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Abstract

Teaching grammaas teaching other modules in Engliblas become a difficult work
since many teachers of English complain abootivating their studentms the class. It has
been noticed thahoststudents are not motivated to ledecause theconsider the grammar
class as uninterestingfails to attract their attentiod hus, the question rises here as to what
extent the teacher iI's able to | ower studen:

student sé motivation in return.

In orderto answer thejuestion abovewe have assumed thatk of motivation is due
to the lack of rewards in the class. For this reason, the reward system was introduced in
grammar teaching to see to what extent the learning process can be more effective, and thus
student s6 o better. Ghiseesearatwani ainis et explaining hownotivationcan
be increased through the anticipation of rewards in grammar classes. It studies the effects of
rewar ds on | ear ner s 6 ramearuldsses at Mentou8 éJoiversity, Ye ar
Constantine. In this research, 123 sid participatg in the main studythey have been
randomly chosen to take part in the experim@&ne group was designed as the Control
Group and the two other gnps as two xperimental groups. Students in the Contrab®o
have been taught within theswal grammar instructiomvhile students in the two experimental
groups have been subject to the new reward strategy introduced by the researcher. The fact
that we have selected two experimental groups aims at validating the assumed results of the

experimet.

The researcher has observed the behaviour of the participants in the three groups
during the training period, and after the administration of the-tgest a corparison of the
pretestresults and the postst results was made in the three group$adh the participants

in the two experimental groups were noticeatifferent from those in the Controlr@up. In



other words, they have become more enthusiastic, more ,aatigethey participate moilea

the class. However, in the Controfdbp, students showed no special development in their
behaviour. In addition tehis, the improvement means in the three groups showed that the
marks of the students in the two experimental groups in the post test are much better than
those obtained intheret e st . However, in the control grou
marks in the podiest was so tiny and of a little importan@ée analysis of the results and the
interpretation of t heedrhewsesvardscambe vedysefécove mer vat i
rai sing studentsd motivation in grammar <cl as

grammatical items.
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INTRODUCTION

1- Statement of the Problem

Learning a language mainly refers to the mastery of its gramwhatever the
meaning assigned to the word, grammar remains one ahtiséimportant elements ithe
teaching/ learning proces#l-Muttawa and Kailani(1989: 69) emphasize the role of
grammar which they consider as the internal organization of the language. According to them,
a language cannot be learned without learning its grammar since grammar is responsible for
making meaning in language usBrammar has always been part of language teaching
syllabuses as it represents an important element of any language. The goal of most language
teachers is to make learners of a foreign language achieve proficiency through the mastery of
the grammatical syste of that language.

At the university level,@gachingEnglish as a foreign language includes the teaching of
language skills (listening, speaking, reading and writing) and language elemamtsnégr
and vocabulary). The questinot whether to teach@mnmarin languageclassrooms or not,
because grammar is consideredr@s/ important. The issue with grammar lies in the method
of teaching and the attitudes of both students and teachers towvaius is why teacherof
English often wonder about the reasons that makemgmar lessons less lively and
consequentlyhe students less motivated to learn it. The major queshiereare:How do we
make learners more motivated take grammar lessons and what is piheper motivation
whichmayra se | earnerso enthusiasm for | earning

Having no clear reason and no obvious purpose to learn another greahisygstem
(that of the foreighanguagg, students become less motivated, and therefore they are likely to
fail in the acquisition of a second grammar. Such students are unlikely to make what is

expected from them in terms of effort. For this reason, teachers and resesinclasfocus



on stuégnt sé6 Iinterests, soci al b a ¢ k gaowse rheir, i ndi
motivation. So,major work should be done to discover the different elements which are
involved in |l earnerso6é motivation. Hohawv er , r
revealed that there is no single model that accounts for all cases of language learning;
consequently, there is no universal prescription for improving student and teacher attitudes or
increasing student motivatio{Oxford and Shearih994).

Yet, ore should believe that there exists a possible waynte r e a s e | earn
motivation to learngrammar; and perhaps the best of all these ways is the immediate
administration of rewards by the teacher in grammar sessions. In fact, the anticipation of
reward s one of the most powerful factors in huneahaviourin relation to second language
acquisition. It is not only a means of increasing motivation, but it is also considered as being
one aspect of motivation.

At the university level, because of time coasits andother administrative obstacles,
most students do not benefit from any kind of rewards in grammar classes. Whyt ise
have assumed that sident s® out c o mebs strongly increasedriha rewavdo u | d

strategy isntroduced into the grammar syllabus.

1— Aims of the Study

This research aimsat identifying the effects of rewards anticipation on the
performanceof learneran grammar classesirst, it clarifieshe t eacher 6s r ol e
| ear ner s 6ndinwthé teaghedaradmingter rewards in grammar sessions without
influencing the teaching/ learning process (in terms of content, time and s@iskhdsiouy.

This work also highlightshe usefulness of the anticipation rewards for lear@adtheir
mastery of grammar and demonstratesshat extent the anticipation reward is related to

motivation.



The research also aims at comparing three groups which share approxineasagnth
characteristics and whieceive the same teaching method andstame cotent under the
same conditions, with differencein the organization of the anticipation rewards
3— Hypothesis

On the basis of the observations mentioned before, we hypothesisef that i
administer rewards for students and encourage them to participate in class and if we respond
positively to their answerd, ear ner sé6 moti vation to | earn g
results willbe better. In the process of confirming or rejectimg hypothesis, we set to find
out whethethe anticipationrewardhaga di rect | mpact on for@gar ner s ¢
language through incregng motivation andhow can the teacher encourage the students using
specific words or some prizes to increase their desire to learn grammar, and therefore to raise
their motivation and improve their marks.
4- Meansof Research

In order tofind out about whether the rewargsst e m has an eréstiltect on
in grammarthe research will be conducted under an experiahenethod at the University
Mentouri, Constantineln this study, we hathree groups of 123 studer3: studentsn the
control group 47 students and 3gudents represented in the fiesiperimental grup andthe
second experimental groupspectively. The three groups are given the sameepteat the
beginning of the year and the sapasttest at the end of the yearhefocal poirt of this
study is to administer direct rewards in grammar clagsesparticipants in the two
experimental groupsnd to seet he ef fects of these rewards
grammar sessions and on their results. By reward here, we mean verhal (eraese) in
case of correct answers and concrete rewards that are reprdseatgdod mark(the point

system) for studenisho perform well in the class and therefore deserve these reviatts.



end,we compareahe three groups in order to see #ificiency of this srategy in the learning

process

5- Structure of the Dissertation

This dissertation consists of five chapters. Chapter one defines motivation in different
linguistic and psychological schools and identifies various types of motivdtibighlights
the importance ofmotivation in learning grammar and provides teachers with different
strategies of raising students6é motivation i
Chapter twofocuses orthe definition of reward angrovides us with the different
typesof rewards in pedagogical settindgsdiscusses reward application in grammar classes

and its effects on |l earnersd motivati on.

Chapter thredés devoted tdhe collection of data used in this reseasridclarifies the
different steps followed by the researcherconfirm or rejectthe hypothesis. Ipresents a
detailed description of the ptest and the pogest and the instruction used by the teacher

during the training period.

In chapter four, the rearcher presents the analysis of the results obtained from the
experimentand the interpretation of these resulta. this chapter, we have general
observations about st ud ebetiveedthebparticipanis theutwo wi t h

experimental grups and the control group.

Chapter five provides some suggestions and pedagogical implications of this study on

the teaching of grammar in order to raise dte nt s & motd impvogetheiraasulta n d
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Introduction

It has been noticed that on the whole, students tend to be somehow 'bohed" wit
grammar courseOur debate at this level is: How can grammar lessons be interesting and
enoyable and how can students &eathusiastic to attend their classes to have gesdlts at
the end of the year®nswering these questions does not lie in one specific area of research,
since many recent language studies have resulted in a diversitghofigees and terms
explaining to teachers how tootivate the students and howiteolve them in the process of
learning and how to make them aware of its different steps and objectives so\tleci@e
interested and more motivaténl learn new gramntigal rules. All the researches carried out
in the last decades aimed at making learning in the class an enjoyable activity and at
increasing students' willingness to study and to achieve their goals. In order to get rid of
6uni nt graneratciassegl to have successful learners willing to study, to participate
and to learn new grammatical items, focus of teachers and researchers should be on increasing

students' motivation in grammar classes.

1.1 Definition of Motivation

In the late 66 and early 76s, the worldwitnessed a development in the field of
psychology and education. Psychology has become a separate science. Besides, education has
developed and it has ben established as a separate disciplidee of the most frequent
issues resed in these two related fields is the effectiveness of learning through motivating
students. Classroom practices have investigated the question of how increasing motivation
and reducing anxiety which is "viewed by researchers as an intermediate stagenbet

motivation and personalitfBouras2007: 120).

Motivation is a general term used in different fiel@sit in educationit is virtually

related to the psychology of learners in terms of personal, affective and cognitive factors.



Generally speaking, motivation is said to be an internal process which takes place in the mind

and which helpgo satisfy our needs. Many psychologiktsve beennterested in language

attitudes and languadgearning and havearried out seval studies inthe field. Gardner

(1985)was one of the most influential psychologists who have continued this line of inquiry.
Hehaspr ovi ded wus with significant definitions
combination of desire and effort made to achieve a goal; it linksti&dual's rationas for

any activity such as language learning with a range of behaviors and degree of effort
employed in achieving goals(Gardnerl985 in Mc Groarty 1996: h Jomson and Johnson

(2003 137 state thatMotivation is the driving force, the energy that moves peopleatds

their desired outcomesAccording to them, motivation is mainly linked to the achievement

of goals.

Motivation is inherently aimed at achievirggpals. Motivation

and goals are two sides of the same coin. Committing oneself to

achieve a goal creates motivation and motivation is aimed at
achieving goal séWhen a goal is for med
created in the person that motivates the persontsnaatintil the

goal is achieved or abandoned. If there are no goals, there can be

no motivation.Johnson and Johnson (ibid37,138).

Furthermore motivation is perceived as an internal process that maintains human
behaviour and advocates it. # the reason which stimulates someone to do something and
gets him/her involved in it. In his book entitl@@sychology and the TeacldeChild (2004)
states that motivation consists of internal processes and external incentives which work
together to sasfy some need. In the same context, he adds that the importance of motivating
students does not only aim at engaging them in academic activities but at determining how
much students will learn from the differerasks they perform and from thafermation

provided to them. According to Child, motivated students use higher cognitive processes in



learning a given topic and they remember it more than those who are not motivated.
Motivation can also be defined as a faglof curiosity within learnersyhich becomes a need

or desire to engage in a given task in order to achieve a goal. It may be the result of positive
competition between students in the classroom (since students are never satisfied with their

results), that is how motivation is created.

Brown (2000:160161) tackled the issue of motivation in language teaching classes and
proposed three definitions of motivation according to the various historical schools of
thought:behaviorism cognitive psychology and constructivism. The followtagle explains

these definitions.

The Behaviaistic School The Cognitive School The Constructivist School

Motivation is seen as th Motivation is elated to thg Motivation is linked to socia

anticipation of reward. Thjindividual's decisions an| context in order to satisf

more we have positivi underlying needs to reach | fundamental physice
reinforcement; motivation i} given goal. necessities and also to fulfi
more likely to be increased. community needs, securit]

identity and seHesteem.

Table 01 Brown's Three Definitions of Motivation (200Q 160, 16)

Despite the fact that motivation has various definitions, and regardlesbeof
differences between those definitipmge shall agree in our current research that motivation
refers to ' pedagogicahotivation' (AFMutawa and Kailani, 1989). Iforeign language (FL)

settings, pedagogical motivation implies that learners have a strong feeling (of curiosity,
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interest and desire) to reach an aim. This means that the learner wants to learn a particular

item in theFL. Al-Mutawa and Kailani providas with the following definition:

This [pedagogical motivation] refers to the ability to arouse in
the pupils a desire to learn the language and a feeling that the
language they are leang is useful. Failure to do this will

Impose a severe limitation on the process. (1989: 156)

Taking into account the definition which considers motivation as an internal process,
teachers should focus on the psychological side of learnenslén to work with langage
researchers to know hdearners' anxietganbe reduced and how interest and motivatian
be increased in return. Moreover, motivation is not only a psychological factor thahicels
the language teachingf is probably tle most important element in the whole process of
learning aFL. Yet, many teachers and professionals in the fieltkathing Englistdo not
pay much attention to it. Teachers often teaefthout having received speti&raining to

motivate students.

