). bitash, teachers usually think that error corregtio
destroys learners' self confidence, which is why ihore important to raise learners' confidence
than aim at error-free speech. Teachers may alsoreerned about their parental role in

education, and aim at meaningful communicationnef/they have to do it at the expense of

accuracy.
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However, the results indicate that learners’ atgésitowards error correction and explicit grammar
study are more positive than is generally expe(@edis 2003: 14). Teachers may even be too
sensitive and reluctant to correct errors, sinaenkers expect to be corrected. Assuming that error
correction immediately discourages the learnerr@wy, and instead of avoiding it, the correction

should be done clearly, but in a way that doegemilt in demotivation.

It is often important for learners to use correctgjuage all the time, and unrealistic expectations
can result in demotivation (Ellis and Sinclair 1989-91). Generally, learners expect and believe
that there is one correct answer to everything,theg are not aware that using certain grammatical
patterns depends on an individual’'s persahaices Thus, learners need enough exposure to
language in order to expand their comprehensidheofelationship between grammar and
meaning. Grammar activities in foreign languagssiaoms are usually stressful, since the goal is

correct language use, and judgment from the teaarealso affect students’ performance.
3.3 Grammar and communication

Learning a foreign language can occur through autison. In classrooms, teachers modify their
speech to match the level of their learners theesaay caretakers do with young children. This
simplified input is significant, because it helpainers to identify phonological and grammatical
units from the speech. In addition, Krashé&snprehensible Input Hypothegisrashen 1982: 21)
suggests that the input learners receive shouldenbeyond their level of proficiency, since only
understandable input can help foreign languageailegr Also Long'sinteractional Hypothesis
proposes that comprehensible input is a key torgketanguage acquisition (Ellis 1992: 39-40).
Modifications of input that try to solve difficuéis in communication help to provide
understandable inpuAn acquisition-rich environmemnsists of high frequencies of clarification
requests, confirmation checks, comprehension cheekisand other-repairs. All these are methods
to negotiate meaning. However, Interactional Hypeit has been criticized (Ellis 1992: 39-40).
While modifications of input may help communicatperformance, it does not help learners
acquire new linguistic features. Krashen's thedrgooprehensible input was later complemented
by Swain'Output HypothesiéEllis and Shintani 2014: 207), which suggested kkarners had

little opportunities to talk in the target language classroom, which is why they did not reach
high levels of proficiency. Output from learnersuddhelp them to notice their weaknesses,
experiment with the language, consciously thinkudtloe language and control the structures that

they have already noticed and been exposed toebefor
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Communication tasks prepare students for real#iferaction (Thornbury 1999: 93). In
communicative tasks, fluency is usually the goakrEfore, it is important that the attention is on
meaning, and not on grammatical form. In additmymmunication tasks should encourage
authenticity in language use, and enable learogpsaduce as free and as natural language as
possible. Moreover, the task should have a comnatin& purpose, that is, learners should have the
need to interact something to another person,Xam@le, to get someone to do something.
Repetition is also important in communication taske target forms should be frequently produced

by learners in order to automisation to occur.

In a study by Schulz (2001), conducted with fordymyuage students and teachers in the U.S., the
vast majority of the teachers (80%) considered camaation activities more important than
grammar practice (Schultz 2001:9). The studentsechjrammar instruction more than their
teachers, since 69% of the students thought thmatremication activities were more important
However, in a study by Loewen et al. (2009: 10nhvitFL and FL university learners in Michigan,
some learners mentioned that grammar instructgpeaally memorization of the rules and
exceptions, was very time consuming. Hence, theyldvather use the time spent on grammar to
improving their speaking skills. In one commeneéarher mentioned that "Too much (grammar) is
tedious and not as important as learning to speekith shows that some learners valued

communication more than grammar instruction.

Jean and Simard (2011) studied how important itfeastudents to practice grammar with specific
grammar exercises, rather than just speaking aitichgvrThe majority of the students, 73% of FSL
and 72% of ESL students, thought that it was "sohawnportant” or "important” (Jean and
Simard 2011: 475). Moreover, usefulness of meclaheixercises, for example, drills, was
considered "somewhat useful" and "very useful'elestingly, the students seemed to value
mechanical exercises more than their teachersXample, 28% of the ESL students thought
mechanical exercises were "very useful", where&s s of their teachers thought so. However,
even though mechanical exercises were consideefdluthey were not seen as very interesting
(Jean and Simard 2011: 478). What is more, it wapected that if students were familiar with
what research has told about the usefulness d¢d,dtiere might be less positive attitudes towards

them.
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4 THE PRESENT STUDY

This chapter explains the research design of teenmt study. First, the aims and research questions
are introduced. Next, the choice of methodologya @allection and analysis are discussed,
including the designing of the questionnaire. Hinahformation on the participants of the present

study is provided.
4.1 Aims and research questions

Previous research has shown that students andetsduadive similar opinions about grammar
learning and teaching, but few studies have ingattd the possible inconsistency in their opinions
(Polat 2009: 230). In addition, few studies (if anyFinland), have investigated students' and
teachers' opinions about specific topics in foréagrguage grammar instruction in upper-
secondary-schools (Jean and Simard 2011: 468k #uecmajority of the previous studies have
focused on adult learners. Therefore, there ised @ study this topic, and the present study can
provide new and relevant insights into the fieldycdmmar learning and teaching in Finland.
Another important justification for the presentdstus its benefits for future language teachers.
First of all, as it has been mentioned earligg important that students' and teachers' opinions
about grammar learning and teaching match, angrisent study can provide teachers a great
amount of information about their students' vie&scondly, this information can assist teachers to
design grammar lessons keeping in mind the studgoass and wishes. Thirdly, it encourages
teachers to be critical towards the methods theyaoring in grammar teaching, and perhaps to

vary and adapt these methods to better matchgh&lents' needs and interests.

The purpose of the present study is to investigpieions about EFL grammar learning and
teaching held by Finnish upper-secondary-schoalestts. The focus of the present study is, firstly,
on general opinions about grammar instruction, seabndly, on feedback and error correction. The
participants will be compared by gender and Engiiside in order to see whether these factors
influence their opinions. Thirdly, the present stadims to find out what is the connection between
grammar and communication in the students' opiritoarthly, the present study aims to discover
how students describe a typical grammar lessonakswg what should be done differently in

grammar teaching in their opinion. The followingearch questions help in addressing the topic:

1. What are Finnish upper-secondary-school stgteptnions about EFL grammar

learning and teaching?

la. How does gender and their grade in Engligcatheir opinions?
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2. What are the students' opinions about feedhadkerror correction in EFL

classrooms?

2a. How does gender and their grade in Englidcatheir opinions?

3. What is the connection between grammar and agamwation in the students'

opinion?
4. How do the students describe a typical graniesson?

4a. What should be done differently in grammasdms?

These research questions will be answered by tioiiedata with the help of a questionnaire (see
Appendix 1). The students were asked a seriesestmns about whether they thought that
grammar helped them to learn English, and how itapb@ role grammar had in their learning.
They were also asked to give reasons for theirogsain order to get a deeper understanding of
their views. Questions concerning error correcdod feedback mainly measured their willingness
to be corrected in the classroom. As to grammarcanamunication, the students were asked to list
words that came to their minds when they think alle& wordggrammarandcommunicationand

they were also asked about whether grammar or conaative activities were more important.
Finally, the students were asked to describe @&ygrammar lesson, and also suggest what should

be done differently in grammar teaching in theiinam.
4.2 Choice of methodology

This section discusses the choice of methodologshi® present study in more detail. Since the
present study focuses on measuring student opirgoggestionnaire with Likert-scale answer

alternatives is a natural method to collect data.

Using a questionnaire for data collection has sdisadvantages (Alanen 2011: 160). First of all,
the participants may not be reliable, because thayparticipate anonymously. They might also
leave some questions unanswered. Secondly, theynteapret the questions the way they like, or
even misunderstand them. Thirdly, it has beencizéid that the questions might guide participants
to answer in a certain way. Fourth, the answeansbeasuperficial and simple, since the amount of

time that participants are willing to use fillingtoa questionnaire is usually quite short (Dornyei
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2003: 10-11). On the other hand, the advantagasqokstionnaire include that it enables the
collection of a great amount of data with relatyveinall effort, and in a short period of time
(Hirsjarvi et al. 2000: 182). In addition, the saqmeestionnaire can be used multiple times with

different groups and in different settings and ety (Alanen 2011: 160).

Multiple- choice questions are easy to responditme they do not require the participants to
produce any free writing, and they do not take thath time. In addition, they are straightforward,
and therefore commonly used on foreign languag®milegand teaching research (Dornyei 2003:
43). Multiple-choice questions are suitable for mang student opinions, because the different
alternatives can represent degrees of an attitodgest or belief. Moreover, coding multiple-
choice questions is rather easy, and they offetiel data. The disadvantage of multiple-choice

questions is that they do not offer the participaat opportunity to use their own voice.

Open-ended questions give participants the chanegrgress themselves in their own words, and
they also aid to explain the Likert-scale questiongiving more information (Alanen 2011: 151).
In addition, some unexpected points might rise fthenanswers, and they can offer some
descriptive quotes for analysis (Dérnyei 2003: €f)en-ended questions offer rich data and new
views on the subject, since the participants dosval to give reasons for their answers, and that i
why they were used in the present study. The @peled questions in the present study were, first
of all, specific open questionthat "ask about concrete pieces of informatid@drfiyei 2003: 48).
Secondly, they werelarification questionswhere the students were asked to give reasonkdir
answers to Likert-scale items. However, the chgleof open-ended questions is that they are
difficult to code reliably. The answers need carefassification and coding, and it also takes time
to answer them. However, since the number of ppatits in the present study was not too high
(N=98), using open-ended questions seemed redsomalthe questionnaire, the open-ended
questions are at the beginning, because then theipants have the energy and motivation to write
thorough and carefully considered answers. Alllinogpen-ended questions help to get a deeper

understanding of the students' opinions.

It is important to avoid questionnaires that aeltng (Alanen 2011: 152), because completing
them should not take too much time. In additiolgrey questionnaire is not very motivating for the
respondents. This questionnaire was approximatelges long, in addition to the instructions, and
the participants were given 15-20 minutes to cotagte When possible, some participants used

even more time to fill out the questionnaire. Sittemrecommended and optimal length for a
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guestionnaire is no more than 4-6 pages, and &aeined to complete it should not go beyond 30

minutes (Dornyei 2003: 18), the questionnaire anghesent study met these criteria.
4.3 Questionnaire

The present study is based on the studies by 8l89) and Jean and Simard (2011). For data
collection, these researches used a questionaaitlef was used in the present study as well, with
some additions, and it can be found in AppendikXHe questionnaire contains both questions with
Likert-scale answer alternatives and open-endedtmuns in Finnish, and it has three parts. In part
one, question 1 is the same as in the study byaledu$imard (2011). In part two, question 1 is
taken from the study by Polat (2009), and quest®asd 14 from that of Jean and Simard (2011).

Last, in part three, questions 3 and 5 were alsptad from the study by Jean and Simard.

The questionnaire contained statements on a 4-pikett scale. The four response alternatives,
which measure the strength of the opinions, esepletely agree, somewhat agree, somewhat
disagreeandcompletely disagreé 5-point scale would have given the participahts

opportunity to answer "somewhere in between", ddadk of knowledge of or experience with the
topic (Alanen 2011: 150). But, since the questiarenaas targeted at intermediate learners of
English, and it was expected that they have hautylef exposure to EFL grammar during their
school years, they were expected to be able teeggheir opinions having only four options to
choose from. In addition, having a "neutral" altgive available, some respondents might choose it
too easily to avoid making a real choice or to tddeeeasy way out (Doérnyei 2003: 37), and

therefore a 4-point scale encourages them to expines opinions.

The questionnaire was divided into three parts.fireepart contained altogether four independent
open-ended questions. Two open-ended questiond agia kinds of words students related to the
wordsgrammarandcommunicationThe results of these questions were classifi¢testral”,
"positive” or "negative". In addition, two open-aubquestions examined what kinds of grammar
sessions students were used to in the classroahwlaat aspects of grammar teaching could be

changed or improved in their opinion.

The second part of the questionnaire containedug$tepns with Likert-scale answer alternatives
that measured the students' general opinions &feugrammar. The students were also asked to
give reasons for their choices in order to acquioge information on the topic. Furthermore, this

gave the respondents a chance to use their owa.voic
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The final part of the questionnaire contained fguestions with Likert-scale answer alternatives
about error correction and feedback. The resposdeate also in this part asked to justify their
choices. In addition, background information waesasin the end. This part is not considered
demanding, so the participants were able to ansven though they were tired after responding to
all the other questions. The background informatn@mfuded the respondent's sex, and his/her

previous grade in the English language.
4.4 Data collection and processing

The data collection took place in the spring 2Gi#] the data consisted of upper-secondary-school
students' answers to a questionnaire containingtigms with Likert-scale answer alternatives and
open-ended questions. The schools in the presehyt stere chosen randomly, since they were
contacted in order to find out if they were willibg participate in the study. Two schools agreed to
data collection, two groups from each school. Ad groups consisted of second-year upper-
secondary-school students. After consulting th@asish | personally visited both of the schools and
gathered the data by means of the questionnaieesilidents answered the questionnaire either in
the beginning or at the end of the lesson, depgnaiinthe group and the teacher's preference. The

schools did not differ in size, and both of therm lacated in a city area.