The nextthree stagemodel of motivation may be very beneficial to teachers in order to
understad this internal process and consequettdlyhelp learners achieve their goals and

learn effectively through increasingotivation in the classroom.

- Emotional or cognitive - A conscious decision to - To give rise to sustaining
reasons for doing a giVe Ll act. > the effort or persisting
task - deciding to engage ithe

task

Diagram 01: The Three- Stage Model of Motivation

10



The three stages are interrelated; each stage does not take place until the previous one is
completed. Besides, the third stage gives rise to a period of sustained intellectual and /or

physical efforts in order tattain a previously set of objectives.

1.2 Types of Motivation

Gardner did not only provide us with precise definitions of motivation, he also
contributed with his colleague Lambégfi972)to several studies concerning motivation and
its types viich he called orientations. Such studies have resulted in the development of

Intrinsic versus Extrinsic Motivation and Integrative versus Instrumental Motivation.

1.2.1 Intrinsic Motivation versus Extrinsic Motivation

Success in &L class is da to internal factors as well as external ones. The former
include students' abilities, individual differences and students' attitudes toward the language.
External factors however refer to elements which are not related to the learner himself like

teaches' behaviours and the different strategies they opt for in the teaching process.

1.2.1.1 Intrinsic Motivation

Teachers of English askL now try to focus their efforts on the psychological factors
influencing the process of |l earning. I ntrin:
|l earned more and mor e abouhnbtinsicomotivesdo leam.pi t al i
Brown (1991:34). In some BEglish as a Foreign LanguageHB classes, there is no problem
of motivation; students are naturally motivated and their interest is high. For instance, in
private schools and some special institutions where English is taught for spegiises)
motivation comes from the learners themselves because dlveychosen to study Engligh;
was not imposed on them. In such situations, learners want to study the language for their

own pleasure because it is their choice. This type of motivattooh comes from within is

11



known as intrinsic motivation. So, teachers do not worry abmattvating learners because
the studentsake the pleasure to study and they enjoy their studying. As mentioned by Deci

(2975 in Brown 2000: 164):

Intrinsically motivated activities are ones for which there is no

apparent reward except the activity itself. People seem to engage

in the activity for their own sake and not because they lead to an

extrinsic rewardé I ntrinmedcal ly moti ve
at bringing about certain internally rewarding consequences,

namely, feelings of competence and sd#termination.

The role of the teacher here is to put learners' individual intrinsic motives at the center
of teaching pedagogy to ensuhat they are learning tHeL effectively. The teacher should
be interested in students' homework, exam papers and any other written or oral performance
on the part of the learners. This would certaimygreasetheir selfesteem and it would
encourage thma. It would also motivate them by raising attention and a contagious interest in
learning. The more the teacher is interested in the language and its teaching, the more students
are interested in the differeriems presented to therand the more they fdeconfident in
their study.In some language classroom contexts where students' intrinsic motives are not
strong, it is more appropriate for teachers of grammar to present it following an inductive
approach. Learners tend to benefit from this approach rtie any other approach.
Introducing grammatical items inductively is very helpful in grammar teaching because it is
challenging for students to give them several examples and let them try to discover and guess
the hidden rules. First, learners will neverget the rules they have found themselves.
Second, they will feel that they have achieved something when they induce grammatical
structures on their own. This challenging feeling arouses student®sintamnd motivates
them. Brown (bid.: 365) arguethat "it [inductive approach] builds more intrinsic motivation

by allowing students to discover rules rather than being told them."

12



Some psychologists believe that this type of motivatidntrinsic motivation' also
includes an internal desifer achievement and ridlaking. In this perspective, Ames and
Archer (1988) suggested that an intrinsically motivated learner is internally needfby a
feeling or desire to hold up a given experiencetake part in classroom activities and to
partidpate in the whole process of learnifitne desire to do all this is basically oriented by a
desire to experience success which depends on the learner himself. This feeling or desire is
also called 'achievement motivation' becaus@otivates the learneto achieve a particular

goal. In the same context,Mutawa and Kailani (1989: 6) state that

Empirical evidence has shown that there is a significant link
between achievement success in EFL learning and the pupil's
willingness to learn. That is satisfactory results are produced by

motivated pupils irespective of their sex and age.

1.2.1.2 Extrinsic Motivation

Intrinsic motivation is based within the individual; & related to internal factors
whereas extrinsic motivation is based on an individual's perception of external rewards that
will accrue from some action; it is related to external factors. Brown (2000: 162) explains the

difference between both types:

Motivation is also typically examined in termsiaofrinsic and
extrinsic motives of the learner. Those who learn for their own
self perceived needs and goals are intrinsically motivated, and
those who pursue a goal only to receive an external reward from

someone else are extrinsically motivated.
While intrinsic motivation isbased within the learner, extrinsic motivation comes
from external factors. When we talk about extrinsic motivation, we mainly refer to external
incentives which are very essential for the teacher in order to help students and to engage

them in the learnip process with a high sedfsteem. AMutawa and kailani (1989: 147)

13



arguethat "since not all pupils are motivated to learn the foreign language, the teacher must

devise incentives to arouse interest."

Unlike in private schools, students atthniversity are not always motivateahdthey
are often complaining abodheir conditions because it was not their own choice to study
English or because theattend classes where therdask of motivation. When students are
not interested in the langge and in the learning process, teachers may face difficulties in
creating a highly motivating atmosphere for learning. Teachers also find it difficult to
convince learners of the usefulness of the whole instruction in general and grammar in
particular.In such circumstances, teachers should try to arouse students' interest and therefore
to increase their extrinsic motivation because teachers often interfere to provide students with
incentives aiming at inducing them to learn more effecti@i~-Mutawaand Kailani, 1989).
If the teacher of grammar notices that the students are not motivated, s/he should use various
motivational strategies to arouse their curiosity and to get them motivated by having ‘grammar
celebrations' from time to time where studecén read a composition or a story they wrote on

their own to the whole class for applause and comments.(Slavin, 2003).

Many teachers may wonder about what type of incentives is more appropriate in EFL
classes and particularly in grammar clas$@s young learners, if the teacher asks one pupil
to read his /her assignment to the whole class may be considered as a good incentive. The
teacher's appreciation of pupils' answers is also an incentive. Symbolic presents also have a
strong impact on leaers' motivation. For adult learners, incentives have a more reinforcing
value considering the great influence they have on students' motivatigviutAlva and

Kailani say in this context:

€ the problem of motivation turns intoc

the desire among pupils to learn English. Lack of motivation

14



(i.e. external motives) might turn into a hostile attitude towards

the foreign language and the FL teacher. (ibid.: 29)

When the material presented to students interests them intrinsicallgyitlgs them with a
motivating power that enables them to learn in the best way under the best conditions.
However, if the material lacks interest, it will influence the students’ motivation for learning
and will have bad effects on their results. In trase; the teacher may find it problematic to
create motivation since most students do not find grammar tasks interesting in themselves.
The role of the teacher then is to link the material with other external elements in the language
teaching which has alwa represented the underlying principle of extrinsic motivation. In

agreement with this, Wilkins (1972: 183) says that:

In much teaching, not only of languages, we anticipate that
pupils' personal motivation is unlikely to be strong, so we set out
to motivate them through the learning process itself. Teaching is
planned so that learning becomes an interesting, even at times an

entertaining process.

The importance of using incentives in the classroom lies in the fact that they make the
learners feel that they can achieve something. The idea of achievement helps in the
development of extrinsic motivation in the learners through the use aitines or rewards.

This type of motivation also includes the social motivation for collaborative learning.
Students who work in collaboration with other students are more likely to see the grammar
classes as a desirable learning environment aadjty he learning experienc®ewards are

very important to maintain motivation and to create a positive feeling (for learners) about
learning aFL. Unlike intrinsic motivation, extrinsic motivation is directly related to the
anticipation of reward. Rewards confimm outside and beyond the self, and they take
different forms. Brown says in this context:" Typical extrinsic rewards are money, prizes,

grades; and even certain types of positive feedback." (200Q: 164)
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1.2.2 Instrumental versus Integrative Motivation

One of the major problems that teachers often encounter in second language classrooms
is the issue of motivation. Some students are highly motivated, others are poorly motivated
and some others are not tvated at all andnay consider the whole instruction as being
useless. This difference in students' level of motivation is mainly due to the reasons for which
the students arlearning the E. The same reasons halegl us to distinguistbetweentwo
types of motivation: irggrative versus instrumental motivation. Integrative motivation is the
desire to be like and interact with speakers of the target language. Instrumental motivation
refers to the desire to learn a language in order to achieve some other goal such as academ

or occupational success. NBroarty (1996: 7).

Gardner andLambert (1972)carried out significant researcim second language
learnng about students' motivationftex several years of intensive experimentation in the
field; they distinguishetivo separate types of motivatianstrumentality and integrativeness

Brown (2000: 162) explains that:

Motivation was examined as a factor of a number of different
kinds of attitudes. Two different clusters of attitudes divided two
bast types of what Gardner and Lambert at that time identified

as "instrumental” and "integrative" motivation.

1.2.2.1 Instrumental Motivation

Considering the different purposes behind students' engagement in learkibhg a
motivation as we have seen beforenay be integrative or instrumentdlnstrumental
motivation refers to the fact that learners want to learnREhenot because of the language
itself or its culture, but because of other reasons mainly because the learner wamts/oa
particular aim.At the university, learners choose to study English for different reasons. For

instance, one student may say that s/he is studying it because s/he had no other choice to opt

16



for. Another student may say that English was his/hercehwhich s/he will use in his /her
future occupation. Another one says that English would help him/her in studying another
subject. In other words, the English language in all these cases has been studied just because it

is a means to help in reachingigemn aim.

1.2.2.2 Integrative Motivation

We talk about this type of motivation when students really desire to learn the language.
This desire may even be reinforced by an admiration of the language and its culture. Some
learners for example studynglish because they want to immigrate to a foreign country
(speaking English of course) in order to work or to live there. Some others may have a
positive feeling towards the language and they admire its people and culture and therefore
they want to intgrate into this culture. Wilkins summarized these differences saying: " the
person may be studying a language 'because he wants to', another '‘because he has to." (1972:
183). Moreover, "The instrumentally motivated learner requires the language as atoneans
some other end, whereas for the integrative leaimetanguage and all that it brings by way
of culture is an end itself."(ibid.: 162). In the same perspective, Brown (2000: 162) claims

that

The instrumental side of the dichotomy referred to acquiring a
language as a means for attaining instrumental goals: furthering
a career, reading technical material, translation, and so forth.
Theintegrative side described learners who wished to integrate
themselves intdhe culture of the second language group and

become involved in social interchange in that group.

It is necessary to mention that instrumental motivation and integrative motivation were
first introduced as two different types of motivation. Heee Gardner and Matntyre

(1991) pointed out that this dichotomy was a merely case of orientation. Brown clarifies this
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point: "eédependency on whether a | earner's
careerrelated (instrumental), or (b) socially @ulturally oriented (integrative), different
needs might be fulfilled in learning a foreign language.” (ibid.: 163). These orientations left
the door open for psychologists to decide which type is more appropriate in EFL settings.
First, integrative motiation was said to be more effective in learningLaand it resulted in

high scores on proficiency tests. "The conclusion from these studies was that integrativeness
was indeed an important requirement for successful language learning." Brown1@3y.:

Later studies carried out by Yasmeen Lukmani (1972) and Braj Kachru (1977, 1992) showed
that instrumentally motivated learners perform better in tests of English proficiency.
Moreover, the language is well acquired and success in its learning @amebalt of only
instrumental reasons. Brown discussed the issue and found that regardless of the differences
between instrumentality and integrativeness, both orientations are of a primarily importance
in the learning process, and they are not necessaniyradictory. He goes further to link

between the two types of motivation in the same learning situation.

Such variable findings in empirical investigations do not
necessarily invalidate the integrativestrumental construct.
They point out once agairhdt there is no single means of
learning a second language: some learners in some contexts are
more successful in learning a language if they are integratively
oriented and others in different contexts benefit from an
instrumental orientation. The findingdso suggest that the two
orientations are not necessarily mutually exclusive. Second
language learning is rarely taken up in contexts that are
exclusively instrumental or exclusively integrative. Most

situations involve a mixture afach orientation. (id.: 163).
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Al-Mutawa and Kailani also tackled this issue and summarized all the points discussed above
in one single statement saying: "Both integrative and instrumental motivation are of primary

importance in learning.” (1989:30)

1.3 Learning Grammar

1.3.1 Motivation to Learn Grammar

Mc Groarty states the importance of all types of motivation in the learning process.
Studies in the educational field proved that in some situations, integrative motivation is the
main reason for classroom success. However, other researchers found that all types of
motivation are important for achievement. "For adults interested in job success, instrumental
motivation could be just as or even more powerful than integrative motivation."(Gardner and

Mac Intyre in McGroarty 1996: 8).