After the data collection the data were procesBesdt, Microsoft Excel was used to code all the
answers to the questions with Likert-scale ans\terratives into numeric form. This was done by
using the response alternatives from one to foeco8dly, these numeric forms were used to
analyze the data with SPSS software. Thirdly, #sponses from the open-ended questions were
coded by theme, and also put into numeric form i@tog to the number of times that they had

been mentioned in the students' answers.

The calculations for the questions with Likert-gcahswer alternatives were done by using the
SPSS software. First, frequencies and mean valaes ealculated. Next, for each statement
Pearson correlations were determined, and they ussé to compare how similar or dissimilar the
responses were between the respondents by graatsoReorrelations were used to find out any
statistically significant differences. The closee tvalue was to 1, the more similar the responses
were, which means that there was no statisticalyificant difference between the responses. In
addition, the results were cross tabulated by geinderder to see how similar or dissimilar the

responses were between males and females, andabidone with SPSS as well.
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The present study used content analysis to an#tigzdata from the open-ended questions. Content
analysis allowed qualitative analysis of the d&@ntent analysis aims at getting an extensive and
brief description of the phenomenon in questioraddition, it aims at clear and verbal
representation of the phenomenon (Tuomi and Sar&@f1: 103-109)Iln the present study, data-
oriented content analysis was used. In data-odesmalysis, the coding categories are derived from
the data (Tuomi and Sarajarvi 2011: 109). First,ahswers in the present study were reviewed in
order to discover similarities and differencesha tesponses. Second, the answers were coded
thematically in order to get an extensive ideahefriange of answers. Finally, the answers were also

guantified into tables in order to illustrate thappearance in the data by frequency.
4.5 Participants

All the participants of the present study were Bhrupper-secondary-school students in two
separate cities in Finland. There were altogetBest@dents taking part in the study, from two
different schools. The participants had to be #&bleflect on their language learning and their
knowledge of EFL grammar, which is why they hatéoat a relatively advanced level in their
language studies. In Finnish upper secondary sshB&IL grammar has a central role in the
classroom. One of the main reasons for this isstuatents are trained to take the matriculation
examinations, where knowledge of grammar is impartdence, it was expected that the
participants at this particular level would be aolgrovide relevant information on the topic. All
the participants were on their second year of uppeondary school, which means that their age is
between 17 and 18 years. Of the participants, 5&% female (n=56), and 43% were male (n=42).

Considering their success in English, the partidipavere asked to give their most recent grades in
English in the questionnaire. In Finnish upper seeoy schools, the evaluation scale is from 4 to
10, 10 being the best. Among the participantsthih®e most common grades were 9 (n=28), 8
(n=24) and 7 (n=20), which indicates that the majaf the participants were proficient in English.
For comparison, only 7 participants replied theade to be 5 or 6, and 14 participants said their

most recent grade in English was 10. Five partidipdid not provide their recent grade in English.

5 FINDINGS

In this chapter, the participants' answers to thestjons in the questionnaire will be discusse@ Th
research questions functioned as themes for tlcesigon. First, the participants' general opinions

about EFL grammar learning and teaching are repo8econd, the participants' opinions about
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feedback and error correction are presented. Ttiiedparticipants' views on grammar and
communication are reported. Finally, the resultenfthe independent open-ended questions are
accounted for. A great deal of excerpts will bedut illustrate the points. In addition, the
responses were compiled into tables thematicallfrdryuency in order to visualize and clarify the
findings. Since the students often mentioned sépeiats in their responses, percentages for open-

ended questions were not calculated.

5.1 General opinions about EFL grammar learning andeaching

The first research question addresses the studemistal opinions about EFL grammar. The
questionnaire had a total of ten multiple-choicesiions (see Table 1) and three open-ended
guestions related to these opinions. The numbeitseaftatements are the ones that were used in the
original questionnaire, which is why they are natirely in a chronological order in the tables.

Even though the number of the participants in tlesent study is 98, not all participants answered
every question in the questionnaire, which explaihyg the total number of the participants varies

in the tables.

Table 1. Opinions about EFL grammar

Statement 1 2 3 4 n
(%) (%) (%) (%)

1. The study of grammar is vital to master the Ehgl 1 7 B85 54 97

language properly. (2.0) (7.2) (36.1) (55.7)

2. Itis possible to learn English well without tteidy 14 35 34 13 96

of grammar. (14.6) (36.5) (35.4) (13.5)

3. The study of English grammar is completely 88 9 1 0 98

useless. (89.8) (9.2) (1.0)0 (0.0

4. The study of English grammar gives confidence td 7 36 54 98

language use. (2.0) (7.1) (36.7) (55.1)

5. My skills in English improve fastest, if | studg 6 31 43 17 98

grammar. (6.2) (32.0) (44.3) (17.5)

6. The study of grammar helps me to learn English. 2 5 41 49 97

(2.1) (5.2) (42.3) (50.5)
8. I like the study of grammar. 5 31 45 16 97
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(5.2) (32.0) (46.4) (16.5)

10. There should be more teaching of grammarin 11 60 21 3 95
English lessons. (11.6) (63.2) (22.1) (3.2)

12. | usually think about grammar rules, whewrite 9 24 43 22 98
in English. (9.2) (24.5) (43.9) (22.4)

13. I usually think about grammar rules, wheedda 13 41 34 10 98
text | have written in English. (13.3) (41.8) (34.7) (10.2)

Response alternatives: 1= strongly disagree, 2=ewntnat disagree, 3= somewhat agree, 4=

strongly agree

First, the participants strongly agreed that thielysof grammar was vital in order to master the
English language, since altogether 92 % somewhstrangly agreed with statement THe study

of grammar is vital to master the English languageperly) (see the original statements in Finnish
in Appendix 1), and over half of them (55.1 %) coetgly agreed. However, the participants were
not unanimous over whether learning English wasipteswithout a focus on grammar, which can
be seen in the answers to statemeiit i8 possible to learn English well without thedy of
grammayj. Of the participants, 35.4 % somewhat agreeddhatcould learn English without
grammar, but at the same time, 36.5 % somewhagmisd with the statement. Similarly, 13.5 %
strongly agreed that learning English was possilitieout the study of grammar, whereas 14.6 %
strongly disagreed. None of the participants styoagreed and only 1% somewhat agreed with
statement 3The study of English grammar is completely usglds$se vast majority, 89.8% of the
participants, strongly disagreed with statementt&se results indicate that the participants
understood the value and benefits of grammar, sinaene regarded it as useless, but at the same

time, some of them thought that learning Englisis wat merely dependent on studying grammar.

Over half of the participants (55.1 %) stronglyesst with statement 4 e study of English
grammar gives confidence to language)usgeain, only 1 % strongly disagreed and 7.1 %
somewhat disagreed with this statement. Since @6also somewhat agreed with the statement, it
can certainly be interpreted that grammar helpsehmers to use the language properly, because
they have a system that they can rely on whenéegrare insecure. The answers to statement 5
(My skills in English improve fastest if | studygreammayj were rather divided. Of the participants,
44.3 % somewhat agreed and 17.5 % strongly agrébdhe statement, but simultaneously, 32 %

somewhat disagreed and 6.2 % strongly disagreedmigjority seems to think that grammar is the
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fastest way to improve their skills in English, lutelatively significant percentage also disagreed
with this.

The answers to statementThé study of grammar helps me to learn Enghsére in line with
answers to statements 1 and 4. Half of the paaint§p(50.5 %) strongly agreed that the study of
grammar helped them to learn English, and 42.3 #tesdhat agreed, which means that altogether
92,8 % of the participants agreed with the statén@nly 7.3 % disagreed or somewhat disagreed
with the statement. As for statement 8ke the study of grammgronly 16.5 % of the participants
strongly agreed. Even though 46.4 % somewhat agwbdhe statement, 32 % also somewhat
disagreed with it. Interestingly, the results ftatements 6 and 8 highlight the importance of
grammar in the students' minds, since they defyniteought it reinforced their learning. However,
a smaller percentage of the participants strongtged that they liked the study of grammar. This

indicates that studying grammar is regarded anakebut not necessarily pleasant.

The great majority of the participants (63.2 %) swrhat disagreed with statement TDé¢re
should be more teaching of grammar in English lass@nd 11.6 % strongly disagreed. Of the
participants, 22.1 % somewhat agreed and only 3s&réfgly agreed with this statement. These
results clearly suggest that the participants hegative attitudes towards grammar, since the

majority did not want to increase the amount ohgrear teaching.

Of the participants, altogether 66.3 % stronglg@mewhat agreed with statement La@gually

think about grammar rules when | write in Eng)isAs to statement 13 gsually think about
grammar rules, when | read a text | have writberienglish, 44.9 % of the participants strongly or
somewhat agreed. Consequently, the students thabglot grammar rules more when they were
writing. No more than 9.2 % strongly disagreed thay thought about grammar when they were
writing, and for reading the comparable percentage 13.3 %. In the light of these findings it
seems that the participants think about grammasnuore when they are writing in English than
when they are reading. This can result from thetfaat writing viewed as a process demands more
thinking, and it is a slower process than readamgl therefore, an individual has more time to stop
and think about the rules in writing. In additiamwriting an individual has to think about the

language more deeply, and focus on producing strest
Comparison by grade

The present study aimed to discover whether thigcgaants' recent grade in the English language

or gender had any impact on their responses. Reascelations were calculated for each



34

statement, and the closer the value was to 1, tre similar the participants' responses were,
which meant that there was no statistically sigaifit difference. Regarding the recent grade in
English, statistically significant differences cdide found only for statement Blike the study of

grammaj (see Table 2, for the full table, see Appendix 2)

Table 2. Comparison by grade

Statement 1 2 3 4 Grade Total  Pearson
correlation
8. | like the study of grammar. n 2 11 13 1 4-7 27 273*
% (7.4) (40.7) (48.1) (3.7)
n 1 9 9 5 8 24
% (4.2 (37.5) (37.5) (20.8)
n 1 9 21 10 9-10 41

% (2.4) (22.0) (51.2) (22.4)

* = gstatistically significant difference

For statement 8 (ike the study of grammathe Pearson correlation was (.273), which mdaatt t
the higher a grade the participant had in Engtish,more s/he agreed with the statement.

Accordingly, the participants who were good at Esighlso liked its grammar.
Comparison by gender

As to the relevance of the participants' sex, tlesgnt study aimed to find out whether there were
any differences in the opinions between boys arid. gtor each statement, the percentages of
males and females were cross tabulated to shosigh#icant discrepancies. Statistically
significant differences could be found for statetagh(t is possible to learn English without the
study of grammay.and 13 (usually think about grammar rules, when | reatéat | have written

in English) (see Table 3, for the full table, see Appendix 3)
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Table 3. Comparison by gender

Statement 1 2 3 4 Gender Total
2. Itis possible to learn English well n 11 22 15 6 Girls 54
without the study of grammar. % (20.4) (40.7) (27.8) (11.1)
n 3 13 19 7 Boys 42
% (7.1) (31.0) (45.2) (16.7)
13. 1 usually think about grammar rules, n 3 29 17 7 Girls 56
when | read a text | have written in Englis % (5.4) (51.8) (30.4) (12.5)
n 10 12 17 3 Boys 42

% (23.8) (28.6) (40.5) (7.1)

For statement 2, there was a significant discreparbveen the boys' and girls' responses. Of the
girls, altogether 61.1 % strongly or somewhat disad with the statement, whereas of the boys,
only 38.1 % strongly or somewhat disagreed. Otihs, 61.9 % strongly or somewhat agreed
with the statement, whereas only 38.9 % of thes gilongly or somewhat agreed. Consequently,
more girls than boys thought that learning Engligll was not possible without the study of
grammar. The boys thought that one can learn Hngledl even without studying its grammar, but

not as many girls thought so.

For statement 13 (sually think about grammar rules, when | reatkat | have written in

English) significant differences between the boys andsgiduld also be found. Over half of the
girls (51.8 %) somewhat disagreed with statementwh@reas only 28.6 % of the boys did so.
However, 23.8 % of the boys strongly disagreed Withstatement, and only 5.4 % of the girls did
so. So, more girls disagreed that they thought afp@mmar rules while reading a text they had
written in English. But, the boys seemed to havensfer opinions about the statement, since more

boys than girls strongly disagreed.
Summary

To sum up, the participants considered grammar itapbin order to master the English language
properly (92 % somewhat or strongly agreed). Howeeir opinions about whether it was
possible to learn English well without a focus eargmar varied, but no one thought that the study
of grammar was completely useless. Most of theesttedthought that the study of grammar helped

them to learn English, and therefore, it gave theone confidence to use the language. But, they
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had divided opinions about whether the study ofrgrar was the fastest way to learn English. In
addition, they were not unanimous about whethey liked grammar or not. The study of grammar
was regarded as important, but not necessaril\safgaAs a result, the great majority did not want
to increase the amount of grammar teaching in Ehdéissons. Moreover, the students thought
about grammar rules more while writing than whdading in English. The participant's recent
grade in English had relevance: the higher a gomgehad, the more s/he liked the study of
grammar. Gender had some relevance to the resulgla First, more girls than boys thought that
learning English properly was not possible withth study of grammar. Second, more girls than
boys somewhat disagreed that they thought abootrgea while reading, but at the same time,

more boys strongly disagreed.
5.1.2 Open-ended questions: general opinions abogitammar

Questions 7, 9 and 11 in the second part of thetmumnaire (see Appendix 1) asked for the
students' general opinions about EFL grammar legrand teaching. These open-ended questions
were slots where the students gave reasons forapigions. Next, the answers to these open-

ended questions are reported.