In learning aFL like anyother task, learners need to satisfy some psychological needs
to help them maximize achievement in the class. Deci, Vallerand, Pelletier, and Ryan (1991)
identify three basipsychologicaheeds that should be fulfiledompetencerelatedness and
autonomy. According to them, the importance of motivation lies in the fact that only
motivated people can satisfy these needs. "Opportunities to satisfy any of tleesedbds

contribute to peoplbeing motivatedqas opposed to amotivatet1991: 327328).

Motivation is considered as the most important factor in learning any subject because
motivated students have clear views about what they learn and they already know the
previously set of objectives designed to them and so they work hardatae them.
Moreover, motivated students can see the results of the learning process in general, and they
can also understand the benefits of spending much time in studying grammar and grammatical

rules of a foreign language.
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A For example, Vallerang1989) found that students who had
greater intrinsic motivation and identified regulation showed
more positive emotions in the classroom, more enjoyment of
academic work, and more satisfaction with school than did
students whose motivational profiles wereslesutonomous."
Deci, Vallerand, Pelletier, and Ryan (ibid.: 332).

In the same perspective,-Mutawa and Kailani also claithat

Motivation is a basic element in foreign language teaching and
learning. Empirical studies indicate that highly motivatedilgup
learn faster and better than the ones who find the study of the

language distasteful. (1989: 156)

Some specialists in the educational field and language teaching emphasize the importance of
motivation to the extent that they link it with any achievemesalized by learners in EFL

classes. In this regard, BroW2000: 160) explains that

Motivation is probably the most frequently used caatiterms

for explaining the success or failure of virtually any complex
task. It is easy to assume that sucaeesany task is due simply

to the fact that someone is "motivated". It is easy in second
language learning to claim that a learner will be successful with

the proper motivation.

Learning any language involves the mastery of its grammar, vocalandryhe four
skills (listening, speaking, reading and writing). In spite of the great importance given to all
language components, focus on grammar has become one of the most crucial elements in
foreign language instruction. Thornbury (1999) dealt wite ibsue and referred to it as

grammar revival. He saybat

There is a widespread belief that the introduction of
Communicative Language Teaching, attention to grammar was

eclipsed by an emphasis on experimental learning and purely
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communicative goals. T& is only partly true: syllabuses did
appear in the 1970s that appeared to marginalize grammar in
favour of functions. But € a <closer

shows that they often had a strong grammar basis. (1999: 23).

Thornbury suggests three mainnddions that contribute to the success of the grammar
teaching/learning process: attention, understanding and memory. More importantly, grammar

has always been linked with motivation as Thornbury (ibid.: 26) artpads

None of these conditions [attentio understanding and
memory], however, will be sufficient [in learning grammar] if
there is a lack of motivation and, in the absence of some external
motivational factor (for example, an examination, or the
anticipation of opportunities to use the langyageé is the
teacher's job to choose tasks and material that engage the
learners. Tasks and materials that are involving, that are relevant
to their needs, that have an achievable outcome, and that have an
element of challenge while providing the necessaiport, are

more likely to be motivating than those that do not have these

qualities.

Motivating students theoretically seems easy; but in practice, diversity in learners' level,
personality and their way of learning usually leads to diffezsnn their cognitive potential.
Moreover, thinking that increasing motivation is the duty of the teacher alone seems to be
inappropriate because of learners' individual differences mentioned above. What is interesting
and highly motivating for a studentay not be so for another one. In some extreme cases, a
course which is interesting for a learner may be so boring and distasteful for another. That is
why, learners themselves should acquire new tasks (in addition to what they learn in the
classroom) traimg them to arouse their own selfteem. Furthermore, learners should be
aware of their intellectual and affective capacities to use them. In addition, they should know

what is expected from them. As a result of these conditions, students would undeestand
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they should study different subjects and learn more effectively. So, they become more likely
to work hard and to achieve their goals. When students' awareness is increased, motivation
becomes an issue which concerns the learner as well as the teamhehen it becomes

challenging for both of them. In this perspective, Khelef (2007: 77)thays

The lack of motivation to learn and the unsuitable materials used
by the teacher in addition to the style of presentation, if they do

not attract learnersyill lead to committing errors. The absence

of the motive on the part of the learner and the teacher means

automatic failure.

Learners have always been considered as receivers in the class, they have never
participated in what took place there, except some few reactions (verbal answers or short
written activities). However, in recent EFL methodology, learners have djamere
importance in terms of their role in the teachifigarning process. Now, teaching grammar is
seen as a tweided process since students are more likely to understand a lesson in which
they are involved and so, they are likely to remember it. Iteéheher and the learners share
responsibility in the class, and they divide the work between them, learners will be more
enthusiastic and their motivation will certainly increase. For example, in a grammar class, the
teacher may ask the students to givaregles explaining some grammatical structures. S/he
may also ask them to write something on the board, to read a story they have written or to
discuss a given topic. In such settings, the possibility of having good marks in exams is high,
and students wodlcertainly benefit. Success in these cases is not only a result of motivating
strategies but it becomes an essential element that contributes to the development of

motivation in theclass. Inthis regard, Willis (1996: 14) states that:

Success and satisfgon are key factors in sustaining motivation.

If students feel they have achieved something worthwhile,

22



through their own individual effort, they are more likely to

participate the next time.

Empirical studies have shown that motivated studieatis better since they have great
capacities and effort for concentration. Motivation plays an important role in establishing a
good classroom atmosphere that helps students to concentrate and to achieve the desired
goals. For this reason, many recergei@ches aim at studying motivation and the different
strategies to maintain it in EFL classes in order to facilitate the process of acquisition. In this
framework, Pinheiro (1996) points out the importance of motivation in learning grammar and
writing, and she also explains to teachers how to increase it in learners in order to learn how
to write well and to do class activities (including grammar taskisgsays: Tt is extremely
important that your students feel motivated when doing the activi{ile396: 128, 129). That
is why in designing the material to be taught in EFL classrooms, she took into consideration
studens’ motivation as a central question. Fgtmore, she identifies thréaportant criteria

to be followed by teachs in planning theilessons

— Teachers shoul#now the nature of studentand so the topg should be interesting to

them.

— Students should feel that each activity has a purposkshould alvays be given positive

feedback.

— The activities should be challengingnd bring new informatignstudents should

understand that their success depends on their working together. Pinheiro (ibid.: 149)

1.3.2Attitudes towards Language and Language learningind Motivation

Students who get high scores in tests or good grades in schools are more enthusiastic to
attend their classes and to learn new matters iffith@ hat is why it is very common to see
students in the bus or in the street discussing what theyjbstviearned in the class. FBL
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learners, any new information they learn in the target language is considered as a fulfillment.
The idea of fulfilling a given task provides them with a feeling of pride and joy, and therefore
they deserve to show off imant of all the other people. Achievement here reveals students'

positive conceptions which affect their attitudes towards the process of learning.

Students' attitudes are linked tbeir motivation. Thus, teachers should know that
attitudes of learners wards the learning process highly influence their potential for learning
the language, and so it helps in increasing their motivation. Dubin and Olshtain (1986: 14)

arguethat

Positive attitudes towards the language will reflect a high regard
and appreation of both the language and the culture it
represents. Positive attitudes towards the acquisition process
will reflect high personal motivation for learning the language, a
feeling of self fulfillment and success and an overall enthusiasm
about the langage course. A combination of positive group
attitudes towards the language with positive individual attitudes
towards the process is believed to bring about the best results in

terms of language acquisition.

In fact, positive attitudes towardee FL help students to engage more in classroom
activities and to face difficult situations in the whole instruction. For this reason, language
teachers and educators draw attention teomerative learning since it is one of the most
important language pctices that enhance positive students' opinions about the language and
language learning. Littlewood (1981: 30) stettest

The experience of cooperating through the new language ... can
help to produce more positive relationships between learners

and more positive attitudes toward the foreign language as a

means of resolving difficulties.

24



Teachers should help learners to cope with the learning environment, and to communicate
with each other, and to develop positive attitudes towards second languageaia
methodology in order to increase their motivation. According to Wilkins, "Motivation has to
do with the reasons for learning and with attitutlestitudes towards the language, towards

the group that speaks the language as a mother tongue, andisdwlangualism itself."

(1972: 183). More precisely, students of English should understand that the language they
learn is an important means for furthering their education and for offering them a high
position in their society. Dubin and Olshtain claihat "The main objective in learning an
additional language is to allow for personal growth and enrichment.” (1986: 24). In fact, once
the role of the English language is clear for learners, their positive attitudes towards the
learning process would enger and thereby students' achievement would increase. "Positive
attitudes about language and language learning may be as such the resultssf asdbe

causé. McGroarty (19964).

If positive attitudes towards the language aftbet learningorocessnegative attitudes
would also have a bad influence on learners' motivation. Dubin and Olshtain deal with the

topic and explain this bad influence in the followiegms

Negative individual attitudes may have their initial roots in

negative groupattitudes, but these can become intensified by

negative experience with the acquisition process such as

classroom anxiety, feelings of discrimination, and the like. The

combination of negative group attitudes with negative personal

feelings will result inthe lowest level of acquisition. Negative

attitudes, whatever their roots, create psychological distance

between the learner and the subject matter and are, therefore, of

vital significance in the learningt eachi ng processé Lear ne
negative attitudesan be detrimental to the success of the

language program. (1986: 14).
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1.3.3Ways of Achieving Motivation

In EFL classes, motivation like other personal factors needs to be developed in the
students in order to arouse their ssdteem and their interest, and so to improve their level in
the language. Increasing motivation is not an easy task foedlsber because of the diversity
in learners' personalities and abilities, and the differences between their ways of learning.
Students need first to have confidence in their own capacities; and second to know why they
are learning thé&L. Students who daot know the main objectives of their study cannot see
the results of their efforts and they cannot either understand the aim of doing so much work.
Moreover, this type of learners can even be hopeless because they do not see any usefulness
in studying ad wasting so much time in doing exercises, homework and assignments without
getting benefit from. Thus, trying to increase motivation and to establish a desirable learning
environment becomes more than a necessity. Language teachers and specialidislth the

usually wonder if it exists an appropriate way to increase motivation in the learners.

1.3.31 Strategies to Increase Motivation

Because of the remarkable growth in the field of education, many researches resulted in
the investigation of sth educational problems like how to increase motivation of learners in
the classroom. In practice, no method and no technique is applicable and useful for all types

of learners and in all teaching situations. In this context, Nunan (1991: 228hatys

It has been realized that there never was and probably never
will be a method for all, and the focus in recent years has been
on the development of classroom tasks and activities which are
consonant with what we know about second language

acquisition, andvhich also in keeping with the dynamics of the

classroom itself.
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So, there is no unique way to motivate the students. As it has been mentioned, diversity
in students' levels, personal characteristics and their ways to perceive the second language
instruction lead us to think about various learning strategies and techniques to increase

motivation.
— Co-operative Learning

As opposed to individual work, eaperative learning gives students the opportunities to
exchange immediate feedback. Working in groups encourages students to participate in and
share the activities designed to them. It is also very useful bedalmvers anxiety in the
class, maintains motivation and enhances learners' motives to do a given task since they can
see at the end of the task the desired outcomes. In this perspective, Johnson and Johnson

argue (2003: 149%hat

Motivation increasesvhen one's goals are interdependent with

those of significant others. When a person joins -amprative

effort in which people they admire and respect and wish to be

with are participating, the significart
Motivation [als0] increass in ceoperative efforts because they

allow for the simultaneous accomplishment of multiple goals.

From her own experience in language teaching, Fujiwara (1996: 164) explains the
importance ofgroup workand its influence on learners' motivati a ceoperative learning

situation:

One interesting thing that came out in the feedback from my

final course evaluationé was how much
from each other, not only from the group projects but just from

the stimulation of being with a motivated and active group of

learners. ddging from their essays and our first two classes, this

year's group seems even more motivated and sophisticated, and |
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think they will act as "worthy rivals" for one another, as one

student put in her essay.