Reasons why grammar helps the students to learfisBng

Reasons why grammar helped the students or dideiptthe students to learn English were asked
in question 7. Next, the reasons that helped tm|Eaglish are reported. One reason why grammar
helped the students to learn English was thatljtettethem to form meaningful sentences (see

example 1):

(1) Jos osaa kieliopin on helpompi rakentaa sajlaiseita. (Student 82)

[If you know the grammar it is easier to form flusantences]

Another reason why grammar helped the studentsarm [English was that it increased their

confidence to use English (see example 2):

(2) Tietda mihin jarjestykseen sanat kuuluu laitintaa varmuutta kayttad Englantia. (Student 29)

[You know in which order you should put the wogises confidence to use English]
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The third reason why grammar helped the studertata English was that it helped them to

understand the English language better (see ex&aiiple

(3) Jos osaan kieliopin, niin osaan tietysti parémenglantia eli se auttaa ymmartamaan mita joku
puhuu tai kirjoittaa. (Student 2)

[If I know the grammar, then of course | know Eglglbetter so it helps to understand what someone is
speaking or writing.]

The fourth reason why grammar facilitated learnirag that it supported correct language use (see

example 4):

(4) Auttaa, silla talldin puhuu oikeaa kieltéa. (Seémt 27)

[It helps, because then you speak correct langjage.

The fifth reason for grammar facilitating learniBgglish was that it provided useful rules and

structures (see example 5):

(5) Oppii erilaisia saantdja ja rakenteita, joidemlla voin puhua ja kirjoittaa englantia. (Stutlg)

[You learn different rules and structures, with thedp of which | can speak and write English.]

Reasons why grammar dosat help the students to learn English

It was also mentioned that grammar dat necessarily help the students to learn Englisth ta@e
reasons that were given are reported next. Onemeay grammar did not help them to learn

English was that it did not help to communicates (seample 6):

(6) Ei juurikaan auta ainakaan puhumiseen, koskalleiiessa tule mietittya lauserakenteita tai
kieliopin saantéja. (Student 5)
[It does not aid really, at least not speaking hes@you do not think about sentence constructions o

grammar rules while speaking.]

The second reason why grammar did not facilitsdenieég was that grammar instruction did not

teach new vocabulary (see example 7):
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(7) Ei auta, koska kieliopin harjoittelu ei anna saoas{Student 42)

[It does not help, because practicing grammar doatsgive vocabulary.]

The answers to question 7 are listed in Table E#tieally and by frequency.

Table 5. Reasons why grammar helps/does not helgttidents to learn English by frequency

Reasons why grammar helps the students Reasons why grammar does not help the

to learn English students to learn English

Response Frequency Response Frequency
(N) (N)

Helps in forming sentences 34 Does not help to conicate 8

Gives confidence to use 19 Does not give new vocabulary 4

English

Helps to understand English 14
Helps to use the language 14
correctly

Gives rules and structures 12

Gives a basis for the languag 6

Helps in forming sentences, Gives confidence tdnggish,Helps to understand Englisnd
Helps to use the language correothgre the most frequent reasons why grammar helged t
students to learn English. Quite frequent reas@re &lso that iGives rules and structuremd
Gives a basis for the languade.contrast, the most frequent reasons for whyngnar did not help
learning wereDoes not help to communicaadDoes not give new vocabulamjowever, there
were fewer reasons given for why grammar did natifate learning English than for why it did

facilitate learning English.

For the participants, the study of grammar fad#éitllanguage learning and aided comprehension.
Grammar was also a source of security, and knogiaghmar increased a student's confidence to
use English. In addition, grammar helped them ®acurate language. It gave the students

important rules and structures, and it was consttléite basis of the language. However, the study
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of grammar wasot helpful, because, it took time from communicatow it did not provide
chances to learn new words. However, overall theiops about grammar were positive and
appreciative. It seems that the participants wioaght that grammar did not help them to learn
English considered grammar to be separate frorottier aspects of language. They did not see a
connection between grammar and communication,amgrar and vocabulary. If grammar is
always taught in separate sessions during lesgassiot surprising that some students feel this

way.

Reasons for liking grammar

Reasons for liking or not liking grammar were askeduestion 9. Next, the reasons for liking

grammar are reported. One reason for liking grammzer again its usefulness (see example 8):

(8) Pidan, koska tiedan sen olevan hyddyllista égsa. (Student 69)

[l like it, because | know that it is beneficiallife.]

Another reason for liking grammar was that it fdaied learning (see example 9):

(9) Se auttaa oppimaan. (Student 73)

[It helps me to learn.]

The third reason for liking grammar was that it wassidered pleasant and easy (see example 10):

(10) Se on mukavaa, suht helppo (Student 71)

[Itis pleasant, quite easy.]

Reasons fonot liking grammar

The participants mentioned several reasons foliking grammar, and these answers are presented

next. One reason for not liking grammar was thatas considered difficult (see example 11):

(11) En pid&, koska se on vaikeaa. (Student 79)

[ do not like it because it is difficult.]
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Another reason for not liking grammar was thatatsviboring (see example 12):

(12) Tylsaa, kaavamaista. (Student 11)

[Boring, formal.]

The third reason for not liking grammar was too ynarceptions to the rules (see example 13):

(13) Vaikeaa, sadantoja ei tunnu olevan poikkeustéaran takia. (Student 16)

[Difficult, there seems to be no rules becausedtse so many exceptions.]

The fourth reason for not liking grammar was mewmadion that was regarded as demanding (see

example 14):

(14) En pid&, koska niin paljon ulkoa opetelta&iudent 42)

[I do not like, because there is so much to meradi

The answers to question 9 are listed in Table Gé#tieally and by frequency.

Table 6. Reasons for liking/not liking the studygophAmmar by frequency

Reasons for liking grammar Reasons for_not liking tpammar

Response Frequency Response Frequency
(N) (N)

It is beneficial 23 It is difficult 21

Helps to learn Englist 23 It is boring 20

It is easy/pleasant 18 Too many exceptions 10

| do not like memorizatior 8

It is beneficia) Helps to learn Englislandlt is easy/pleasanwere the most frequent reasons for
liking grammar. In contrastt is difficult, It is boring, Too many exceptioasdl do not like
memorizatiorwere the most frequent reasons for not liking grammdowever, there were more

reasons for liking grammar than for not liking graar.
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The description "necessary but boring" (Jean anth& 2011) matches better than well with the
students' opinions. The majority of the particigdiked learning English grammar because they
understood its value, but at the same time theg@eledged that it was challenging and even
boring. The participants understood that learnirsgrgnar was worth it, even though they did not
like memorizing the rules and exceptions to thentesit was demanding and took time and effort.
Some participants genuinely liked grammar anddtrait cause any difficulty to them. Learning a
language can occur without rules or patterns, gjine@xposure, but language learning in school
usually means that some grammar patterns and dtisinus involved. Some students may find this
hard, because they feel that patterns and fornauaeonnected to mathematics, not languages.
Moreover, grammar is regarded as boring probabtabse the methods to teach grammar can be
old-fashioned, for example, including plenty oflidrior teacher-centered. Grammar instruction
should engage students and let them be activeadsif a teacher lecturing about grammar rules in

front of the class. This could increase studentdlvation and interest in grammar.
Reasons why there should be more teaching of gramma

Reasons why there should or should not be moréitegof grammar in English lessons were
asked in question 11. The participants had vepngtand similar opinions about this statement.
The reasons why there should be more teachingaofimgiar are reported next. One reason why

there should be more grammar was because repetitisrconsidered helpful (see example 15):

(15) Kertausta aina hyva olla! Tahtoo jotkut perusasiatkein unohtua. (Student 56)

[It is always good to have repetition! Some bakiogs are almost forgotten.]

Another reason why there should be more grammahteg was that grammar is one of the key

aspects of a language (see example 16):

(16) Kylla, koska se on keskeinen osa kielté ja se ekus haastavaa eika sita opi heti. (Student 3)

[Yes, because it is a central part of a languagd &is sometimes challenging and you do not learn
immediately.]

The third reason why grammar instruction shoulénseeased was that it would enhance grammar

learning (see example 17):
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(17) Se on melko tarkeé& osata ja mikali sita dfasin enemman, sen luonnollisesti oppisi paremmi
(Student 70)

[It is quite important to know it and if it woulzk taught more, you would of course learn it béfter

Reasons why there shouldt be more teaching of grammar

The participants mentioned several reasons why tsleould not be more teaching of grammar, and
the reasons for this are reported next. One reassrthat the amount of grammar teaching was
already adequate, and another reason was that gnatoak time away from other activities, for

instance, oral activities and vocabulary learnsgg(example 18):

(18) Mielestani kielioppia on riittavasti ja muia alueita kuten puhetta ja sanastoa on tarkea
harjoitella. (Student 6)

[In my opinion there is enough grammar and it igportant to practice other areas like speaking and
vocabulary.]

The third reason for why there should not be moaengnar teaching was that it was not regarded as

useful (see example 19):

(19) Se on turhaa. (Student 49)

[It is unnecessary.]

The answers to question 11 are listed in Tableehttically and by frequency.

Table 7. Reasons for why there should/should nohtee grammar teaching by frequency

Reasons why there should be more  Reasons why there should not be more grammar

grammar teaching teaching
Response Frequency Response Frequency
(N) (N)
Repetition is beneficial. 7 The amount of gramnsaalready 53
adequate.
Grammar is a central part 6 There should be more practice of 16

of the language. speaking/vocabulary than grammar.
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It would help to learn 6
grammar better.

It is unnecessary. 2

Repetition is beneficial, Grammar is a central paithe languagandIt would help to learn
grammar bettewere mentioned as the most common reasons for vamgrgar instruction should

be increased. In contradthe amount of grammar is already adequatd There should be more
practice of speaking/vocabulary than teaching @frgmarwere the most common reasons for not
wanting to increase the amount of grammar instoactEven though reasons were given why there
should be more grammar teaching, the frequencgaxdans why there shoutdt be more grammar

teaching was much higher among the participants.

Again, the participants recognized the value amebis of grammar teaching, but they thought that
there was enough of it. Some of them even thougtitthe amount of grammar teaching should be
reduced in order to dedicate time for vocabulaayrieng and speaking. It is true that especially in
upper secondary school the amount of grammar tegéhcreases, compared to secondary school.
The teaching of grammar includes plenty of rules exceptions, which can be overwhelming for
students, even though in the matriculation exarmanahese matters are central. Overall, the
students were homogeneous in their opinions alb@ispecific question in the questionnaire, since

the majority replied that the amount of grammar adsquate at the moment.
Summary

To sum up, the participants responded that theysitigrammar facilitated language learning.
Especially, it supported sentence formation andprehension, and it increased students'
confidence to use English. The students liked grantmcause it was useful and it supported
language learning. However, they thought that gramsidnot help them to communicate and it
did not enhance vocabulary learning, and they didike grammar because it was boring,
demanding and included too many exceptions. Int@hdimemorization was considered
demandingThe respondents strongly agreed that the amougraafimar teaching in English
lessons was sufficient. They thought that time &hbe dedicated to speaking and vocabulary

learning as well.
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5.2 Opinions about feedback and error correction'

The second research question asked for the studgngons about feedback and error correction
in the classroom. The questionnaire contained fawitiple-choice questions (see Table 8) and two
open-ended questions related to these opinionsniimbers of the questions are again the ones
from the original questionnaire, which is why tta not entirely in a chronological order in the
tables. Again, the total number of participantseabecause not all participants answered every

guestion in the questionnaire.

Table 8. Opinions about feedback and error cooacti

Statement 1 2 3 4 n
(%) () (%) (%)

1. Teacher should correct students' grammaticater 3 10 39 40 92
in English lessons. (3.3) (10.9) (42.4) (43.5)

2. llike my grammatical errors be corrected, if | make 13 45 38 97
them in English lessons. (2.0) (13.4) (46.4) (39.2

3. lwant the teacher to correct grammatical errors 0 2 18 78 98
my written text in English lessons. (0.0) (2.0) (18.4) (79.6)

5. lwant the teacher to correct grammatical errors in3 33 41 18 98
my spokenlanguage in English lessons. (3.2) (34.7) (43.2) (18.9)

Response alternatives: 1= strongly disagree, 2=esdrat disagree, 3= somewhat agree, 4=

strongly agree

Firstly, the students agreed that the teacher dremrfect their grammatical errors in English
lessons, since almost 86% of the participants sdraewr strongly agreed with statement 1
(Teacher should correct students' grammatical eriargnglish lessorsOnly 14.2 % somewhat
or strongly disagreed with the statement. Almostsame percentage of the participants (85.6 %)
somewhat or strongly agreed with statementliR¢ my grammatical errors be corrected, if | neak
them in English lessohsHowever, a slightly smaller percentage stroraglyeed with statement 2
(39.2 %) than with statement 1 (43.5 %). Only 19.4f the participants somewhat or strongly

disagreed with statement 2.

Statements 3 and 5 asked for the students’ opiaiomist correcting errors in written and spoken

language in English lessons. The vast majorityhefdarticipants (79.6 %) strongly agreed with
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statement 3l (want the teacher to correct grammatical errorsniry written text in English lessgns
Of the participants, 18.4 % also somewhat agreéu the statement. Only 2% of the participants
somewhat disagreed, and no one strongly agreedsteittment 3. As to statement Svént the
teacher to correct grammatical errors in my spokamguage in English lessonsnly 18.9 % of

the participants strongly agreed. However, 43.2%hem somewhat agreed with statement 5. At
the same time, 34.7 % of them somewhat disagretdtie statement, but only 3.2 % strongly

disagreed.