— Communicative Activities

Communi@ative strategies provide learners with whole task practice through several
kinds of communicative activities and tasks. Students do not like grammatical drills because
all what is expected from them is mechanical answers. Littlewood (1981: 17) thtates
"Drill tasks where students are asked to put in practice the different grammatical rules they

have just learned in the class are not so interesting for them."

Unlike this type of drills, communicative tasks are of great importance in order to
maintain motivation. They evoke students' interest and satisfy their needs to use the language
for immediate communicative purposes and thus, they promote the feeling of achievement.

Littlewood argueshat

The learners' ultimate objective is to take partdmmunication

with others. Their motivation to learn is more likely to be
sustained if they can see how their classroom learning is related
to this objective and helps them to achieve it with increasing

success. (ibid.: 17).

In the same contéxDubin and Olshtain (1986) focus on the role of communicative
activities in learning a foreign language; they suggest a specific type of classroom activities

which they called ‘workouts'. According to them, workouts

enhance the learner's overall acquisition process, providing
planners and teachers with a variety of ways through which to
mak e this process engaging and rewa
/Relaxers are motivational workouts which add an element of

enjoyment and personahvolvement. They can be used at
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various points during the session, especially when a relief of

tension or a change of pace is called for. (1986: 22)

1.3.3.2 Guidelines for the [@velopment of Motivation

Motivating students has always been of great importance in second language
classroom methodology. In this perspective, Deci, Vallerand, Pelletier, Ryan (19932@PR5

arguethat

Ideal school systems are ones that succeed in promoting in
studerts a genuine enthusiasm for learning and accomplishment
and a sense of volitional involvement in the educational
enterprise. It is this interest and volition, we suggest, that lead
students to display greater flexibility in problem solving, more
efficient knowledge acquisition, and a strong sense of personal

worth and social responsibility.

Teachers may opt for a specific method in order to maintain motivation in their classes,
and some others teach following their usual methods of teachinthéyttake individual
decisions about motivating students. According to the specific teaching situation the teacher
finds himself in, s’/he may choose to apply particular rules about learning factors like interest,
enthusiasm and motivation. These are sauglelines for teachers to follow in order to

increase learners' motivation.

(a) When we talk about achieving motivation, we should first acknowledge the importance
of teachers' motivation in settling a good motivating atmosphere in grammar classes. Th
teacher must be motivated to teach in order to present the lesson in the best way s/he could.
Teachers' motivation is as important as learners’ motivation. Teachers' motivation is
contagious and unfortunately, teachers' low-esteem is also contagiou8 dull lifeless

bored teacher would easily transmit this negative energy to the students.
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(b) One of the main points in motivation is the fact that learners should be given the
objectives of the lessons and those of the whole course (botkestmortbjectives and long
term objectives). Learners who know what is expected from them and why they are going to
do it are the ones who will desire to fulfill it. In a grammar class for example, the more the
objectives are selected clearly right from the begignthe more students understand what is
to be done, why and which result they would get in the end. Thus, they will be more
motivated to take part in the different grammatical tasks designed to them in the class and at

home.

(c) Meaningful learning is one of the most important cognitive principles in grammar
learning. It lies in the association of the different items which are studied in the classroom
with concrete purposes in their real life. In order to develop learmatsvation and make
them enjoy the learning experience, students need to see the usefulness of the learning process

in the development of their social and intellectual skills.

(d) When the teacher finds that a task or a part of the lesson is borititekess, s/he can
include other interesting items. If an activity seems to increase learners' boredom, it may be
omitted and replaced by a more lively activity. Moreover, the teacher may also vary the
learning activities that take place in the class witifollowing a particular pattern during the
whole year. Varying the activities arouses students' attention and interest. "He [the teacher]
also varies his techniques and teaching strategies to motivate pupils and facilitate the learning

process.(Al-Mutawa and KailaniL989: 148).

(e) Positive reactions on the part of the teacher towards students' performances are very
useful. The teacher who praises the students' answers and shows approval of their correct
responses would certainly encourage them ttggaate more in the classroom interaction. In

recent empirical studies, rewad b i n i ts dasfbéea preved to beoveryns b
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effective in increasing students' motivation and their-esiéem about English grammar.
Students, who attend classesend the teacher uses rewards, are more likely to have good

results.

Conclusion

Motivation has been discussed in the educational field for several decades, and it has
always been a complicated issue because of the different factors that cortoibitge
development. In EFL classes, a variety of strategies and techniques has been provided for
teachers of grammar in order to help them raise students’ motivation and engage them
effectively in the learning process. However not all strategies are fgo@l learners, it is
necessary to point out that it is the duty of the teacher to opt for the appropriate strategies and
to take the right decisions according to the specific characteristics of the learning situation in

order to create well motivatedustents.
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Introduction

Recent researches k. teaching have always aimed at studying the learner in order to
provide him/her with the appropriate devices and steps to be followed in his/her career. Many
studies carried out in the last decades have also focused on effective masterilofiite

learrers' success, and the elements which contribute to it.

Learners' individual characteristics and personality factors have proved to be of a vital
importance in the learning process because teachers alone, however proficient they are,
cannot solvall the problems evoked in the class and create a good environment for learning.
Thus, success is not always guaranteed especially if learners are not well involved in the
process. For this reason, language experts emphasize the role of both teaclsenhargdin
addition to the appropriate strategies used to manage the class in the best way learners can
possibly have in their studies. What is important now is not only what to teach and how to

present it (for teachers) but also what to learn and hdeata it (for learners).

It is worth mentioning that the different procedures that take place in EFL settings are
no more considered as a teaching process, but they are often referred to as alezaciigg
process.In fact, a variety of stragies and classroom pramws have been provided for

teacherd¢o explain ways of @msenting data and to learners to recéiameffectively.

2.1 Definition of Reward

Studying human behaviouhas resulted in a variety of strategies which aim at
increasing students' achievemenfinlearning settings. Slavin (2003) claims that experts in
language teaching and learners' behaviour were asked to provide teachers with ideas about the
nature & the learning process and how the influenceraftivationon this process. Behaviour
learning theories proved that there is a strong link between reward and goal achievement in

learning. According to him, behaviois internally established in the learner if it receives
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some kind of positive reward; otherwise it would be eliminated. Some students have
considerable academic abilitidsut because they are shy, quiet, or isolated in the class, they
are often uninterésd and withdrawn and their capacities are hidden. Such type of learners
cannot engage in the different learntegching proceduresand their participation is

therefore inhibited by lack of motivation. In these cases, reward may be of a vital sigmficanc

for teachers in order to induce learners in the learning process.

Reward is an essential strategy used by teachers in order to prompt students' motivation
in the learning process and to increaseeffectiveness and efficienc@riginally, theidea
came from when a childid something good and receivedme kind of compensation. In
education, the concept of reward has basically the same princijglpger, Greene and
Nisbett (1973) conducted many experiments to study the effects of rewardmegrke for
doing a given task. Rewards proved to be an effective element in increasing motivation and
achievement in the class since most students try to avoid negative judgment and seek to gain

positive judgment from the teacher for their abilities aridre.

The application of reward systems in the educational endeavour has its roots in
Skinner's theories. In facthe American psychologisskinner(19041990) was one of the
first psychologists who investigated the process of language acquisition in terms of language
behaviour. His theory remains one of the most controversial theories which still have their
impact on thelanguage teaching methodologg&kmong the various theories of language
acquisition and language learning, the theory of operant conditioning remains one of the most
influential principles in language teaching methodolo§kinner and other behaviourists
carried out several investigations concegniearning. In his theory, Skinner distinguishes
three main stages that are involved in the learning protlesstimulus or situation (Shhe
behaviour (B) and he reinforcement (R)Stimulus is the situation in which the learner's

performance will ta& place. Behaviour is the performance itself. An utterance may be

34



considered as behaviour since a language response may be produced in a single utterance. In

this context, Wilkins (1972: 162) argudst

Every utterance and every part of an utterangedduced as the
result of the presence of some kind of 'stimulus’. The stimulus,
to which the utterance forms a ‘response’, may be physically
present in the situation; it may be verbal, since language can be

produced as a response to other language.

Rreinforcement refers to any reaction from the part of the teacher towards the learner's

behaviour. Fontana (1995: 144) explains this stage s#yatg

Such reinforcement can best be thought of by the teacher as the
results that follow orirom B. Obviously these results can either
be favourable to the learner (in which case they are known as
positive reinforcement or R+), or they can be unfavourable (in
which case they are known as)RR+ increases the likelihood
of the learner producinghé same piece of behaviour again in

the future, while Rdecreases the likelihood.

Like a child, the learner who performs different activities in the class needs to be
reinforced; otherwise, the possibility of having further performances desre®gikins
(1972: 162)deals with this topic and emphasizes the importance of reinforcement in a
l earning situation: “lf such reinforcement
respomse, is not learnedHe also emphasizes the importance of thgquence of the three

stages in Skinner's theory.

Only if a response is repeated can it be fully learned. Indeed
strength of learning is measured in terms of the number of times
that a response has been made and reinforced. A word that has
been uttered thiy times is better learned than one which has
been said twenty times. The notion of repetition is therefore

extremely important. More important still is the fact that a
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response that is not made cannot be repeated and reinforced and
therefore cannot be le@ed. Itis the making of the response that
is the learning procesH there is no reinforcement, the learning

Is then extinguished. (ibid.)

The main principles underlying Skinner's operant conditioning -&-F5 theory are

illustrated in the followingliagram.

Good
(B) RH |L_,(B), (B),
Stimulus/ or Behaviour / Thebehaviour is
Situation (S) R (B) repeated
\ Bad (R) X the behaviouris
(B) > removed

Diagram 02: Skinner's SB-R Model of Learning (Wilkins, 1972: 162)

Obviously, the learner who gives correct answers and performs different tasks and then
receives positive reinforcement (R+) nsore likely to answer correctly and perform other
tasks. In this sense, the learner who gives answers which are incorrect and his performance is
low should receive (B in order to remove his wrong responses. For more explanation,

Fontana (1995: 144) pvides us withthis straightforward example:

— A boy is asked by the teacher to give the preparticiple of the French verb

"avoir”. (S).

— The boy answers: "ayant". (B)

— The teacher says: corre¢R) Which is in this case (R+).
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According to Fontanahe likelihood of giving the same correct answer increases because the
learner has received (R+), whereas, the learner who would recejivev@¢Rd not offer the

same answer again.

In spite of its crucial importance in language teaching metlggolSkinner's operant

conditioning was criticized by Brun€t973)who

sees learning not merely as a passive unit of behaviour elicited
by a stimulus and strengthened or weakened by reinforcement,
but an active process in which the learner infers priasigind

rules and testes them out. Fontana (ibid.: 145).

Bruner holds that Skinner'sE5R model gives little importance to the learner's behaviour
which is considered as @mplex activity involving themajor processesf: acquisition of
information, nanipulation of information into an appraegte language situation or task, and
testing the adequacy of this information. (Bruner and Andl#v3 in Fontana 1995: 145)n

fact, Bruner does not totally ignore the influence of reinforcement in secondafgu
classroom methodology but he emphasizes the point that a stimulus may construct internal
hypotheses and models which help the learner in future predictions in the learning operation,
moving away from a basic concentration on immediate forms of rearfeent (in Skinner's

S-B-R theory) to less direct forms of rewards (in Bruner's model). In this context, Fontana
summarizes this important point: "the learner can become increasingly independent of
reinforcement (R) and work towards long term goals sinad gioals are essentially the
anticipatory categories which he or she predicts will give the greatest satisfaction.” (ibid.:

146).

Whether the empha&sis put on direct reinforcemerdf Skinner's model or on
anticipatory categories of Bruner'ssdeption of learning, Skinner remains one of the first

psychologists who introduced the concept of reward in language learning througB{is S
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model, and "both [Skinner and Bruner] have their place in helping the teacher to plan learning

experiences atifferent levels." Fontana (ibid.: 147).

2.2 Types of Reward

Differences between learners lead to differences in their ways of learning. These
differences can be explained in terms of many factors such as: intellectual abilities,
personality factors and social and cultural background. Thus, they mayinliffezir ways of
perceiving rewards. Learners who differ in how they learn a new material, also differ in what
they enjoy doing and what motivates them more to take part in a given task and so to learn
effectively. For instance, some students like to t@@spd by the teacher and they like to see
the results of their efforts right in the classroom without paying attention to what comes later.
Generally, these students are extrovert students who like to gain the attention of their teacher
and their classmas alike in order to fulfill some internal needs. Brown (2000: 155) describes

these students in the followitigrms

Extroversion is the extent to which a person has a-deafed
need to receive ego enhancement,-asléem and a sense of
wholeness fromother people as opposed to receiving that
affirmation within oneself. Extroverts actually need other people
in order to feel "good". But extroverts are not necessarily-loud
mouthed or talkative. They may be relatively shy but still need

the affirmation ofothers.