The participants’ opinions about feedback and @warection were clear: the majority wanted their
grammatical errors to be corrected by the teadfer.majority also liked that their grammatical
errors were corrected, but more students somevgneed (46.4 %) than strongly agreed (39.2 %)
with this. However, there was a significant diéiece in opinions between errors in writing and
errors in speaking. The participants were more oot@ble with the teacher correcting their errors
in writing than in speaking. Reasons for this canflstly, that corrections to a written text are
usually also made in writing, which means thatfdezlback is more private. But, feedback on
speech can occur so that other students can asathehich can result in the student feeling
uncomfortable and embarrassed. Secondly, it catiffieult for students to receive feedback while
speaking, because it can be challenging to coratendn it, and it can interfere with production.

Thirdly, written feedback can be more efficientcéese students can return to it later if necessary.
Comparison by grade

The present study aimed to find out whether thégjpant's recent grade in the English language
influenced their responses. Pearson correlatiome vadculated for each statement, and the closer
the value was to 1, the more similar the particigaresponses were, which meant that there was no

statistically significant difference.

Considering the recent grade in English, statiyicagnificant differences could be found for

statements 2 and 3 (see Table 9).
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Statement 1 2 3 4 Gradg n Pearson
correlation

1. Teacher should correct students| 1 1 15 8 4-7 25 .024
grammatical errors in English (4.0)| (4.0) | (60.0)| (32.0)
lessons. 0 4 6 14 8 24

(0.0)| (16.7)| (25.0)| (58.3)

2 4 16 16 9-10 |38

(5.3)| (10.5)| (42.1)| (42.1)
2.1 like my grammatical errors be |1 4 15 7 4-7 27 .285*
corrected, if | make them in English (3.7) | (14.8)| (55.6)| (25.9)
lessons. 0 3 14 7 8 24

(0.0)| (12.5)| (58.3)| (29.2)

0 5 15 21 9-10 41

(0.0)| (12.2)| (36.6)| (51.2)
3. Iwant the teacher to correct 0 1 9 17 4-7 27 .349*
grammatical errors in myritten (0.0)] (3.7) |(33.3)| (63.0)
text in English lessons. 0 1 6 17 8 24

(0.0)| (4.2) | (25.0)| (70.8)

0 0 1 41 9-10 (42

(0.0)| (0.0) | (2.4) | (97.6)
5. Iwant the teacher to correct 0 8 16 3 4-7 -.017
grammatical errors in mgpoken (0.0)[ (29.6)| (59.3)| (11.2)
language in English lessons. 1 7 11 4 8

(4.3)| (30.4)| (47.8)| (17.4)

1 17 13 9 9-10

(2.5)| (42.5)| (32.5)| (22.5)

* = statistically significant difference

Response alternatives: 1= strongly disagree, 2=ewdrat disagree, 3= somewhat agree, 4=

strongly agree
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For statement 2 (ike my grammatical errors be corrected, if | neathem in English lessorthe
Pearson correlation was (.285). This meansttiehigher a grade the participant had in English,
the more s/he agreed with the statement. Consdygyutite students who were good at English were
more comfortable with error correction. For statatr( want the teacher to correct grammatical
errors in my written text in English lessdrise Pearson correlation was (.349), which alsamse
that the higher a grade in English, the more thiggi@ant agreed with the statement. Accordingly,
the good students were more comfortable with eroorection in writing than the less proficient
students. It is interesting that the recent giadenglish had no significance for statemergt want
the teacher to correct grammatical errors in my lggm language in English lessgn&ood

students could have been expected to be more cablfewith error correction in speaking as well.
Feedback on speech can occur so that other stuchemtsear it too, and therefore, good students
could have been expected to have more toleranceaniilence to receive this kind of "public"
feedback.

Comparison by gender

The present study aimed to find out whether thexeevany differences in opinions between boys
and girls. For each statement, the percentagdsedidys and girls were cross tabulated in order to
discover significant differences. A statisticallgrsficant difference could be found only for
statement 2l like my grammatical errors be corrected, if | neathem in English lessonsee

Table 10)

Table 10. Comparison by gender

Statement 1 2 3 4 Gendef Total
1. Teacher should correct students' niz2 7 23 22 Girls 54
grammatical errors in English lessons. % | (3.7)| (13.0)| (42.6)| (40.7)
n {1 3 16 18 Boys 38
% |(2.6)| (7.9) | ((42.1)|(47.4)
2. | like my grammatical errors be correcte{ n | O 11 24 20 Girls 55
if | make them in English lessons. % | (0.0)| (20.0)| (43.6)| (36.4)
n i1 2 21 18 Boys 42
% |(2.4)| (4.8) | (50.0)| (42.9)
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3. lwant the teacher to correct grammatic{ n | O 1 7 48 Girls 56
errors in mywritten text in English lessons.| % | (0.0)| (1.8) | (12.5)| (85.7)
ni|o 1 11 30 Boys 42
% |(0.0)| (2.4) | (26.2)| (71.4)
5. lwant the teacher to correct grammaticd n | 3 19 22 10 Girls 54
errors in myspokenlanguage in English % | (5.6) | (35.2)| (40.7)| (18.5)
lessons. ni|o 14 19 8 Boys 41

% | (0.0)| (34.1)| (46.3)| (19.5)

For statement 2, there was a significant differandbe responses by gender. Of the girls, 20 %
somewhat disagreed, whereas of the boys, only 4&8fewhat disagreed with the statement. None
of the girls and 2.4 % of the boys strongly disadreiith the statement. The results show that many
more girls than boys disagreed that they likedrtpeimmatical errors to be corrected. This could

indicate that the girls' opinions about error cotian were slightly more positive.
Summary

To sum up, the participants' opinions about feekilaacl error correction were overall more

positive than negative. First, approximately 86t#oreggly or somewhat agreed that the teacher
should correct grammatical errors made by stud&#sond, the majority agreed that they liked
their grammatical errors to be corrected, but tlagonity did not strongly agree with this. Thirdeth
difference between error correction in writing amépeaking was clear, since the participants were
more comfortable with teacher correcting their exiia writing than in speaking. The participant's
grade had some impact on the answers. The studbotbad higher grades in English had more
positive opinions about feedback and error comectr he participant's gender did not have much
relevance, but one significant difference was fouhd girls more often than the boys somewhat

disagreed that they liked their grammatical ertorse corrected by the teacher.
5.2.1 Open-ended questions: feedback and error carction

Questions 4 and 6 in the third part of the questiine (see Appendix 1) were concerned with the
participants' opinions about feedback and errorection. These open-ended questions were slots
where the students provided explanations for teswers. The answers to these questions are
reported next.
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Reasons why grammatical errors should be corretedriting

Reasons why grammatical errors should or should@aorrected in writing were asked in
guestion 4. Next, the reasons why errors shoukbbected are reported. One reason why

grammatical errors should be corrected was learinorg mistakes (see example 20):

(20) Virheista oppii parhaiten, joten on tarkeda ettkawataan. (Student 14)

[You learn best from mistakes, so it is importdnatttthey are corrected.]

Another reason why the students wanted their enom®cted in writing was that it helped them to

know what they should pay attention to in the fat(see example 21):

(21) Kun opettaja korjaa virheeni, pystyn kiinnittdmésgihen liittyvan kielioppiasian opiskeluun
enemman huomiota. (Student 97)

[When the teacher corrects my errors, | can payeraitention to studying the grammar point.]

The third reason why errors should be correctededasational goals, for example success in the
matriculation examination, in the future that reqdigood knowledge of grammar (see example
22):

(22) Jos virheita ei korjata, en selvia yo:sta st 34)
[If the errors are not corrected, | cannot survivematriculation examination.]

Reasons why grammatical errors shontu be corrected in writing

Almost all of the participants wanted their errtrde corrected in writing, which is why there was
only one reason mentioned why errors should natdoeected. The reason was that it was not

always considered necessary (see example 23):

(22) Jos tehtavalla ei ole hirveasti merkityst&gaanallisesti) niin sitten ei tarvitse korjatdtyfdent 3)

[If the task has not much relevance (to grade) tihénot necessary to correct.]

The answers to question 4 are listed in Table &fnttically and by frequency.
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Table 11. Reasons why errors should/should nebbected in writing by frequency

Reasons why errors should be corrected in  Reasons why errors should not be corrected

writing in writing

Response Frequency Response Frequency
(N) (N)

Learning from mistakes 75 It is not always necessar 2

To know what to focus on inthe 17
future.
Educational goals that require good2

grammar.

Learning from mistaked,0 know what to focus on in the fut@edEducational goals that require
good grammawere mentioned as the most frequent reasons wimyrgagical errors should be
corrected from written language. The only reasog @inors should not be corrected was that

not always necessary

The participants wanted their grammatical errorsemed in writing, because they wanted to learn
from mistakes. In addition, corrections provided #fiudents with information on what they should
improve in the future. Moreover, educational gdhtg required mastery of grammar were a reason
for wanting error correction. Only two participamtentioned that the teacher should not correct

errors because it was not considered necessary.

These results reveal that the students definitelye/feedback in writing, and they have mainly
positive opinions about error correction in writirigearly, it would not be fair towards learners to
ignore all their errors, since it would not givetin the possibility to improve their language skills
and do better in the future. Furthermore, repeatiegsame mistakes over and over, and not
knowing what went wrong, can result in learningoimect forms, which can be difficult to correct
later. It was positive to notice that the particifsavalued error correction for the sake of leagnin

and only a few mentioned direct educational gdalsexample, matriculation exams.
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Reasons why grammatical errors should be correctesppeaking

Reasons why grammatical errors should/should nebbected in speaking were asked in question
6. The reasons why errors should be correctecep@ted next. One reason why grammatical

errors should be corrected in speaking was learfinarg mistakes (see example 23):

(23) Jotta voisin oppia virheisténi. (Student 24)

[So that I could learn from my mistakes.]

Another reason why errors should be corrected éakipg was that serious errors should be

corrected (see example 24):

(24) Raikeat virheet, ei pilkuntarkkaa nipottamjgiahat virheet pitéisi saada korjattua. (Stu@eht

[Seriouserrors, no meticulous nitpicking, bad mistakes $thdne corrected.]

Reasons why grammatical errors shootd be corrected from spoken language

The students mentioned several reasons why gracahatirors should not be corrected in
speaking, and these reasons are reported nexte@sen why errors should not be corrected in

speaking was that it did not courage the studenspeak (see example 25):

(25) Se ei rohkaise puhumaan jos aina saa huonsatuikheista. (Student 66)

[It does not encourage to speak if you always getroents on errors.]

Another reason why errors should not be correctegpeaking was that it was more important to be

understood than focus on errors (see example 26):

(26) Puhuessa on tarkeampad, etta viesti valittyy ojkaim etté puhe on kieliopillisesti virheetonta.
(Student 26)

[In speaking, it is more important that the messggts across than that the speech is grammatically
correct.]

The third reason why errors should not be corrertepheaking was that correcting small errors

was not considered necessary (see example 27):
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(27) Haluan, etta raikeat virheet korjataan, mutta jievirheisiin ei mielestani ole tarvetta puuttua.
(Student 38)

[l want obvious errors corrected, but there ismeed to pay attention to small errors.]

The fourth reason why errors should not be corcertespeaking was that in speech grammar was

not so important (see example 28):

(28) Puhutussa kielessa kielioppi ei ole tarkei(@éudent 96)

[In spoken language, grammar is not the most imgodrthing.]

The fifth reason why error correction was not neaegin speaking was that it was not considered

pleasant (see example 29):

(29) No ei se valttamatta kovin kivaa jos tuleejkamaan puheen péaalle (Student 9)

[ Well it is not necessarily very nice if someoonenes and corrects over your speech.]

The sixth reason why errors should not be correictspeaking was the fear of other students

hearing it (see example 30):

(30) Ei ole hauska muiden kuullen. (Student 55)

[Itis not fun while the others can hear.]

The answers to question 6 are listed in Table &ééh#tically and by frequency.
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Table 12. Reasons why errors should/should nebbected in speaking by frequency

Reasons why errors should be corrected in  Reasons why errors should not be corrected in

speaking speaking
Response Frequency Response Frequency
(N) (N)
Learning from mistakes. 33 It does not encouraggpéak. 16
Serious errors should be 11 It is more important to be 13
corrected. understood.
Small errors should not be 11
corrected.
In speech grammar is not so 8
important.
It does not feel comfortable. 3

It is not nice if the others hearit. 3

Learning from mistakesndSerious errors should be correcte@gre the most common reasons
why errors should be corrected in speaking. Inrestitthe most common reasons why errors in
speaking shouldot be corrected wer does not encourage to speak, It is more impartare
understood, Small errors should not be correctadsdeech grammar is not so important, It does
not feel comfortablandlt is not nice if the others hear Many more reasons were mentioned why
errors in speaking shoufibt be corrected, but the frequency of reasons wiyreshould be

corrected was also quite high.

Error correction in speaking was considered impuytaecause it facilitated language learning.
Serious errors can interfere with communicationicihs probably why correcting them was
considered important. However, error correctionlesepeaking was not regarded as encouraging,
and it could feel uncomfortable. Naturally, if tteacher keeps constantly interrupting a student
who is trying to communicate, and even the smadlesirs that are not relevant in the situation are
corrected, it gives the impression that the aifanfjuage use is perfection. As a result, studets c
be discouraged to speak, since they might feelttteat speech should be prepared beforehand in
order to avoid errors. However, the participantdarstood that not all small errors need correction,
and that communicating a message was more impontapeaking. Therefore, constant error

correction by the teacher could be regarded ademeditpicking. Furthermore, if other students
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can hear the correction, it can be embarrassinthéstudent. The teacher should, consequently,
avoid direct error correction on speech, and makeore implicit, for example, through recasts. In
addition, the teacher could list the errors thatlshts constantly make in speech, and discuss these
in a separate lesson. Encouraging communicatiorore beneficial for learners, not aiming at

error-free language use. As the results indicatening from mistakes was considered helpful.