In fact, this affirmation should be provided for them by the teacher who may use some
short term rewards in order to encourage them and arouse thegsteéfim. However, some
other students do not like to be in the centre of the ,ckas$ they would probably like to
benefit from less direct forms of reward mainly represented in a good score in a given test or
an additional point in the exam. These students, unlike extroverts, are almost silent, quiet and
reserved. "Introversion, ondhother hand, is the extent to which a person derives a sense of
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wholeness and fulfilment apart from a reflection of this self from other people." Brown (

ibid.).

2.2.1 Shortterm Rewards

It is very important to provide the student with a feeling of pride in the classroom. This
feeling is almost enhanced by a sense of achievement. Nothing can create such a sense of
achievement like a word of praise from the teacher in the clamsrdbe student who
receives appreciation from the teacher towards tnes performance in front of the other
students who represent a kind of ‘competitor’ for each other is more likely to perform well in
next sessions. In a class, where students are@e speakers of English, any correct use of
the target language is considered by the student as an achievement. Thus, an achievement
needs to be compensated. Positive comments from the part of the teacher may bé of gre
importance for learnergzerris (1997) dealt with the issue of rewarding the students in the
class through positive comments. She provided us with important steps to be followed in
order to make teachers' commentary more effective and more rewarding. Ferris found that
when teaches (a) requested specific information and (b) made summary comments on
grammar, more substantive student revisions ensued than when teachers (a) posed questions

and (b) and did not make comments. H.D.Brown (1992: 340).

Shortterm rewards are arfprm of positive reinforcement the learners would receive
directly after a correct answer or a good perfance in thé=L. Honorary certificates and
recognition badges when provided to the learner after a good performance can be very useful.
Shortterm revards are important because they allow students to see the results of their efforts
and abilities instanthand makehem understand how their contribution in the class makes a
difference Adult learners usually prefer social rewards in favour of materédgmts because

they affirm their worth as independent useful individuals. Verbal praise in the class, students'

39



attention, and teachers' thanks are all necessary for learners to internalize positive behaviour
and to maintain seinotivation which will indice them to learn and to perform well in the

classroom.

When the form of rewards occurs directly after the activity done by the learner, it will
gain a more reinforcing value and so, it becomes more efficient. In this framework, Wilkins

(1972: B6) argueshat

Reinforcement, to be effective, should follow the response as
quickly as possible. In the classroom it might take the form of
approval from the teacher or satisfaction by the pupil that he has
got hi s r es p omesines meetgthe aéggunm@mt that s o
homework should not be set, since the teacher cannot see it until
long after it was done and by the time it is returned to the learner

any reinforcement is lost.

When we talk about this type of rewards, we should know thigt not only the teacher's
responsibility to introduce some form of rewards in the class. Thus, the learners may organize
rewards for themselves to make their learning more interesting and more effective, the older

they have grown the more responsibleythieould be in the learning experience.

At the university, students are adult enough to be capable of developing their own
"study habits" to improve their learning either in the class or at home. Fontana points out the
fact that rewards are orté the most important study habits students have as they take more
responsibility for the learning process. According to him, "the student can build small
rewards, as reinforcers; into a work schedule, like a cup of coffee and a five minute break
after evey hour of solid work. He or she should be strong endagtithhold the reward if it

fails to be earned.” Fontana (1995: 155).
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2.2.2 Long term Rewards

Although shorterm rewards and long term rewards share several common points in
terms of their usefulness in motivating the learners, they have one basic difference which
distinguishes them. Unlike sheterm rewards, longterm rewards do natecessarily occur
directly dter the learner's performancedn language learninteaching situations, it is very
beneficial for learners to organize some semester parties where excellent students are offered
some presents and giftsh schoo] parents ca even be invited to witness the teachers
commending their children's performances. Pupils can also receive some achievement
certificate in recognition of their efforts during the whaemester. Athe university, the
same certificate is also encouragiiog learners. The teacher can also indicate the students'
accomplishment in the day of the correction of the exam. A note from the part of the teacher

towards the students praising his/ her work is very rewarding.

The point system remains one thie most effective rewarding systems that makes
learning a challenging experience and so very enjoyable and motivating. Students earn points
during a given period of time where students try to do their best in order to accumulate them
to win a more interemg prize. The point system is also used to help students win some extra

marks as we will see in this research.

One of the most traditional systems of rewarding students for their positive results is the
college scholarships that are organizedsome universities and institutions for the students
with the best academic outcomes. Margaret Raymond (2008) conducted a recent
experimentation to examine the effects of the use of incentives and rewards on students'
behaviour. According to her, a promisr probability of future scholarships is very effective

to maintain motivation and to pursue longer term education goals.
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2.2.3Short-term Rewards and Longterm Rewards

Students' expectations for reward differ from one student to another, and these
differences determine the motivational value of any reward. It is therefore only the teacher
who can judge which type of reward is more appropriate for a particular studsmitsgnot
impossible for the teacher to understand the nature of the student and his/her major personal

characteristics from his/her behaviour in the classroom.

What is important here is the fact that the teacher should be careful in chtiasing
rewards anticipated in the classroom and in deciding whether to anticipatéeshorewards
or longterm rewards. The teacher should also be careful in distinguishing between the

students in terms of their individual differences. Brown clainas

We need to be sensitive to cultural norms, to a student's
willingness to speak out in class, and to optimal points between
extreme extroversion and introversion that may vary from
student to student. (ibid.: 156).

EFL teachers usually note difesices between learners in terms of their aptitudes and
needs. What is useful for one student is not necessarily useful for another one. What some
learners consider as highly motivating, others may not consider it so. For instance, when a
teacher asks a stant to go to the board to read an assignment to the whole class and asks the
other students to applaud him/her, this might be very rewarding for a student who is striving
toward positive judgment or competitive grading. However, it might be even punishiag
student who is shy and doestike to gain the class's attentidBecause of the individual
differences that exist between learners in terms of their learning styles, it is more appropriate
to administer both types of reward in the classroom in order to ensure that every learner
benefits. As we have seen above, a wideeta of rewards can be used by the teacher to

provide learners with positive reinforcers for their academic performance. It is the role of the
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teacher to anticipate appropriate rewards according to students' characteristics. The teacher
therefore should how what are the alternative rewards provided for the students and then to

choose what is more appropriate for a particular student.

2.3 Reward Application in Grammar Classes

Rewarding students in the classroom for a positive behaviour doeslgamply the
administration of direct rewards, it also involves some significant ideaserning the role of
the learner and the teacharorder toreinforce important study habits in the learriEnese
ideas are directly related to: the learner hirfnaatl hig herrole in the learning process, and

to teachersmplying the different strategies and techniques the use in the classroom.

2.3.1 The Learner's Role

Recent research in second language learning has always worked out various methods
and strategies in order to get the students involved in the process of learning English
grammar, and to make them emotionally engaged. In order to increase rootigat to
make the learning experience rewarding in itsetime strategieshould be taken into

consideratiorso that learners are more involved in the learning operation.

First, learners should take part in the learning process for meaningful resisoms
grammar educational context demands meaningful learning (as opposed to learning for
display). Many teachers ask students to write a paragraph or to fulfill a given task but not to
write an email or a letter to a friend speaking English. What moshees know but often
neglect is learners' need to understand the benefits from learning a whole foreign grammatical
"block”. When the learner sees that s/he can write in English and can use the language for real

life purposesshe would certainly appred@athe English language.
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SecondJearners should go back from time to time to check the objectives designed to
them right in the beginning to compare them with what they have actually learned in order to
see to what extent the objectives havenbealized. It is very motivating for learners to check
the objectives and to understand the reasons behind any failure to learn some elements

because they will try to avoid them in future situations.

Third, learnersshould fight the "position ofiferiority” which they usually occupy in a
language classroom. They have to integrate the language learning and to know that they are
co-participants in all the tasks presented to them. If learners think so, they will feel more

secure.

Fourth, sudents should understand that-operation between learners is one of the
most useful educational practices. It allows students to interact and to help each other. Co
operation between the teacher and learners is also necessary because it encourdges the ro

the teacher being a facilitator in the classroom.

Fifth, gudents have to opt for new choices to create their own individuality and to
develop communicative skills. However, only motivated students can realize this. In this

context, Littlewand (1981: 93) argudbat

The development of communicative skills can only take place if
learners have motivation and opportunity to express their own
identity and to relate with the people around them. It therefore
requires a learning atmosphere whigives them a sense of

security and value as individuals.

Learners should contribute to the learning process through their independent strategies and
communicative interaction in the class which provides them with positive attitudes towards
other learnersThus, the learners can develop an independent personality in their education.

So, they can be responsible for their learning and take appropriate decisions and express their
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ideas and opinions freely. In such circumstances, "learning becomes to a langetleat
learner's responsibility." Dubin and Olshtain (1986: 7MBubin and Olshtain discuss the
importance given to the learner in recent language approaches in order to engage him/her into
the learning process and to increase motivation in the clasy. stiygiest a new role for
learners as "players” to ensure their participation in all the pedagogical practices that take
place in the classroom. According to them, the role of player provides the learners with more

opportunities to demonstrate their capasiand potential.

As a player, one must participate actively. At the same time, one
must concentrate by observing what others do. Players take part
in all of the interactional configurations which are important in a
communicative language course: as imtlinls, in pairs, in

small groups, and in whole group displays. (ibid.. 81)

Johnson and Pauls¢h976)deal with the same issue of learners' role in creating a good
atmosphere for learningand they summarize all the elements discussed abowhein

following five points:

1—- Learners plan their own learning program and thus ultimately assume responsibility for

what they do in the classroom.

2— Learners monitor and evaluate their own progress.

3— Learners are members of a group and legrmteracting with others.

4— Learners tutor other learners.

5— Learners learn from the teacher, from other students, and from other teaching sources.

(Johnson and Paulsd®7§ in Richards and Rodgers 1986: 23).
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2.3.2 The Teacher's Role

We often hear students talking to each other using the"tgwod teacher” to describe
one of their teachers. People including students, parents and some teachers themselves tend to
judge other teachers who are (they believe) good and helpfabrdiog to them, a good
teacher is tolerant with the students, is very generous in giving them goodregakdiess of

their real level.

In the educational field, a good teacher is the one who:

— is ingenious, gifted and skilled.

— has theability to motivate students and make them more interested to learn and to attend

his/her classes.

— is talented enough to make the lessons enjoyable, fun and interesting.

— has the ability to manage the lesson in a clever way in which students cantimasiew

information provided for them.

These are not the only criteria that should be required in any language teacher. It depends on
the teacher's personality, the approach s/he follows and the methods and strategies underlying
his/her work. Whatever atbe qualities of a good teacher, a successful EFL teacher should at

least ensure that the students acquire the different items of the whole program. Moreover, a

great number of the students should get high grades and succeed at the epdanf the

Thefollowing practices can encourage learners to get involved in the learning process
with confidence and high sedfseem. First, he teacher should payuch attention to students'
oral answers and praising the student in case where s/he anewectly and performs well

in interactional tasks.
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Written papers and homework should be given a great importance. A student who
makes effort to do a given assignment hopes to get the teacher's attention and to be at the
center of the whole class's attemti Attention may be very rewarding for the student in this

case and ignoring this positive behaviour would deprive him/her of such kind of reward.

The teacher should taketo consideration that rewarding attendance may influence
student s6 oclassd mayewen increase ldamers' motivation; a teacher can offer
a prize to the student who has been present during the whole semester for example or at least
to the student with the best attendance. The teacher counts students' absences fonédvery mo
and at the end of every month, the student with no or less absences may benefit from a prize.
In the same context, Slavif2003 claims that"Another [teacher] may reward the student
whose attendance is most improved, on the theory that it is pemdats who most need

incentives to come to class."

Most language studies and learning researches have emphasized the role of the teacher in
the class in order to increase students' motivation and engage them in the learning process.
They have speddd that he more teachers are flexible and tolerant with students, the better
their results are. In this perspective, Deci, Vallerand, Pelletier and Ryan (1991: 337) claim

that

Of course, teachers' orientations influence the general classroom
climate, aul the results revealed that students in classrooms with
autonomysupportive teachers displayed more intrinsic
motivation, perceived competence, and -ssteem than did

students in classrooms with controlling teachers.

The teacher's role has become of @glimportance in language classroom practices.
The teacher is sometimes asked to focus on learners' characteristics to motivate them, and in

some cases, Hisher role requires a good deal with teaching strategies to ensure good
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presentation. Teherstherefore should be talentedough taunderstandhe diversity of roles

provided forthem.

The teachershouldalsoe mp h a s i s epsyshblagidat factoss dhat influence the
learning process would help him to understand them and their motives tolleamgood to
remind the learners from time to time of their own interest in learning and their benefits. This
would give them confidence in their own capacities to master English gramhershould
help students to understand the learning process ahdctame aware of their potential in
order to create their own set of strategies for the acquisition of new difficult grammatical
structures.They shouldalso encourage learners to participate in the different activities that
take place in the classroom,daso to help them to get involved in the teachilegrning
operationTeachers houl d | ower studentsé6é anxiety abou:
the FL. In this respect, "over correction" of students' speech errors is not advised. It is more
appropriate to consider errors as a part of the whole process of learning even if it seems to be

contradictory to teachers' pedagogical role.

Finally, Students should be given the opportunities to us&lthe real life settings
(through writing lettersa their friends for example) and showing them the importance of
learning this language in their real life. That is why; recent textbooks avoid controlled written

grammar exercises since they do not allow much creativity on the part of the learner.

The grammar teacher has to remember thathdrigole is no longer hat of an
authoritative leader; itnust be facilitative in the sense that students have the opportunity to
develop their own ideas and so their sdfeem. For this reasogsome of tedeers' behaviour
is considered as positive aatbther as negative in relation of how students perceive it as it is

illustrated in the following table.
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Positive Behaviour Negative Behaviour

— Create competition  betweq — Pay little or no attention to studen

classmates. written papers and home work

— Give students moreesponsibility in| — Judge students' ideas without givi

the class them time to explain what they mean.

— Approve what learner write — Focus on every mistake

. pronunciation, spelling and gramm
— make positive comments

especially in oral performance

Table 02: Teacher's Positive versus Negative Behaviour

Littlewood (1981) summarized the role of the teacher in communicative activities in the
following points which are applicable to most recent EFL situations including competency

based teaching situations.

— If there is a creative activity, the teacher should awumdecessary interventions. The
latter may prevent students' creativity and engagement in the activity. It may also hinder the

development of their skills and their seteem.

— The teacher may offer advice and provide language item if necessary wrswigents

need help.

— In some situations, the teacher can monitor students’ strengths and weaknesses and s/he

can take appropriate decisions accordingly. Littlewood (1981: 19).

Following these points, the teacher is more likely to maintain a "moderate" role without

becoming dominant. This role enables him/her to give guidance and stimuli from inside the
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activity. Thus, the teacher's role is recognized as less dominant in oalkEwvia@roup work
activities in which learners can interact independently of the teacher. This independence is
very helpful to increase motivation and sedteem. In addition, the teacher's place as a "co
communicator" is more favourable to break dowrsiem and pressure between teacher and

learners and therefore to lower anxiety. (Littelwood, 1981)

Because of the various classroom procedures and the different teaching principles
underlying them, the teacher occupies more than one positidre icldss depending on the
language approach and the methods to be followed in the classroom and the set objectives to
be attained in a given course. The needs of the learner are also an important factor that
determines which role the teacher should play ispecific teachm situation. Dubin and
Olshtain claim that the teacher's role has changewl according to thenthis change is

mainly due to the recent attitudes of both teachers and educators towards the learning process.

Affective /humanistic attiides towards language learning have
expanded the role of the teacher/facilitator in many directions.
The teacher plays additional roles; as a resource person who
provides students with materials beyond the textbook and as an
evaluator, matching learnerséeds with those set out in the
program or curriculum in order to bring the two closer together.
(Dubin and Olshtain 1986: 48).

The teacher's contributions remain very important in classroom interaction in order to
create a good atmosphere for learning regardless of the various roles assigned for him.
Providing students with appropriate device to learn more effectivelyelig crucial, and
motivating them is as important as teaching them the different items of the program. Al
Mutawa and Kailani (1989) pointed out some characteristics of the successful teacher.
According to them, the ideal teacher should be a motivatayaluator and s/he should have

a friendly attitude towards the language, the pupils and the colleagues.
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2.3.3 Guidelines for Responding to Learners' Performance

2.3.3.1 Evaluation and Assessment

Teachers should use the appropriate stratediesvaluation that are aligned with
learners' characteristics and the lessons' objectives. They should also respond to learners'
different performances appropriately. Any reaction from the part of the teacher is significant

and students' attitudes develagardingly.

Since writing differs from speaking, students' written errors are different from oral
errors too. Teachers therefore should put in mind that error treatment is not the same in all
teaching situations. When students write, they haeetithe to think and to organize their
ideas. They can revise and rewrite what they have written. Unlike writing, speaking does not
include such an extensive planning and revising stages. Moreover, when they speak in the
classroom, students feel themselwesder pressure because their audience does not only

include the teacher (as in writing) but they talk to a large number of listeners.

Teachers' responses to students' oral interaction should be tolerant, teachers should be
very careful becausedlr comments may evoke a kind of "shame" for sensitive students. That
is why teachers should opt for more flexible forms of evaluation as it srdied in the

following points.

— Ideal oral responses are often short and precise.

— It is sometines more appropriate to ignore minor grammatical mistakes unless if they

become systematic in the learner's speech.

— Major mistakes can be corrected either directly or indirectly (by repeating the sentence

including the mistake).
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— In writing, studets are free to write their ideas even if we do not agree with them; since

theyarerelevant to the topic.

In written papers, teachers feel more "free" to indicate students' mistakes; to comment
on sentence structures and to show irrelevant ideas. They can even cross some inadequate
terms and expressions and replace them by more appropriate onesrdestiould know the
mistakes they have done in writing in order to avoid them not only because of the time
available to them in writing a given paper, but also because the learneorgtiperson who
will read hig her ownpaper afterthe correction. he student will get feedback which will
provide him/her with useful comments and corrections that are very necessary in the learning
process. In this perspective, Brown (1992: 358) states: "In your evaluation of students writing

the most instructive evaltige feedback you can provide is your comments."

When the teacher assigns homework to the students, it is importantetheather sees
the homeworkgcorrects it and includes its mark to the final grade. In other word, students'
activities shold be given importance just like any exam paper so that students feel
enthusiastic and motivated to do their best on any paper assigned to them. Teachers may even
provide them with additional marks for extra work. In this context, (Graves 1996) states that
in a classroom setting, not only official examinations are importarieéoners' acquisition;
informal tests and homework aedso of a vital significance. She identifigsvo types of
evaluation:formal tests and examand informal assessments. "Teasheuild in some form
of student evaluation when developing a course, ranging from formal tests to informal
assessments.” (1996: 30). Slavin deals with the same point of assessment and he emphasizes
its importance in EFL classes. He says: "A teacher meistbte to use formal and informal
assessment strategies to evaluate and ensure the continuous intellectual, social and physical

development of the students.” (2003: 23).
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Students need to know that any homework, any task and any paper assitesd i®
an essential part in the whole instruction, and therefore, they would not wonder every time
about the effectiveness of doing such "extra" work. The importance of homework and
informal testing does not only lie in motivating the learners, but @ty serve as a reference
to their errors from which they can learn a lot. Therefore, the mark obtained in a given exam
is less important than the analysis of the strengths and weaknesses oti¢messanswers.
(Slavin, 2003).Research on homework finds that it generally does increase achievement,
particularly if teachers check it and give comments to students. Cooper, Keith, Reimers,

Fehrman, Pottebaum and Aubey in (Slavin: 2003).

After a given period of instructionhe teacher needs to evaluate students' achievement
and to see to what extent the course objectives have been realized. H9§9%emphasizes

the importance of evaluation in a teaching situation and states four main purposes for testing:

— measure mficiency,

— diagnose sgcific strengths and weaknesses,

— placestudents in a course or program,

— assess their achievement in a course or a pro@kughesl989in Graves, 1996: 30).

2.3.3.2 Teachersod Feedback

I n classroom settings, teacherodos feedbacl
element in EFL methodology. Feedback has a reinforcing value because it gives the learners
the impression that they can write something which is read and carregtéhe teacher.
Students whaeceivefeedback on the academic performance ange it are said téearn
more effectively andoenefit from more mtivational value since iprovides them with a

positive feelingor achievement.
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The teacher whoopts for discussion groups, -operative learning, projects and
assignments has more opportunities to provide students with immediate feedback about their
ideas, skills and capacities. Feedback in group work is more significant for learners because
of thecompetition that exists between them in the clas$act, feedback is essential for the
learner to see to what degree s/he was successful in a given activity. In agreement with this,
Littlewood claimsthat "Feedback provides learners with knowledge @ivlsuccessful their
performance has been."” (1981: 90). Learners need to feel that their ideas are corrected with
'respect’ by the teacher. Positive feedback provides them with confidence in their work and

with high selfesteem. Wentzel argudsat

€ teachers who are well |l i ked by studen
as they rated as willing to treat children's ideas with respect,
give their time and resources unstintingly, and providing
positive encouragement and feedbgtkentzel in Johrnen and
Johnson2003: 151).

Talking about the importance of positive feedback should not lead us to think that
teachers mst not indicate learners' miperformances. This is not true since negative
feedback— in appropriate situations may also act as an essential element in the learning
process since it helps students to correct their errors and avoid them in future situations. In

this framework, Thornbury claintbat

Negative feedback is simply indicating No, you can't say that
whena learner makes an error. Positive feedback, on the other
hand, is when learners are told they are right. If the only
messages learners get are positive, it may be the case that there

IS no incentive to restructure their mental grammar. (1999: 117).

It is necessary sometimes, not to ignore students' mistakes. Some mistakes if they are not

corrected become systematic errors. Some teachers usually wonder how can learners master
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correct grammatical structures if feedback is not provided for them. "Correetioprovide
the feedback the learner needs to help confirm or reject a hypothesis, or to tighten the

application of a rule that is being applied fairly loosely." Thornbury (ibid.:.115)

Teachersé6 Feedback laamersTotrbary sucthmarizes tresrpoira r s o f

sayingthat

é |l earner s errors of fer the teacher

which to monitor language. At the same time, learners need
feedback on their production. This suggests that teachers should
deal with at least some ofrers that arise. To do this, they have

a wide range of feedbadptions available. (ibid.: 119).

2.3.3.3 Correcting Students' Errors

In second language classroom methodology, responding to students' errors has always
been a thorny issue. Manyatehers believe that errors must be corrected otherwise the
learning process would be fossilized. Moreover, students cannot learn if they do not know
what their mistakes ardf a student commits an error which is not corrected by the teacher,
the error ismore likely to be repeated by the same student or by other studemtevetip
other EFL teachers strongly believe that errors should not be corrected since their correction
would inhibit learners for further participation in the classroom. Thornbury eetdtthe

topic and selected different statements exprestwegfollowing differences in teachers

attitudes towards errors.

—"The student should be trained to | earn by
be trained to adopt correct learning tiglhom the start.” (from First Things Fast by

L.Alexander).
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— "Getting things wrong is only good practice in getting thing wrong." (from Success with

English, Teacher's Handbook 1 by Barnett et al).

— "Provided students communicate effectively, they shaultibe given a sense of failure
because they make mistakes." (from The Cambridge English Course, 1, Teacher's Book by

Swan and Walter.)

—"Dondét expect | earners to go straight fro;
is not achieved in one g8e prepared to accept partial learning as in important stage on the

way to full learning.” (from Project English 2, Teacher's Book by Hutchinson).

— "Making mistakes is an important and positive part of learning a language. Only by
experimenting with théanguage and receiving feedback can students begin to work out how

the language works." (from Blueprint Intermediate, Teacher's Book by Abbs and Freebairn).

In recent EFL methodology, teachers' attitudes towards the mistakes made by the
learners have changed. Errors are no longer considered as being problematic in the learning
process; students can never leafALawithout making errors. In this context, Dubin and

Olshtain sayhat

Another important shift in current thinkingbaut language
learning theory ighe attitude towards learner' errors. If in the
1960s errors had to be avoided at all costs, today earers
viewed as an integral part of the langudgarning process from

which we can gain very significant insights. (1986:.74)

For some kind of students, correcting errors every time may be seen as an obstacle to
the learning experience and itagn also hinder their participation and decreases their
motivation. Willis (1996: 7) explains to teachers why focusing on students' errors is often

disagreeable. He claintisat
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If you actually tried to correct every error, including those of
stress and praunciation, the lesson would become demotivated.
Many students say they won't risk speaking in or out of class
because they are afraid of making mistakes or being corrected in

public.