Summary

To sum up, errors should be corrected in writingval as in speaking mostly because learning
from mistakes was considered useful. The correafarrors in writing was important, because it
provided information on what to focus on in theufiet and it helped to achieve educational goals,
for example, to survive in the matriculation exatowever, error correction in writing was not
always considered necessary. The correction ofgimospeaking was important, because serious
errors should be corrected. Errors should not Ineected in speaking, because it did not encourage
the learners to speak. In addition, grammar wasosidered to be the most important issue in
speaking, and correction of all small errors wasessential. It was also mentioned that error

correction in speaking did not feel good, espegiélbthers could hear it.

5.3 Grammar and communication

The third research question asked for the studepitsions about the connection between grammar
and communication. The questionnaire containednauméple-choice question and three open-
ended questions related to these opinions. Hmstahswers to the multiple-choice question, and

then, the answers to the open-ended questions poeed.

Question 14 in the second part of the questionraaiked for the students' opinions about whether it
was more important to practice English by practjaonversation or by practicing grammar (see
Table 13).
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Table 13. Opinions about grammar and communication

Statement 1 2 3 4 n
%) () (%) (%)

14. It is more important to practice English by 3 11 48 35 97

practicing conversationthan bypracticing (3.1) (11.3) (49.5) (36.1)

grammar.

Response alternatives: 1= strongly disagree, 2=ewdrat disagree, 3= somewhat agree, 4=

strongly agree

The majority of the participants agreed with stagatrii4 (t is more important to practice English
by practicing conversation than by practicing graarn since a total of 85.6 % somewhat or
strongly agreed. Only 3.1 % of the participantsragty disagreed and 11.3 % somewhat disagreed
with the statement. Apparently, the students thotlgit learning by practicing conversation was
either more pleasant or more effective than legrtiie language through grammar practice. In
general, learning English in a school setting idekiplenty of formal practice, and there is not
always so much time for free communication in grget language. Hence, when communicative
exercises are introduced by the teacher, theysarally well received by students. The ability to
communicate and have a conversation should be dahoge than the ability to be grammatically
correct, because constant concern about grammadnricder production. Fortunately, the

participants seemed to understand the value ofjaie to communicate.
5.3.1 Open-ended questions: Grammar and communicain

Question 15 in the second part of the questionrzaked the students to give reasons why they
considered practicing conversation or practicirepygnar more important. In addition, the first part
of the questionnaire contained two independent -@reled questions that asked the students to list
words that they associated with the wogdammarandcommunicationNext, the answers to these

open-ended questions are reported.

Reasons why practicing conversation was considrd# more important than practicing

grammar

Reasons why practicing conversation was/was natidered to be more important than grammar
exercises were asked in question 15. Next, th@nsashy practicing conversation was considered
to be more important are reported. One reason heasonversation was considered more

beneficial in real life situations (see example: 31)
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(31) Keskustelu on kaytannon tilanne, jotka ovat tulswadessa asioita, jotka pitdd osata. (Student 39)

[Conversation is a hands-on situation, and thaa ihing in the future that you must know.]

Another reason why practicing conversation was idened to be more important than practicing

grammar was that learning to speak was possiblelmynspeaking (see example 32):

(32) Oppii keskustelemaan vain puhumalla, ei harjoittelda kielioppia (Student 89).

[You learn to speak by speaking, not by practigrgmmar.]

The third reason why conversation was considerdxd tmore important was that learning by
speaking was considered most efficient (see exaB8fjte

(33) Koska siten oppii paremmin, puhuminen on kalsta. (Student 54)

[Because that way you learn better, speaking isiefft.]

The fourth reason why conversation was considardx tmore important was that to be understood

was more essential than correct grammar (see eraddl

(34) Sinua ymmarretéaén, vaikka ilmaisusi saattaa olkémdinne pain. Tarkeintd on konkreettisessa
tilanteessa ymmartaminen ja ymmarretyksi tulemig8tudent 38)

[You are understood even though your expressiohintig a little out there. Most important in a
concrete situation is understanding and to be ustded.]

The fifth reason why practicing conversation wassidered to be more important than practicing
grammar was that speaking was more fun (see exabple

(35) Koska keskustelu on hauskempaa. (Student 55)

[Because conversation is more pleasant.]
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Reasons why practicing conversation wasconsidered to be more important than practicing

grammar

Many reasons were mentioned why practicing contiersavasnot considered to be more
important than practicing grammar, and these reaaomreported next. One reason was that both

were regarded as equally important (see example 36)

(36) On tarke&aa, ettéd naisséa on tasapaino. (Stddgnt

[It is important that there is a balance betweeagh.]

Another reason why practicing conversation wascoosidered more important was that grammar

was important also in a conversation (see exaniple 3
(37) My0s keskusteluharjoituksissa tulee huomidi@dioppi. (Student 70)

[Paying attention to grammar is also important ionwersation.]

The third reason why practicing conversation wasr@garded as more important was that in order

to speak, grammar had to be learned first (see peaB8):

(38) Ensin on hyva osata peruskielioppi ja sitten véstiuttaa sita kaytannossa (Student 13)

[First, it is good to know the basic grammar anéfto put it into practice.]

The fourth reason why practicing conversation wasconsidered to be more important was that

learning by writing was more effective (see exangd§

(39) Itse opin enemmaén kirjoittamalla, koska siékemisesta jaa jalki. (Student 31)

[I myself learn better by writing, because that kxaves a mark.]

The fifth reason why practicing conversation wasaumsidered to be more important was that

grammar helped in the matriculation examinatior @eample 40):
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(40) Ylioppilaskokeissa kirjoitetaan ei keskustella.u@nt 85)

[In matriculation examination, you write, not spelak

The answers to question 15 are listed in Tablédhéatically and by frequency.

Table 14. Reasons why conversation exercises argamore important than grammar exercises

Reasons why practicing conversation was  Reasons why practicing conversation was not

considered to be more important than considered to be more important than

practicing grammar. practicing grammar.

Response Frequency Response Frequency
(N) (N)

Conversation is more beneficial 37 Both are equally important. 10

in real life.

Learning to speak happens 17 Grammar is important to 8

through speaking. conversation.

Learning by speaking is most 12 Grammar must be learnt before 5

efficient. speaking.

To be understood is more 12 Learning through written 3

important than correct grammar exercises is more efficient.

Speaking is more fun. 5 Grammar is important in the 2

matriculation examination.

Conversation is more beneficial in real life, Yearn to speak by speaking, Learning by speaking
is most efficient, To be understood is more impdrthan correct grammaandSpeaking is more
funwere the most common reasons why practicing coatierswas thought to be more important
than grammar exercises. In contr&dth are equally important, Grammar is important to
conversation, Grammar must be learnt before speghirarning through written exercises is more
efficientandGrammar is important in the matriculation examimettivere the most frequent
reasons why practicing conversation wias$considered to be more important. However, the

number of reasons why practicing conversatias more important was higher.
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The participants valued practicing conversatiorabise they needed to practice their speaking
skills for real-life purposes. The ability to comnicate was appreciated, and to communicate a
message successfully was more important than ¢agrammar. The development of one's
speaking skills was considered possible only bgtmmg conversation. In addition, learning by
speaking was fun and efficient. It is true thatedqpeg skills are increasingly valued today, for
example, in working life. It is better to make dfod and try to communicate a message than keep
guiet and worry about making grammatical mistakesl it was pleasant to notice that many
participants had understood this. The practiceoaf/ersation is usually freer and implemented in
pairs or groups, which could be why it was regardegleasant. In addition, some people learn
better by speaking, so conversation tasks takeaicdtount different learning styles. However, for
some participants it was impossible to value onié®ker the other, and therefore, grammar and
conversations were considered equally importanteldeer, the participants thought that
knowledge of grammar was helpful in conversatiaackcing conversation was not always
considered effective, and since it was not a us#illlin the matriculation exam, it was not found
important. Naturally, knowledge of grammar givdeaner confidence to use the language.
Knowing grammar makes it easier to produce fluengliage, and over time, good mastery of

grammar helps to produce speech automatically owitthe need to focus on the rules.

Words associated with the wogdammar

Question 1 in the first part of the questionnaskedl the students' what kinds of words came to
their minds when they thought about the wgrdmmar The students were asked to freely list the
words that came to their minds, and the answettsigdask are reported next. The words were

categorized as positive, neutral or negative (sd#er15).
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Table 15. Words associated with the wgrdmmar

Positive words Frequency
Necessary 12

Easy 4

Funny examples

Negative words Frequency
Difficult 23
Exceptions 19

Boring 14
Memorization 12
Nitpicking 11
Complexity 11
Detachment 3

Time- consuming 2
Colorless pages 1

The positive words that were associated with the wgrdmmarwere mainly adjectivesiécessary,
easy or related to what made the learning of gramnheaigant funny examples Theneutral

words that were associated with the wgrdmmarwere, firstly, technical terms related to the
learning and analysis of the languapar(s of speech, structures, word order, rulessésn
inflection, participial phrases, prepositions, ptmation, grammatical ca3eSecondly, the neutral
words had to do with knowing the languag®aétery of a language, words, ear for languages,
comprehension Thirdly, the neutral words were related to theaol setting, where grammar is
learned éxams, school, teacher, bgokhenegativewords that were associated with the word
grammarwere, first of all, adjectiveg(fficult, boring, time-consumingSecondly, the negative
words were related to what made the learning ahgnar unpleasanegceptions, memorization,

nitpicking, complexity, detachment, colorless pagése number of the neutral words was the
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highest, and in contrast, the number of the pasitrerds was the lowest. There were many more

negative than positive words associated with thedwyoammar

There were no real-life situations associated gittmmar, since it was strictly associated with
formal language learning situations, analysis eflimguage, terminology and school setting. The
neutral, technical words associated with grammaicate that it may not always be clear for
students how grammar is connected to actual usedénguage, for example, to oral
communication. Hence, it should be emphasizediemtthat grammar is not a separate part of the
language, and it can be very beneficial in real lfecause it helps to analyze the language and
understand how it works. Grammar had negative daions in the students' minds, since there
were many negative adjectives associated withhies€ adjectives are related to how difficult
learning grammat, its rules and details can be eNbeless, grammar had positive associations as

well, because its usefulness was understood, anclithe it could be fun.

Words associated with the wotdmmunication

Question 2 in the first part of the questionnaskeal the students' what kinds of words came to
their minds when they thought about the woothmunicationand the answers to this question are
reported next. Also here, the words that weredistere categorized as positive, neutral and

negative (see Table 16).



Table 16. Words associated with the woodnmunication

Positive words

Frequency

Social

Friends

Important

Pleasant

Politeness

Efficient

Fluent

Success

R P P N o1 01 o1 0

Negative words

62

Frequency

Insecure 4
Scary 3
Difficult 2

Thepositive words that were associated with the woothmunicatiorwere generally adjectives

(social, important, pleasant, efficient, flugrih addition, the positive words were peoghefnds

or qualities politeness, succesthat are valued and usually involved in commutnicabetween

people. Theneutral words that were associated with the wootnmunicatiorwere, first of all,

related to communication between peopglee@king, conversations, interaction, pair/grougkyo

people, communicating, small talk, presentatjo8&condly, the neutral words were related to

communication through other activities than spegimon-verbal communication, writing, text,



63

listening, feelings, sign languagd hirdly, the neutral words were means throughcivh
communication can occumgssages, technology, internet, social mediaurthly, the neutral

words included linguistic wordsgunds, language, words, meaning, not gramraawords related

to language learning@mprehension, learning, tryiig.ast, the neutral words were situations or
places where communication occuie( restaurant, foreign countri¢sThenegativewords that
were associated with the wocdmmunicatiorwere only adjectivesr(secure, scary, difficylt

Again, the number of the neutral words was defiyitiee highest. However, the number of negative
words was the lowest, since there were much masiiy® than negative words associated with the

word communication

The words associated witommunicationndicate that the word has mainly positive contiotes

in the students' minds. It is related to interactietween other people, occurring through different
channels, and to real-life situations where thgulage is used. The students mentioned non-verbal
communication, which shows that communication veensas a phenomenon occurring without
verbal language, for example through gestures. Mewespeaking was still the most common
association wittommunicationThe negative adjectives highlighted the fears shadents can

have towards communication and speaking in Engisimmunication can be considered difficult
and scary for several reasons. For example, lagkadbulary, uncertainty about pronunciation
and, in general, the fear of failing can causedusgy, which does not create positive attitudes

towards communication.
Summary

To sum up, the participants considered practicomgersation more important than practicing
grammar. The reasons why practicing conversationogasidered to be more important were that
the ability to have a conversation was more impaitareal life, and learning to speak was only
possible by speaking. What is more, speaking wasidered an effective and fun method to learn.
The reasons why practicing conversation was nasidered to be more important were that
grammar was helpful in speaking as well, and granshauld be learned first in order to speak. In
addition, learning by writing was regarded as nmleasant, and grammar was more important in
the matriculation exam. However, it was also merdathat practicing grammar and practicing
communication was equally important. The words therte associated with the worgiammar
andcommunicatiorwere mostly neutral. However, there were more tiegaords associated with

grammarthan withcommunicationWords associated witirammarwere mostly related to the



64

grammar terminology, whereas the words associatédce@mmunicatiorhad to do with interaction

and real-life situations between people.
5.4 Grammar lessons

The fourth research question asked the studentsaomid they describe a typical grammar lesson,
and also if something should be done differentlgrmmmar lessons in their opinion. Questions
three and four in the first part of the questionmavere related to these opinions. Next, the arswer

to these questions are reported.
Descriptions of a typical grammar lesson

The third question in the first part of the questiaire asked the students to describe a typical
grammar lesson. Next, the answers to this queatiemeported. First, typical grammar lessons had
a familiar pattern, including presentation providsdthe teacher, and then practice (see example
41).

(41) Opettaja kertoo mista on kyse ja sitten tehdéhtavia. (Student 23)

[The teacher tells us what it is about and thendeeexercises.]

Secondly, a typical grammar lesson included wrigrercises related to the target grammar point

(see example 42):

(42) Kaydaan paperilta lapi, kirjoitetaan vihkoon, tetiddehtévia kirjasta esim. kdannds lauseita.
(Student 9)

[We go through the paper, write in the notebookexkercises from the book, for example, translation
sentences.]

Thirdly, a typical grammar lesson included oralreiges in pairs related to the target grammar

point (see example 43):

(43) Kielioppia, kaverin kanssa suullisia harjosigk (Student 17)

[Grammar, oral exercises with a partner.]

Fourth, examples were usually used to illustratargnar points (see example 44):
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(44) Opettaja puhuu oppilaat kuuntelee, muutamaexiki ja harjoituksia.

[The teacher talks and the students listen. A aoplexamples and exercises.]

Fifth, a typical grammar lesson included focus wles and exceptions to them (see example 45):

(45) Katsotaan taululta/muualta esim. monistess#attja ja koitetaan pantata, sen liséksi katsotaa
muutama saannén poikkeuksen saannon poikkeus jrisgistapaus. (Student 65)

[We look from the board/somewhere else, for exarfinphla a handout, rules and we try to study them,
in addition we look at a couple of exceptions'egitions to the rule and its special case.]

Sixth, after a typical grammar lesson there wasdwank given for the students (see example 46):

(46) Opettaja kertoo padasian, pari esimerkkia ja dkaga suullisia tai kirjallisia harjoituksia.
Yleensa kirjallisia tehtavia, joita tulee myosikojoku kipale. (Student 56)

[The teacher tells us the main thing, a couplexaireples and after that there are oral or written
exercises. Usually written exercises, a coupltith we get as homework, too.]

The answers to question three are listed in Tabldhématically and by number.

Table 17. Descriptions of a typical grammar lesson

Response Number
First presentation provided by the teacher, thel 76
practice

Written grammar exercises 63
Oral exercises in pairs 41
Examples 21
Focus on rules and exceptions 11

Homework related to the grammar point 6
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First presentation provided by the teacher, theacpice,written grammar exercises, oral exercises
in pairs, examples, focus on rules and excep@mthomework related to the grammar poingre

the elements of a typical grammar lesson. The ptaten-practice pattern was mentioned by the
majority of the students. In addition, written igmr@ar exercises were more common than oral pair
exercises. Examples and focus on rules and exospiiere common aspects in grammar teaching,

and also homework was typically part of grammachéag.

It was positive to note that there seemed to betylef oral exercises in a typical grammar lesson,
since they bring variety to lessons and usuallyagegstudents. But, even oral exercises can be very
structured and formal, which is why they are natagls as communicative as they should be.
However, it is probably impossible to pass a grampaént without some writing involved, because
it is a traditional and reliable way to teach (leard~reeman 2003: 7). Even though a focus on rules
and exceptions was not mentioned too often, iteaimterpreted that a presentation-stage usually
involves some rules and possible exceptions to ti@ourse, the presentation-stage can contain
examples as well, but usually in a Finnish uppecadary-school rules are one of the key aspects
in grammar teaching, since they are importanténntiatriculation exam. Overall, the descriptions
that were given for a typical grammar lesson wemry wraditional, including partly teacher-centered
and partly student-centered elements. However, fomicional activities, for example, games,
could be introduced to grammar teaching in ordenaie it more interesting and versatile. But, it is
worth considering if this is possible in upper-setary-school. Students are getting ready for the
matriculation examination, where they need to waitel have knowledge of grammar. It is not
necessarily advantageous for students to spendolayéng games, if they do not consider it to

enhance their learning.

What could be done differently in grammar lessons?

The fourth question in the first part of the quastiaire asked the students if something could be
done differently in grammar lessons in their opmiblext, the answers to this question are reported.
First, grammar lessons were good as they werethemdfore, nothing should be changed (see

example 47):

(47) Opin mielestani nain hyvin, enka lahtisi maatban mitaan. (Student 48)

[I think I learn well like this and | would not chge anything.]
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Secondly, there could be more pair and group wokdkammar lessons (see example 48):

(48) Kaikki opetetaan hyvin. Paritdita voisi ollaeanman. (Student 75)

[Everything is taught well. There could be morerpaork.]

Thirdly, grammar lessons could be clearer (see pianD):

(49) Opettaja voisi selittda tarkemmin miksi juuri néda. esimerkiksi subjektien ja objektien kaltaisten
sanojen kayttd saa kieliopin kuulostamaan vaikealtanja sotkuiselta. Asiat pitaisi kertoa
selkokielella. (Student 93)

[The teacher could explain clearer why it is likést And for example the use of words like sulgeadt
object makes grammar sound more difficult and sn€dsings should be presented in plain language.]

Fourth, there could be more examples related tamignar point in grammar lessons (see example
50):

(50) Esimerkkilauseita olisi hyva katsoa enemmté, wudet kielioppisdannot eivat jaisi vain
"roikkumaan ilmaan" vaan ne liitettaisiin esimudaisiin. (Student 88)

[It would be good to see more example sentencebasmew grammar rules would not just "hang in
the air" but they would be connected to for exanggintences.]

Fifth, there could be variety in learning methadgiammar lessons (see example 51):

(51) Uusia opiskelutapoja. (Student 28)

[New ways to study.]

Sixth, there could be more exercises in grammaples (see example 52):

(52) Enemman harjoittelua, voisi olla myds enemman toitd ryhmassa. (Stubépt

[More exercise, there could also be more group work.]
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Seventh, there could be more guidance from thénéxan grammar lessons (see example 53):

(53) Enemman kielioppitehtavia, silla niita ei opi eltee tehtavidMyos opettajan opastusta
kielioppitehtaviin olisi kiva saada lisda.(Student 3)

[More grammar exercises, because you do not leatass you do themlso it would be niceto get
more guidance from the teacher.]

Eighth, there could be less writing involved inmgraar lessons (see example 54):

(54) Voisi olla enemman luovia ja toiminnallisidntévia seké esimerkkejayéihemman
kirjoitettavaa . (Student 37)

[There could be more creative and experimental @ges and examples atebs writing.]

Last, there could be more rules given in gramnmssdas (see example 55):

(55) Enemman oppimista helpottavia sdantoja. (Stide)

[More rules that assist learning.]

The answers to question four are listed in Tabléngénatically and by number.

Table 18. What could be done differently in gramieasons

Response Number
Nothing should be changed 32
More pair/group work 19
Clarity to teaching 13

More examples

More variety in learning methods

7
7
More exercises 5
More guidance from the teacher 4

2

Less writing
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More rules 2

The following changes were suggested to grammaoitesMore pair/group work, clarity to
teaching, more examples, more variety in learnirghods, more exercises, more guidance from
the teacher, less writing and more rulék®wever, it was also mentioned timathing should be
changed In fact,nothing should be changeehs the most frequently mentioned in the responses.
Consequently, the majority of the students seemde tsatisfied with the ways that grammar was
taught. Pair/group workandclarity to teachingwere the most frequently mentioned changes. In
addition,more examples, more experimental teaching, moneisesandmore guidance from the
teacherwere quite frequently mentioned chandeasss writingandmore ruleswere not as

common, but still mentioned in the responses.

The students wanted less writing and more pairgradp work in grammar lessons, probably
because it would make learning more fun and diversé learning from peers is beneficial.
Probably for the same reasons they thought thatmga teaching should be more innovative,
including some new elements in order to maintaierest. The students also wanted clarity to
teaching, which is not surprising, since the leagrof grammar usually includes plenty of
memorization and rules. In addition, explanatiores/gled by the teacher can be overwhelming,
which can result in confusion. Students would pldyparefer the use of "layman terms" in
grammar teaching, instead of theoretical terms.eixample, the wordsubjectandobjectcould be
replaced with the worddoerandtarget(in Finnishtekija andkohdg. In this way, the confusion

caused by the difficult terms could be avoided,cliidould make grammar learning easier.

Examples are important in grammar teaching, bectneseconnect the grammar point with actual
language use. Therefore, students need exampteden to use the grammar point in their

language. The more examples there are the bdttee, sultiple encounters with a structure

facilitate learning it. In addition, the studentarved more exercises and guidance from the teacher,
and even more rules, possibly because they waotedtn things properly. There is not always
enough time available for a deeper analysis oangnar structure, and students can be left feeling
insecure about whether they have learned it orEggiecially in upper secondary school, the study
of grammar can also occur independently. Therefamre exercises related to the topic during the
lesson, and available teacher assistance coulebiamgrammar learning outcomes. The way
grammar is currently taught may be considered g¥feceven though it is not always so pleasant,

since the majority of the students did not wanntike any changes to grammar lessons. However,
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the students may not be aware of all the diffeaproaches to grammar teaching, which is why
they consider the current methods suitable. Soraag#s in grammar teaching routines once in a

while could increase students' motivation and ggein grammar.
Summary

To sum up, a typical grammar lesson included ptesen and practice stages of the target
grammar point, in this order. This pattern was noeetd by the vast majority of the participants. In
addition, a typical grammar lesson included writdal oral exercises, but the number of written
exercises was higher. Moreover, examples and fogusles and exceptions were typical of
grammar lessons. Usually, there was also homewatikvias related to the target grammar point.
The majority thought that nothing should be dorfeedently in grammar lessons. However, the
following changes were suggested: there shoulddre pair/group work, grammar teaching could
be clearer, there should be more examples, motbeeguidance and more rules. Less writing
should be included, and teaching should be morererpntal, introducing new ways to learn and

teach grammar.

6 DISCUSSION AND CONCLUSION

The aim of the present study was to discover wiatigh upper-secondary-school students'

opinions are about EFL grammar teaching, feedbadlearor correction. In addition, the aim was
to find out what the students thought about theneotion between grammar and communication.
Finally, the aim was to discover how they descriaggpical grammar lesson. The present study

contained four research questions, and the andwéngse questions are reviewed next.
Summary of the findings

The first research question asked for the studgatgral opinions about EFL grammar learning
and teaching, and whether gender or the particgpestent grade in English had any relevance to
the answers. Overall, the students' opinions afp@mmar were favorable, since grammar was
considered important in order to master the Endéisiquage properly. Even though they thought
that learning English was possible without gramteaching, grammar was not considered
completely useless. Knowledge of grammar facilddsenguage learning, aided comprehension and

increased confidence to use the language, evegtthbwas not necessarily the fastest or the most



71

pleasant way to learn. The students thought alrammar rules more while writing than while

reading in English.

The open-ended questions revealed that grammaedhéie students to use the language
accurately, and it provided them with rules anddttires. When grammar was not considered
helpful, the reasons were that it took time awayrfitommunication, and it did not teach new
vocabulary. Moreover, grammar was considered bamdydifficult, and it included too many
exceptions and memorization. The majority did nahtto increase the amount of grammar
teaching, because they thought that it was cugrektquate, and time should be spend on speaking
and vocabulary learning as well. But, it was alsntioned that there could be more grammar
teaching, since repetition was regarded as beakfwiearning and grammar was one of the central
aspects of the language. The relevance of recadegras apparent in that the higher the grade
was, the more the student liked the study of gramifitee relevance of gender was evident in that
many more girls than boys thought that it was rustsible to learn English properly without the
study of its grammar. In addition, many more bdantgirls thought about grammar rules while

reading, but more boys also strongly disagreedthiegt thought about grammar.

The second research question asked for the studeimgons about feedback and error correction,
and whether gender or the participant's recentegiménglish had any relevance to the answers.
The opinions about this question were more posttia@ negative. The vast majority of the
students wanted the teacher to correct their graioah@rrors. What is more, the majority liked
their errors to be corrected, but they did notrsjip agree with this. It was clear that the student
were more comfortable with the teacher correctirarterrors in writing than their errors in
speaking. The participants who had higher grad&nglish had more positive opinions about
feedback and error correction. The participanttedge had only little relevance to the answersta bi

more girls than boys somewhat did not like theangmatical errors to be corrected by the teacher.

The open-ended questions revealed that feedbackramdcorrection were considered important in
writing and in speaking, because learning from akiss was useful. Feedback and error correction
in writing informed the students about what thegwgtl improve and focus on, and achieving
educational goals required that errors should bected. Error correction in writing was not
always considered necessary, though. Error cooreati speaking was considered necessary,
because serious errors needed to be corrected.\dovegror correction in speaking could be

discouraging. Correction of all small errors was e¢racial, since correct grammar was not the main
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goal in speaking. Error correction in speaking ewasn considered uncomfortable, especially if

others were listening.