In agreement with this, AIMutawa and Kailani also clairthat "The teacher should not
correct mistakes in English made during the activity. Correcting errors may discourage or
inhibit pupils in their attempts to use the language freely." (1989: 147). In addition, it is very
disapproving for learners if they talk and thiéey areinterrupted by the teacher to receive
correction of some mistakes they have done because it would disturb their ideas and influence
their concentration. According to Alutawa and Kailani; "Nothing is less encouraging than

constant correction of miskes when the pupil is concentrating on his ideas." (ibid.)

2.4 The Effects of Rewards on Learners' Motivation

In the classroom, when the student benefits from one of the previous forewsastls
(verbal praiset e a ¢ h e r 6 sewadmngattendaace and the point systerajhe will
certainly gain a strong feeling of confidence. Thus, s/he will be more motivated to engage in
the learning experience, s/he is more likely to answer a new question or to take part in a given
activity. Classroom ewards have proved to be an effective way to encourage learners'
positive behaviour and to maintain motivation in the class. In this regard, Deci, Vallerand,

Pelletier and Ryan (1991: 335) diwat
Rewards such as prizes and money are often used in lzomes
schools as a means of motivating desir

of promised rewarsl or threatened punishment isubiqutous

motivational strategy.
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According to behaviour learning theories, motivation is directly linked to reward and
reinforcement. In dearning situation, behaviour that has been reinforced by the teacher is
more likely to be repeated than a behaviour that has not been reinforced or that has been
punished. For instance, if the teacher says 'well done' for a student who has just &nished
activity; the same student will be more motivated to do the nexs.taskhis regard, Brown
claimsthat "If a particular response is reinforced, it then becomes habitual, or conditioned.
Thus, children produce linguistic responses thatremgorced." (2000: 22). The following

diagram illustrates this ongoing process of motivaachievementreward.

Students' Motivation to make efforts and to

achieve a particular goal

Goal achievement Achievement (2)

2
Positive

Reinforcement mnﬂ]]ﬂ]]ﬂ]ﬂ]]

Motivation (2)

Diagram 03 Ongoing Achievement Process
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The teacher's praise may act as an effective reinfeaeicularly for a student who
has made efforts in answering a question or completing a difficult assignment. In the 1970s,
Maslow carriedbut several studies which dealt with the issue of motivation in terms of needs.
The maintenance of positive selfeem is one of these basic needs learners must satisfy in
order to attain their goals. In a learning situation, positiveestfem indeed is enhanced by
some form of reward. When students do well in an activity, they want to be compensated for
their effotts and they feel that they deserve a reward especially if they believe that suecess is

result oftheir own efforts and abilities.

In some particular cases, rewards become very necessary. For instance, shy and
introvert students keep silent iet class and they always wait for encouragement and
reinforcement by the teacher. The teacher here may repeat some urging expressions that have

reinforcing value. In this regard, Aflutawa and Kailani (1989: 146) s#yat

Some pupils are evasive, or aftaio ask or speak for fear of
making errors. The teacher's duty is to encourage such pupils to
talk in English and to praise their performance and progress, no
matter how limited it maybe. This encouraging attitude will
create a pleasant atmosphere and engkglish classes lively

and enjoyable.

Conclusion

In the two last decades, a significant number of studies have been conducted in the
educational endeavouo study the different factors that contribute to the development of
students' motivation. Reward has proved to be one of the most important strategies used in the

teaching of foreign languages in order to increase students' motivation aedteselh. Ta
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teacher should take into account the individual difference variables between learners in the

application of rewards to get all the students engaged in the learning process.
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Introduction

This work is intended to study the differe
outcomes in grammar classé&®r this reason, a full account of the instruction identifying the
different steps and strategies designed to the participated in the experimental groups and the

control group during the whole period of training is provided in this chapter.

3.1The Sample

Our sample is derived from @opulationof 1200 Second &ar LMD students at the
department oEnglish atMentouri University,Constantine. These students are inscribed in
twenty groups of about 45 students each. Students at the English Depaepresent
Algerian adult learners of the English language since the department receives students from
different parts of the country, ndy the East and the South EaGbnstantine, Guma, El

Oued, Mila, Jijel, Skikda, Oum Bouaghi, Tebessa, Khahla.

Among thenumber of second year LMD students (about 1200 students), the three
groups wewereteachingduring the year (2062010)were chosemno participate inhlie study
with an average of 460 students in each groupe&use of the problem of repetitive
students who are third year but they attend some second year classes, we have been careful to
make sure that only second year students who attend the grastfassrduringthe whole
academic year (which is the same period of training) tookipahe study In other words,

the main study of this work involves the students who took both thegrand the pogest.

The number of students in the three groups (123) represents one fifth of the whole
population mentioned above taking into consideration tegetitive students were not
counted.Students in all groups are not selected but they are taken at random with no specific
criteria, and he choice of these three groups wésrandom since the administratigelects

which groups a given teacher would teach. One group hasrbedaomly plannedo be the
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control group G5 and the other twgroups adeing the firstexperimental groufeXP. G1,

and the second experimental group E%R2.

The age of the students whparticipated in the study varies between 27 and 33 years

old as it is shown in thiollowing table.

Age
Number 19 20 21 22 23 24 27 29 30 31 33 | Total
CG
12 06 05 03 04 02 01 00 02 01 01 37
EXP. G1
08 13 08 03 05 04 01 02 00 02 01 47
EXP. G2
11 03 07 06 02 04 00 02 01 03 00 39

Table 03 Students' Age

The number of femalegpticipants in the sample is 10éhich represent 882 % of the
tot al number . Ma |l e whach tepresenfll 8% % of bhe sampidthis r i s
majority of female participation in the study is completely normal sincealnmsta standard
phenomenorin the whole populationComparing the participania the study to students in
the whole population, the sample of the study seems to be homogeneous and representative of
second year students of English in Constantine UniverBitg following table shows gender

distribution in the samplie the CG, EXP. G1 and inEXP. G2 separately.
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Total Number of | Precentage | Number of | Precentage
Number of Female Male
Students Students Students
CG 37 32 86.49 % 05 1351 %
EXP.G1 47 43 9149 % 04 08.51 %
EXP. G2 39 34 87.18% 05 1282 %
Total 123 109 88.62 % 14 1138 %

Table 04 : Gender Distribution

3.2Means of Research

3.2.1 The Test

3.2.1.1 Characteristics of the Test

The est consists of a text which is composed of 343 wgadmedium size text).
Because the test involves only one activity, thesen text was of a considerable length with
three paragraphs and 27 blankss a cloze tesfcloze procedunein which we have deleted
27 words and the deleted words were replanead standard blankrhe participantsin the
two experimental groups and in ti@&G, were asked to fill in the blanks by putting the

appropriate words in the spaces provided for them.

The cloze test was choses atest because of the following reasons:

— Validity : This test isvalid sinceit measures the appropriate items in terms of
objectives, i.e. it measures adequately the overall achievements in grammar in general

involving different grammatical aspects.
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— Reliability : It is highly reliable. Theresearcher makes a table in which all the
correct answers and all the other accepted answerarrédten, sq the correcting process
results in the same results if the test is scored by a different teacher. It is also belcabise
the text involves dfferent grammatical items (noungronouns, adjectivesadverbs,

prepositions, conjunctions, determiners and verbs in different tenses).

The Grammatical Item Frequency

1 Arti. 03
2 Prep. 04
3 Adi. 02
4 Con;. 04
5 \% 05
6 Adv. 02
7 Pron. 03
8 N 03
9 Det. 01

Total 27

Total 05: Frequency of the Grammatical Items

— Practicality : On the one hand, it is very practical and easy to administer this type of
tests within the possible time and capacitéthe teacher. On the other hand, the participants
have been familiar with this type of tests (cloze procedure) because their exams in grammar

are of the same nature.
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The text is a narrative text of a suitable level of difficulty. We have avoided any
difficult words or ambiguous expressions to make sure that all students understand the text

and theywould not fed hindered by a vocabulary difficulty.

The same text was used for the-pst and the pogest. We kept the same test for the

following reasons:

0 o ensure the objectivity of theswts obtained in the two tests,

0 omake surethatthet udent s & r eestuwouldsot beninfluetrced by extsrnal

factors related to the test itself like teel of difficulty of the text,

0 o see to what extent the piaipant can remember and retdire information they read in

the pretest,

0 o see whether the participants were interested enough to check the answers and learn from

their mistakes.

The test was administered in a whole session of one and half anTheustudents
were asked to read the text and to fill in the blanks by finding the appropriate words. The

teacher read the text and gave the following instructions to the studentshregngroups.

O«

Fill in your name and your group.

O«

Read the text carefully before filling

O«

The bl &ithd¥, Adva Adg, Prep., Arti., Conj., Pron., N or Det.

O«

Do not copy on the exam paper uvaughi | y 0L

paper.
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The fifth instruction was written on the blackboard so that students would check their

answers.

3.2.1.2Correction Procedure

From my shortexperience as a teacher of grammar in the department, and since we
used to have the same type of test in the grammar examination, we have noticed that students
may find some answesghich are not the same as those in the original text( model answers)
but these answers are still correct and grammatically accepted. So, for the sake of objectivity
of the test, we have copied down all the possible answers. These answers have been carefully
studied according tthe context in which they are used and accordimghieir grammatical
nature. Aftetthesesteps of careful study, we have selected every correct answer even if it was

not mentioned in the original text and for which the participant wgaida full mark.

For thescoringactivity, the participant wouldgain one poinfor each correct answer
when the missing word is to be a content word (adjectives, verbs, adverbs, and nouns). When
the missing word is to be a function wdatticles prepositions, conjunctions apdonouns),
the participant would have hafpoint for each correct answer with the exception of one case
in which the participant would gain a full point for a function word (determiner) for the sake
of the organization of the correcting procéssorder to have a total number of marks 20/20).
In the following table, we have a detailed description of the deleted wibelgontext in

which they occurtheir grammatical nature, and their scoring.

Deleted Context Grammatical | Mark
Words Nature
1 the | learnt thathe plane from Cairo Arti. 0.50
2 at had been delayet Par i s é . . Prep. 0.50
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3 late was expected to be an hdate Adj. 01
4 quite | can pass the timguite happily Adv. 01
5 but but that evenind had a headache Con;. 0.50
6 of the noiseof the engines Prep. 0.5
7 decided | decidedtherdore, to walk around \Y 01
8 quickly To make the time pasgiickly Adv. 01
9 I First of all,| went back to the place Pron. 0.50
10 car | left my car to make sure N 01
11 in The walkin the fresh air Prep. 0.50
12 entered as lenteredthe main airport building Vv 01
13 way | made myway to the restaurant N 01
14 a | ordereda cup of blank coffee Arti. 0.50
15 at at the counter Prep. 0.50
16 some Son_1e passengers were obvious Det. 01
anxious
17 and and kept looking at their watches Con;. 0.50
18 had to see that thelgad tickets \Y 01
19 easy it waseasyto tell Ad;. 01
20 who a womarwho burst in to tears Pron. 0.50
21 had come | friends whcohad come to see her off \Y 01
22 when When | had finished my coffee Conj. 0.5
23 Wouldmake | whichwould makethe time pass Vv 01
24 myself and madenyself confortable Pron. 0.520
25 magazines | to open one of mynagazines N 01
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26 an It wasan old friend Arti. 0.50

27 until until the arrival of my brother's plane Con;. 0.50

Table 06: Context and Grammatical Nature of the Deleted Words

3.3 Instruction

At the beginning of the academic year (2E8¥.0), all the students in the three groups
were giventhe same test which is a proficiency test in order to evaluate the students on the
basis ofthe level of their performance. In fact, the test was a part otishal instruction

designed to all secongtar students igrammar syllabus.

After the correction ofthes t ud e nt sdhe pretgstewe iave found that the
answers of the participants in the three groups were so si@ndrthe comparison of those
resultshas shown that it was a cl ose tseltsinthe n t he
three groups was not significant. The distinction of degrees of proficiency of the participants
hasalsoproved that the learners in the three groups are at the sameTlews].theCG was

randomly identified and the two remaining groups wagsignated as EXS1 and EXPG2.