The third research question attempted to discovetthe connection between grammar and
communication was in the students' opinion. Pramgiconversation was regarded as more
important than practicing grammar by the majorityhe participants. The open-ended questions
showed that the reasons for this were that contilersaas more important in real life, speaking
was an effective and fun way to learn, and leartingpeak occurred by speaking. The reasons why
practicing conversation was not regarded as mopetitant were that the knowledge of grammar
was vital in speaking as well, some students predidiearning by writing, and grammar was
important in the matriculation exam. For some pgéints it was difficult to choose one skill over
the other, and it was mentioned that practicingngnar and practicing communication were
equally important. In general, the words that wassociated with the wordgammarand
communicatiorwere neutral. Howevegrammarhad more negative word-associations than
communicationThe words associated wighammarwere connected to grammar terminology. The
words associated wittommunicatiorwere related to interaction and real-life situasitoetween

people.

The fourth and final research question aimed td &éint how the students would describe a typical
grammar lesson, and whether something could be diffieeently in grammar lessons. The results
revealed that a typical grammar lesson consistgaesentation and practice stages of the target
grammar points. Both written and oral exercisesvigpical in grammar lessons, but the number of
written exercises was higher. Also examples, andd®n rules and exceptions to them were
typical elements of a grammar lesson, and the ipeaoften continued at home in the form of
homework. The majority did not make any suggesttorimprove or change grammar lessons, but
some suggestions were made. First, the studentedvier more pair/group work. Second,
grammar teaching could be made clearer: there dmildore examples, teacher guidance and
rules. Third, there could be less written work, #melteaching of grammar could be more

experimental.
Comparison with previous research

The findings of many previous studies support gsiits of the present study. First of all, many
previous studies (Schultz 2001, Loewen et al. 26@@at 2009) have found out that students
understood the value of grammar, because it wasidered to facilitate language learning. The

findings of the present study were comparable.
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A previous study (Jean and Simard 2011) found lmattgrammar was considered necessary but
boring. In other previous studies (Schultz 200lgwen et al. 2009, Polat 2009) the participants
stated that they liked grammar learning a grealt @ean though it was also considered boring. In
the present study, the students did not stronglgeatihat they liked grammar, but the results
indicate that grammar learning was considered secg$ut boring. In the light of the findings

from previous studies and the present study, itbeaolaimed that teachers have no reason to avoid
teaching grammar, or be concerned that studerikedis Previously, teachers have had more
negative opinions about grammar than their stud@ubultz 2001, Jean and Simard 2011), and
they have thought that students find it demandimghe end, students wantlearn the language

and they are ready to invest in learning its gramasavell.

Negative opinions about grammar were found in pevistudies (Jean and Simard 2011, Loewen
et al 2009). First of all, grammar was regardetasg and difficult. Other reasons for not liking
grammar were that grammar was considered tedi@msadding and complicated, it contained too
much memorization and exceptions to rules, anddtio connection to real life. The findings in

the present study were similar.

Grammar can be challenging, but as mentioned beftrdents understand that it is worth studying
it. It can be argued if it is even possible to mgk@mmar teaching more fun and enjoyable. It is
often a mechanic, formal method to study a langulgethere are methods that minimize the
amount of grammar teaching, for example, the Natparoach (Krashen and Terrell 1988) and
Focus on form (Ellis 2006: 101), in which grammeadhing is integrated in communicative
exercises. However, it is worth considering isipossible to abandon grammar in a school context,
where students' proficiency levels vary, and défgrearning styles should be taken into account.
In the end, all school subjects demand some meatang, and it is a natural part of learning. By
practicing the structures of a language becomenzatio, and finally, facilitate language use, even
though the results may not be visible instantlyigE1992:53). Therefore, grammar has a connection
to real life, since it is constantly present iraaduage. Students may not yet recognize this fact,
because they may not have a very deep understaofimtanguage at an upper secondary school
level, and separate grammar sessions in a classtoamt help to change their attitudes. It should

be emphasized for students that grammar and laegragnot be separated.

A previous study (Schultz 2001) has shown thatweiy common for students to keep grammar
rules in mind while writing in a foreign languadéhe students in the present study thought about

grammar rules more when they were writing than wihey were speaking. Usually, while writing
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there is more time to think and modify the texh@my times as possible, and hence, there is more
time to think about the rules. Speaking is morensgoeous, whereas while writing a student can
check the grammar from textbooks and use a diatyoimeorder to modify the message. Students
may think about grammar rules more consciouslyritivg, however, grammar rules are probably

present in speaking as well, but more unconsciously

Grammar learning has been considered to give leamsense of security (Larsen-Freeman 2003:
7), and it has been said to aid comprehensionpfdsent study also discovered that the students
considered grammar to help them understand theitaggg and it increased their confidence to use
English. In addition, the students thought thahgrear provided structures and rules, and especially
helped them to form sentences. All these aspeetslearly important considering production of a
language. The more structures and rules a studennaster, the easier using a language probably
is. However, focus only on rules can also hindedpction, if it is not understood that rules should

be applied into practice.

As to teachers, previous studies (Aljohani 2012rdfand Lim 2005) have shown that teachers
consider grammar to help their students to fornmeseres and use the language accurately.
Moreover, teachers in a previous study (Aljohari2elieved that learning grammar through
examples was efficient. The results of the prestmty were comparable, which indicates that
students and teachers can have matching opiniang &fL grammar. Matched objectives help
teachers to plan teaching according to their stistlerpectations, which is important, since this ca

increase students' motivation and ensure thatdlegngaged in activities.

It has been previously argued (Davis 2003: 11-44) érror correction does not decrease learners'
motivation, and learners' attitudes towards feekilaacl error correction are usually more positive
than it is expected. Previous studies (Schultz 208an and Simard 2011) have pointed out that
that students welcome feedback and error correction that they were more comfortable with
error correction in writing, and the findings oetpresent study were also comparable. The majority
of the students wanted their errors to be corredtetithey were more comfortable with correction
of written errors than spoken errors. A previousigt(Lee 2008) showed that high proficiency
students were more interested in a teacher's fekdban lower proficiency students. The present
study discovered that the higher the grade, thesrpositive a student's opinions about feedback
were. As a result, the teacher should not afediback and error correction, since students
consider it useful. In addition, students may efesh cheated if errors are not corrected (Schultz

2001: 9-10). However, for weaker students feedlaackerror correction can have a negative
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influence on their confidence to use the languamee "better" students are usually more confident
language users. Naturally, overtly negative feekilimdamaging for anyone, but it seems that

legitimate feedback is considered very useful.

Findings from a previous study (Peterson and In2667) showed that feedback helped students to
improve their language use, because it provideatimation on what they should focus on in the
future. The results of the present study were coaipe. Feedback was most importantly
considered an opportunity to learn from mistakegrevious studies, error correction was not
always considered necessary (Peterson and Irvidg, 2@an and Simard 2011). Especially in
speaking, only errors that interfered with commatian should be corrected (Jean and Simard
2011). The findings of the present study were cauaiga, since correction of all small errors,
especially in speaking, was not considered essgeatid only serious errors were worth correcting
in speaking. Consequently, students recognizenthiihg and speaking are different processes,
with different aims. In speaking, to be understeothe main goal and small errors are acceptable.
In writing, errors are probably considered to beenmticeable. In speaking, one can constantly
correct, but after writing an essay, for examglées handed out to a teacher (or a peer) for error

correction, and at this stage a student does vat &gpossibility to correct.

Students are surprisingly positive towards feedlzagkerror correction, even though there seems
to be a clear preference for error correction iitimg. Students may be afraid of that if an ersor i
not corrected, the incorrect form will be picked apd learning the correct form may be impossible
later. There seems to be a strong desiteam. But are students' opinions actually this posjtie

are their opinions affected by what thaslieveto be true? It is also worth considering if leagi

from error correction is always possible. For exemib a student is nervous while speaking, it is
possible for him/her not to notice a teacher'sestion or to just automatically repeat the correct
form without any deeper consideration. Written fesszk can also be useless, if a learner reads
through the comments, but does not take actiooniect the errors. In order to enhance learning, a
teacher could demand students to produce anoth&oreof their texts, with corrections based on
the teacher's earlier feedback. This would actigatdents to contemplate their errors more
concretely. In speaking, a teacher could obsemedmmon errors made by students, and discuss
these at the end of the lesson. A formal teachingtson could activate students' thinking. What is

more, learning from error correction may occur cafer multiple encounters with the same error.

Regarding teachers, a previous study (Aljohani 203 proved that teachers believe their students

to benefit from feedback and error correction, dnutther study (Schultz 2001) has shown that
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teachers were more negative towards error correthian their students. Since the students in the
present study were mostly positive towards feedlaackerror correction, it again indicates that
teachers should not avoid error correction. Howgeités natural that teachers take their students'
feelings into account, which is probably one of tasons why they are apprehensive about error
correction.

Previous studies have revealed that students valmdhunicative exercises (Schultz 2011,
Loewen et al. 2009). The ability to interact andhaaunicate with other people prepared students
for real-life (Thornbury 1999). In addition, grammwas considered to be so time-consuming that
students rather dedicated time to practice of spgadkills (Loewen et al. 2009). Furthermore,
teachers have valued communication even more bangtudents (Schultz 2011). The results of
the present study were, again, comparable, agutlergs valued communication exercises more
than grammar exercises. Communication was regasi@dore relevant in real life, and it was a fun

way to learn. However, it was also mentioned thatrgnar was helpful in conversation as well.

The importance of speaking skills is emphasizedenamid more in foreign language teaching today,
and also students have understood it. In Finlandligh has become a part of students' everyday
lives (TV, movies, music), and not only the abilibyunderstand the language, but also the abdity t
speak have become important. In working life, Esiglanguage skills are almost taken for granted.
Consequently, communication exercises preparestdrife, but they also provide opportunities for
pair and group work, which brings variety to lessdn general, communication exercises are
considered to be less structured than grammar iseerdiHowever, communication exercises can be
guite formal and structured, and may not providearfunities for authentic language use either.
For example, in sentence translations speech mawbked, but this is not actually a very
communicative exercise. More communicative wouldfbeexample, to give students a familiar
topic that they can freely discuss with a partaed probably provide them with some vocabulary
related to the topic.

Teachers may understand the value of communichgtter than students, but does it have an
effect on their actual classroom practices? Teacimay believe that they emphasize
communication in their teaching, but in realityeitlessons consist of mainly mechanical exercises,
even though speaking were involved. It should lglighted that speaking does not necessarily
mean communication. Communicative exercises ougaliow students' free production by aiming

at control-free and authentic language use.
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In a previous study (Jean and Simard 2011), stedessociated mostly neutral words with the word
grammar The neutral words included, for examm&ercises, bookanddictionary. But, there

were also negativédring, difficult, uselegsand positivei(teresting, easy, usejulords
associated witlygrammar Previously, teachers have had very different@ations with the words
grammarandcommunicatior{Larsen-Freeman 2003). With the waggmmar they associated the
following words:rules, structures, forms, memorizing, dréisdboring With the word
communicationteachers associated the following womganing, the four skills, accomplishing
some purpose, interacting, establishing relatiopshindfun. In the present study, the findings
were very similar. Neutral words were most commasgociated with grammar and
communicationbut the wordgrammarhad more negative word associations. The neutredsvo
related togrammarwere mostly related to grammar terminology, thsifpege words included
adjectives fecessary, eayyand the negative words included adjectives adwoelated to what
makes grammar challengindifficult, boring, exceptions, memorizing he neutral words related
to communicatiorwere mainly connected to real-life and interactietween peoplespeaking,
conversations, interactionthe positive words were mostly adjectives orgtedsocial, friend$,

and the negative words were adjectiviesdcure, scary

All these studies indicate that generally technéoad also negative words are associated with
grammar. With communication, firstly, real-life guected words are associated, and secondly,
positive words. This supports the idea that comeation is considered more important and more
interesting than grammar. Grammar teaching seerbs tegarded as mechanical and formal,
hence, it is not surprising that the wapdhmmarhas negative connotations. In addition, the
connection between grammar and communication, lzeréfiore real life, is not clear for students.
Again, it should be understood that grammar is @only present in a language, and not just a set
of rules to be memorized. Grammar was considereddpdout necessary. Consequently, grammar
teaching should not be abandoned, but it shoultdee more interesting in order to motivate
students. However, not only students but also sadmad negative word -associations with
grammar. Teachers should be able to inspire ant/atettheir students, but it may be impossible if

their attitudes towards grammar are negative, too.

The PPP model introduced previously is a very commethod to teach EFL grammar (Thornbury
1999). Grammar teaching can be deductive, in wthietrstarting point is a rule, illustrated with
examples. In addition, grammar teaching can beciting, in which examples are introduced first,
and the rule is discovered from the examples. rudirfgs from the present study revealed that the

PPP model was very frequently used in EFL gramessdns. However, there were no references
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to the production stage. It has been previouslyedghat it is uncertain whether learners can
autonomously use the target grammar point in theiput after presentation and controlled practice
(Ellis 1992). But, the production stage is vitahce the aim of grammar teaching should be free
production of target grammar structures in commatinie situations. Nevertheless, to test whether
students have learned a grammar point can be obailg without any control involved in the task.
What is more, the testing should occur after aigafit amount of time has passed since presenting

the grammar point in order for students to have timabsorb it.

Examples and rules were both vital componentsaignar lessons. In addition, despite the
previously mentioned negative opinions about granmiesning and teaching, the students in the
present study did not make many suggestions toovepgrammar lessons. But, it was suggested
that there could be more pair and group work, fe#$ng, more innovative teaching, and teaching
could be clearer with more examples and rules.estisdprobably have a very traditional image of
what grammar teaching should be, and they expé=s ta be provided by the teacher and drills, for
instance. But, if students were familiar with dréfat approaches to grammar teaching, they might
be more critical towards the current methods ofhiesy it. It is natural that students want more
examples, since examples provide more encounténsting target grammar point in a context.
Examples make grammar teaching more meaningfwijgiray more than just disconnected rules.
However, examples can be made-up and inauthenticiding sentences that are not relevant in
real life, or sentences that would not be usedhiacual conversation. Thus, it is worth considgrin

if examples are always useful. They should be anitheor at least practical in real-life situations

Students in the present study wanted more paigemgp work. Working together with peers
usually involves speaking, which could indicatet $tadents want to be more active and speak
instead of listening to a teacher presenting rufeictive discovery-learning and problem-solving
could be ways to activate students, and be a stap af the traditional teacher presents, students
practice-model. But, some students might find ti@smanding and even intimidating, because they

feel that they are left on their own in the leaghsituation.
Pedagogical implications

The results of the present study provide many pegiagl implications for English teachers.

Grammar should definitely be included in the teaghof English in an appropriate amount, but
time should be dedicated to other aspects of thguige, for instance, speaking and vocabulary
learning, too. What is more, alternative methodsteach grammar should be attempted. For

example, the order of the stages in the PPP madédl be changed, and inductive (rule-discovery)
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learning could be favored. Moreover, it is impottém maintain clarity in grammar teaching, and
teacher assistance should always be available. i@aashould not be disconnected from actual
language use. The connection between grammar,|ldahguage use and meaning is vital, and it
can be achieved by using context and examplesammyar teaching. Furthermore, there is no need
to avoid error correction, because students mdycfesated if all their errors are ignored. All majo
errors that interfere with communication shoulddoerected, but in a way that does not decrease
motivation or embarrass the learner. After alloercorrection can feel uncomfortable, but its

benefits in the long term are understood, which mayhy it is considered necessary.

Grammar should not be neglected, since studertimigrconsider it to facilitate language

learning, and it is not regarded as a "necessaly Swdents want to improve their English skills,
and grammar is one certain way to learn, becausaitamiliar and traditional method. Grammar is
considered an important aspect of language legraimg) given that English is a universal language
and commonly used world-widstudents have the motivation to study the languiagtiding its

grammar.
Evaluating the present study, suggestions for &rtesearch

The findings of the present study aimed to find opinions about EFL grammar learning and
teaching held by Finnish upper-secondary-schootlestts. The findings are relevant when
considering students' opinions about grammar inegdn The study of grammar is considered
useful and vital in order to learn English properammar provides information on how the
language works, and therefore, facilitates learriimgylish and increases confidence to use the
language. The study of grammar is regarded as dgingaand boring, too, especially because there

are many exceptions and memorization involved.

Overall, students have very positive opinions alfeedback and error correction, and they are
more comfortable with error correction in writirfian in speaking. Error correction is considered to
help a learner to notice his/her weaknesses inigngind learn from mistakes. More proficient
students like the study of grammar more, and theyadso more positive about the correction of
errors in writing. However, nitpicking and corraxti of even the smallest errors is not necessary,
because it is discouraging. Communication and Hiliyato interact is more important in real life

than meticulous practice of grammar.

A typical grammar lesson still has the traditioR&P pattern, consisting of presentation, practice

and production of the target grammar, and studmetsjuite happy with it. However, this could be
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due to the fact that they are not aware of othpragrhes to grammar teaching. In addition, the
students did not mention a production-stage irr tiesiponses, which could indicate that grammar

lessons consist of simply presentation and pradficgammar items.

The present study was partly quantitative and ypaguhlitative, and it aimed at discovering what
kind of opinions Finnish upper-secondary-schoafishis have about EFL grammar learning and
teaching. The focus was on general opinions ab@migar learning and teaching, and feedback
and error correction. In addition, the focus waghenconnection between grammar and
communication, and descriptions of typical gramfeasons. Not many studies, if any in the
context of Finland, have researched students' apsrabout EFL grammar learning and teaching.
Therefore, the present study was able to providwaet insights into the field of grammar teaching

in Finland.

Overall, the present study was successful, sireaiths were accomplished and the research
questions answered. The questionnaire that wakfaseata collection included multiple-choice
guestions, but also many open-ended questionshenstudents were asked to give reasons for their
responses. Justifying own choices can be challgrfginyoung learners, but even though responses
were occasionally quite short, overall the answere very thorough. Most of the students had
answered every question in the questionnaire elinsethat the students had understood the purpose
of the questionnaire, and they had answered asiatstl. The topic seemed to interest the
participants. First of all, they had a lot to saat it, which can be seen in the rich varietyhaf t
responses. Secondly, the questionnaire dealt hgthapic on a practical level (for example, it

asked for suggestions to improve grammar lesstows)so the students did not have to reflect on
abstract matters only. The teachers who agreedrtipate in the present study with their students
were very cooperative, and they dedicated preatassroom time to the data collection from their

students.

One weakness in the present study was that it medsive students' opinions only once. However,
a person's opinions can change over time and \géhBherefore, a longitudinal study in the future
could provide information on how students' opinideselop or change over time, and whether age
has any influence on the opinions. In the futulsy éeachers' opinions could be measured with a
questionnaire. The questionnaire could measure dl&i opinions about EFL grammar, or what
teachers believe their students think about gramamat their responses could be compared to their
students' answers. Another suggestion for futulseareh could be to observe actual classroom

practices, and compare these to the responsedlimguestionnaire in order to see whether these
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two match. In addition, interviews could provide nm@rofound answers, at least from teachers. A
questionnaire may be a more effective method tlecbtiata from students, because some might be

disinclined to express their opinions in an intewi

Another weakness in the present study was thaivié @ relatively narrow description of typical
grammar lessons. In the future, a study of gramessons could be conducted through classroom
observations in order to find out what types ofreises are actually used. These observations could
reveal whether students are allowed to use theubsgwfreely, or if all exercises in grammar

lessons are more or less controlled. In additioa,abservations could give details about the
structure of grammar lessons, and whether othenadstthan the PPP model are used in grammar

teaching.

The present study showed that weaker studentslesseomfortable with error correction. A
suggestion for future research could be to focuseaker students and discover what the best ways
to give feedback and correct errors are in theimiop. If more proficient students have more
tolerance towards error correction and feedbackoitld be important that weaker students receive

feedback that does not discourage them even moreyduld motivate and support their learning.
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APPENDIX 1
Heil

Opiskelen englanninopettajaksi Jyvaskylan yliogs#y ja tutkin oppilaiden kéasityksia englannin
kieliopista ja sen opettamisesta. Taman kyseljkottuksena on selvittdd, millaisia kasityksia
oppilailla on englannin kieliopista, seka kieliopipheiden korjaamisesta. Pyydan, etta vastaisit
kysymyksiin itsendisesti, omien nakemystesi mulstisgysymyksiin ei ole oikeita tai vaaria
vastauksia. Tama kysely on ehdottoman luottamuhsel] eik&a osallistujien henkildllisyys tule
kenenkaan tietoon. (Lomakkeeseen ei tarvitse daittaned tms. tietoja.) Kyselyn vastaukset
toimivat aineistona tutkimuksessani, ja tuloksedtoxalmistuttuaan luettavissa Jyvaskylan
yliopiston verkkosivuilta. Minuun voi ottaa yhtegtinilloin tahansa, mikali haluat lisétietoja
tutkimuksesta.

Avustasi etukateen kiittaen
Mia Sormunen

mia.m.sormunen@student.jyu.fi

Jyvaskylan yliopisto, kielten laitos
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KASITYKSIA KIELIOPISTA

OSA 1.

1. Luettele tAhan vapaastjta sanoja sinulle tulee mieleersanastakielioppi?
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2. Luettele tahan vapaagstijta sanoja sinulle tulee mieleersanastakommunikointi?

3. Kuvaile omin sanoin, millainen dgypillinen englannin kieliopin opetustuokio? (esim.

tuokion rakenne, sisallot, millaisia harjoituksia.y.)

4. Haluaisitko joitakin asioiteehtavan toisinkielioppituokioissa? Miten ja miksi?




w

4

ol

(o]

OSA 2.

Vastaa seuraaviin kysymyksiin asteikolla 1-4:
1 - taysin eri mielta

2 - jokseenkin eri mielta

3 - jokseenkin samaa mielta

4 - taysin samaa mielta

=

. Kieliopin opiskelu on valttAmatonta, jotta hiskin englannin kielen sujuvasti.

1 2 3 4

N

. Englantiaon mahdollista oppia hyvin ilman kieliopin opiskelta.

1 2 3 4

. Englannin kieliopin opiskelu on taydiy6dytonté.

1 2 3 4

. Englannin kieliopin opetteleminemtaa varmuutta kielenkayttoon.

1 2 3 4

. Englannin kielen taitorparanee_nopeimmin,jos opiskelen ja harjoitteldielioppia.

1 2 3 4

. Kieliopin opettelltauttaa minua oppimaan englantia.

1 2 3 4
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1 - taysin eri mielta
2 - jokseenkin eri mielta
3 - jokseenkin samaa mielta

4 - taysin samaa mielta

7. Perustele tahan, miksi kieliopin opettelu auttaa/eauta sinua oppimaan englantia.

8. Pidén englannirkieliopin opiskelusta.
1 2 3 4

9. Perustele, miksi pidat/et pida englannin kieliopinopiskelusta.

10. Englannin tunneilla pitéisi ollaenemman kieliopin opettamista.

1 2 3 4

11. Perustele, miksi kielioppia pitaisi/ei pitaisi ollaenemman.
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1 - taysin eri mielta
2 - jokseenkin eri mielta
3 - jokseenkin samaa mielta

4 - taysin samaa mielta

12. Mietin usein kielioppisdantojirjoittaessani englanniksi tunnilla.
1 2 3 4
13. Mietin usein kielioppisaantojékiessanikirjoittamaani tekstia englannin tunnilla.

1 2 3 4

14. Ontarkeampéaa harjoitellaenglantiakeskusteluharjoituksilla kuin kielioppiharjoituksilla.
1 2 3 4

15. Perustele kohdan 14 vastauksesi.

KIELIOPPIVIRHEET JA NIIDEN KORJAAMINEN ENGLANNIN TU  NNEILLA

1. Opettajan pitéisi korjata oppilaiden tekemdtielioppivirheet englannin tunneilla.
1 2 3 4

2. Pidan siita, ettékielioppivirheeni korjataan, jos teen virheitd englannin tunneilla.
1 2 3 4

3. Haluan, ettd opettaj&orjaa kielioppivirheet kirjoittamastani_tekstistd englannin tunneilla.

1 2 3 4



1 - taysin eri mielta
2 - jokseenkin eri mielta
3 - jokseenkin samaa mielta

4 - taysin samaa mielta

4. Perustele kohdan 3 vastauksesi.
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5. Haluan, ettd opettaj&orjaa kielioppivirheet puhutusta kielestani englannin tunneilla.
1 2 3 4

6. Perustele kohdan 5 vastauksesi.

Taustatiedot
Sukupuoli:  tyttd poika
Englannin kielen arvosanani viimeisimmassa todstgkani

Kiitos vastauksistasi! :)
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APPENDIX 2
Table 2. Comparison by grade

Statement 1 2 3 4 Graden Pearson

correlation

1 2 8 13

4.2)  (83) (333) (54.2)

2. Itis possible to learn English n 3 10 11 3 4 -7 27
well without the study of % (11.1) (37.00 (40.7) (11.1)

o _

% (17.5) (32.5) (35.0) (15.0)

n o 20 3 1 0 8 24
%  (88.3) (12.5) (4.2) (0.0

4. The study of English grammarn 0 1 14 12 4-7 27 -.004
gives confidence to language useX (0.0) (3.7) (51.9) (44.49)

n 1 4 11 26 9-10 42

%  (2.4) (9.5) (26.2) (61.9)



| m
=

0 1 13 13 4-7 27 .060
me to learn English. % (0.0) (3.7) (48.1) (48.1)

6. The study of grammar helps n

n o1 1 14 25 9-10 41
% (24) (24) (341) (61.0)

10. There should be more n 2 16 8 1 4 -7 27 -.130
teaching of grammar in English % (7.4) (59.3) (29.3) (3.7)
lessons.

n 5 27 6 1 9-10 39
%  (12.8) (69.2) (15.4) (2.6)

13. I usually think about grammam 1 15 10 1 4-7 27 116
rules, when tead a text | have % (3.7) (55.6) (37.0) (3.7)
written in English.

n 8 18 12 4 9-10 42
%  (19.0) (42.9) (28.6) (9.5)

* = statistically significant difference
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APPENDIX 3

Table 3. Comparison by gender

Statement 1 2 3 4 Gender Total

1
(2.4)

6
(14.3)

13
(31.0)

n

3
(7.1)

13
(31.0)

19
(45.2)

7
(16.7)

38 3
(90.5) (7.1)

0
(0.0)

5
(11.9)

16
(38.1)

21
(50.0)

n

5 10
(11.9) (23.8)

21
(50.0)

6
(14.3)

3
% (7.1)

12 19 8
(28.6) (45.2) (19.0)

n 42

Boys
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n 5 29 6 1 Boys 41
% (12.2) (70.7) (14.6) (2.4)

6
% (14.3)

12 19 5
(28.6) (45.2) (11.9)

n

Boys

n 10 12 17 3
% (23.8) (28.6) (40.5) (7.1)

Boys

* = statistically significant difference