3.3.1 The Control Group

Studentsin the CGdid not benefit from any speciateatment ororganization of
reward in grammar sessionBhey received no specific strategies of teaching in grammar
class.However, students in the tweXP. groups benefitedrom differenttypes of rewards
during the whole academyear.While the teacher used a new method in grammar in the two
EXP. groups applying various motivational factors, the same teacher used to explain the

lesson in the traditional wag the CG In this context, traditional does not refer to any school
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of grammar; but we mean by traditional the same usual method of tead@dgwith the

other second year LMD students without any innovations in the techniques and strategies of

presenting grammar lessons during the whole yaarthe beginning of the year, all the

students were given the same-pest and after the training ped they were given the pest

test to see whethéinereis any difference in the results of the students inGBeand those in

the twoEXP. groups.

— A Model Lesson (in the CGQ

The Title of the Lesson:  Conditional Sentences

This lesson was done three hours (two sessions).

Session One

— The title of the lesson is written on the blackboard.

— The teacher asks the students about the conditional.

— Somestudents raise their hands to answer and the most common answer is something like:

fa conditional sentence i s a sentence whi

— The teacher defines the conditional sentence and identifies its two parts:

P'part Y condioni on (i f) \'4 reas
2%part \4 consequence Y result

— The teacher explains the following point with examples:

O«

We have generally the condition

0O We can have the result t henethe
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— The teacher asks the students to give examples illustrating the definition and the two

previous cases.

— The teacher identifies the four (4) situations according to which the tense used in the

conditional sentence is determined.

— The teacher explairthe situations and the students are asked to give an example for each

situation.

Situation One:

OThe condition expresses a general

Eg: If youheatice, itmelts. Ice meltsif you heatice.
Situation Two:
OThe consequence of the conditi
— The tense used in the condition is BreS
— The tense used in the consequence e
Eg: If it rains, | will use my umbrella.
Situation Three:
0O0The consequence of the conditd]i
— The tense used in the condition is Bf&
— The tense used in the consequence iPth€ondi. S

Eg: If I sawa lion, Iwould run.

Situation Four:
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0OThe reason of an action in the past was not

— The tense used in the condition is Eh@erf. S

— The tense used in the consequence iPtl®ndi. S

Eg: If I had wokenup early, lwould nothave missedhe train.

| would nothave missedhe train if Ihad wokenup early.

— The teacher summarizes the four points and asks the students about any ambiguous point.

— The teacher dedicates two exercises and asks the stuglantomplish them at home.

Session Two

— The teacher recapitulates the major points studied in the previous session.

— The teacher and the students together answer the first exercise using the appropriate tense in

sentences one by one.

-1 f t he mswvenid erong the teamher moves to another student until they find the

appropriate tense.

— The students are asked to justify their answers to make sure that they have understood the

lesson.

— The teacher asks the students to answer the second exercise.

— The students give their answers and the teacher corrects the mistakes in case of wrong

answers.

— The teacher gives them the model answers and makes a recapitulation of the different parts

covered in the whole lesson.
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3.3.2The Experimental Groups

It is necessary to mention that the fact that we have assigneBEX®Rogroups does

not mean that these two groups have received different strategies and techniques of teaching.

Both groups indeed received exactly the same treatment during the periedesptriment.
After the administration ofhe pretest, students in thEXP. groups were exposed to several
types of rewards and incentivd8ewardschemesvere incorporated into grammar program

for learners in th€eXP. groups in order to see to what extent they wdwdth to improve

student séb academic achievement . Rewar d S Cche

incentivesin grammarclasses. The different steps the researcher has followed in the training
period arellustrated according to the type of rewards designed to the participantsEiXkhe

groups as summarized in the following points.
3.3.21 Longterm Rewards. The Point System andhe Rewarding Attendance
— The Point System

The point system is the main ideatmsexperme nt . The studentso
in a table and in front of each name there is a space where the teacher putsdasmall
mark (-) in case of correct answerhich representﬁbof a point. In other wals, five 05)
dashes represent a fplbint gained by a given student for any positive behaviour. In fact, the

students rewarded for each of the following achievements in grammar class.

0 When the student does his/her homeworlexercise regardless tiie correctness of the

answers.
0 When s/he answers correctly any written assignment given by the teacher in the class.

0 When gheanswers correctly some difficult oral questions asked byeteher
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— The Rewarding Attendance

The teacher countstmeu mber of e ac h dwihguhe e/moke éesnesterb s e n ¢
The students in the twaXP. groups were told right from the bieging of the year that the
studentswith absolutely no absence woutgin two (02) points. Students with only one
absence durinthe whole semester witil gainone (1) point and students with two absences

would gainhalf apoint (%).

3.3.22 Shortterm Rewards, Positive Comments and Praise

If the teachewould reward the students for any corranswer with a dash orgoint,
the point system will become a kinaf obstacle to the teaching operation. Becaustnué
constraints, we cannot imagine a teaching situation where the teacher gives a point to the
student after any good performantce the class.Yet, the students who pargpete in a
consistent way and they perform well in the different tasks that take place in the classroom
should be encouraged by the teachdrat is why,i t I s t hgeniudtoedstnduishr 6 s
between difficult answers and tasks which deserve-teng ewards and easy answers for

which the teacher should only make positive comments, verbal praise and appreciation.

As we have seen in Chaptewd, these positive comments and praisEognition)
represenshortterm rewardsRenchler (199211) emphasizeshe importance of recognition

in classroom environment. He sdkliat

There should be extensive use of recognition and rewards in the
school setting. Goals should be established that will provide
opportunities for all students to be recognized, recognize
progress in goal attainment, and emphasize a broad array of
| earning activities. Strategies includ

recognition of a wide range of schaelated achievements.
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In this experimentstudents in the tw&XP. groups benefited from eombination of the two
types of rewards according to different situations. The researcher decides which assignment
receives longerm rewards and which answer receives stesrh rewards as it iustratedin

the following cases.

0 Whenthe student raises his/her hand to be a volunteer in any assignment to be done in the
class the teachepraises this student which provides him/her with a sense of achievement and

encourages him/her to take parfurtherassignments

0 When the studenanswers correctly any oral questidhe teacher shows appreciation

towards his/her answers.

0 When students miss use the language or perform wrong answers in grammar, the teacher
does not punish or insuthem. The teacher just identifies the mistakesl arorrects the

answers considering the mistakes or the miss performances as a part of the learning operation.

— A Model Lesson (in theEXP. Groups)

The Title of the Lesson:  Conditional Sentences

This lesson was done in three hours (two sessions).

SessiorOne

— The title of the lesson is written on the blackboard.

— The teacher asks the students about the conditional.

— Some students raise their hands to answer.

— The teacher listens to all the students who raised their handk@neblies to their answer

as follows:
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ot

Yes, goodo

AVegood! o

filt is not exactlytheanssw , try again. o

AGood, this ainsswenr !/iont eresti ng

Alt i s al most an ideal answer, have you read

— The teacher gives a clear definition of the conditioaatl asksthe students to give

examples.

— The teacherchoosesthe best examples given by the students and writes them on the

blackboard.

— The teacheidentifiesthetwo partsof the conditional sentence

1®'part Y condi)ti ofn (riefason

2" part Y consequenceY result

— The teacher explains the following point with examples:

0 We have generally the conidih then the result. dIf you come, | will tell you.

0 We canhave the result tlethe condition Eg: | will tell you if you come.

— The teacheasks the students to give examples illustrating the defiramohthe two cases

— The teacheappreciates the good answers and praises the students with good performances.
— Theteacher selectsne example and writesah the board

If she succeedswill give her a good present.
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| will give her a present if she succeeds.

— The teacher identifies the four (4) situations according to whiehténse used in the

conditionalsentence is determined.

— Theteacher explains the situations and the students are asked to give an example for each

situation

Situation One:

0 Thecondition expresses a general fact, a rule. The tense used in the two pas.iS the

Eg: If you heatice, itmelts. Ice meltsif you heatice.

— In addition to the examples given by the teacher, the students write some other examples
selected by theeacher fromtheir own answers. After el answer, students benefiiom

some positive comments espdigie the answer is correct.

Situation Two:

0 Theconsequence of the condition is in the future.

— The tense used in the condition is BreS

— The tense used in the consequence ise

Eg: If it rains, | will usemy umbrella. I will usemy umbrella if itrains.

— Again, the teacher asks theidénts to give their own examplasdchooseshe best ones to

write them on the board.

Situation Three:

0The consequence of the condition is hypothetical (probable) in the future.
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— Thetense used in the condition is th8

— The tense used in the consequence iPth€ondi. S

Eg: If I sawa lion,l would run. would run if | sawa lion.

— Student now are very motivated and the do their best to haveatiguers written on the

board.

Situation Four:

O0The reason of an action in the past was not fulfilled.

— The tense used ithe condition is the Perf.S

— The tense used in tlednsequence is tHie Condi. S

Eg: If | had wokenup early, lwould not have missedthe train.

| would not have missedhe train if Ihad wokenup early.

— Before theteacher askhemto giveexamples, the students raise their hanagsswer. The

teacherchoosesome examples and explains to them that alatisvers argood.

— The teacher summarizes this part of the lesson and asks the students plaooibignous

point.

— The teacher dictates two exercises asks the students to do them at home.

Session Two

— The teacher controls the students and chétkithey have all done both exercis&very

student who does the two exercises benefits fralasa {) in the point system.

— The teacher recapitulates the major points studied in the previous session.
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— The studentsare asked to answer the first exercising the appropriate tense in the

sentences one by one.

— Every studentwhoraises his /her hand aadiswersorrectly benefits frona dash

—If the studentds answer 1is wrong the teach

appropriate tense.

— Any student answers wrong daast benefit from a dash but receives no punishment.

— The students are asked to justify their answers to make sure that theynkdavstoodhe

lesson.

— The teacher asks the students to answer the second exercise.

— The students give their answers and the teacher corrects the mistakes in case of wrong

answers.

— The teacher gives them the model ansveeids makes a recapitulation of the different parts

covered in the whole lesson.

Conclusion

In this chapter, we have givendetailed report of the data collection procedure and the
conditions under which the main study hasrbenade. A modekksons provided in order to
demonstrate the teaching method used in the control gnodghe new sttagy used in the
experimental groups. Thus, the analysis and the interpretation of the results got from the

experiment are presented in detail in the next chapter.
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Introduction

Since thecorpus analysis aims mainly at identifying any mnement inthest udent s 6
behaviourand in their results, thdata analysis presentd in two ways:a concrete analysis
and interpretatiomf the results is fovidedto enable the researcher to validate the hypothesis
ornot andgener al obser vat i arirsthecclassos deterchirentd wid b e h a

extent the reward strategyaffectivein EXP. G1 and EXPG2.

4.1.Analysis of the Results of the Test

4.1.1 ThePre-test

Central Tendency Dispersion
Group Mean Mode Low Fr High Fr
C 0785 105 02.5 01 135 01
EXP.1 0824 085 02.5 01 13 01
EXP. 2 08.73 075 02 01 165 01

Table 07: The Pretest GeneralObservations

Table 07demonstrates the performance of tlatigipants in the C@nd inthe two
EXP. goups Both EXP. groups have shown approximately similah&viourswith slight
differences. Taking into account the Central Tendency and its calculations, the nieAR.of
G1 is lower than that ofEXP. G2 8.24 <8.73) andthe mode displayed by EX®51(085

occurring06 times) is higher than that of EXB2 075 occurring05 times).The mean othe
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CG (07385) is lower than those of EXB1 and EXPG2; however the mode displayed the

CG (10.50ccurring05 times) is higher than those displayed by E&EP and EXPG2.

In the second part of the tablie dispersionindicators showthat the lowest mark
scored in EXPG1 is025 obtained by only one participamwhich exactly the same casetime
CG. The lowest score in EXB2 is nearly the sam82 obtained also by one participahhe
highest score in EXRG1 is 13 obtained by one participant, and the highest score inG&EXP
is 165 obtained by one participant. For tiG, the higher score is 18 obtainedby one
participant. From these results, we notice that the BEX. groups displayed similar
performances which are better than the performances ofC@ean terms of the mean
indicator.However the CG seems to perform better than EXPL and EXP G2 in terms of
the mode indicator. We can say that the three groupsagiesplsimiar performances as is
shown in the global analysis in table 07 with slighiferenceshat can be explained in terms

of individual differences between the participants and their intellectual capacities.

4.1.1.1 The Control Group

Group CG
N° Deleted words Correct %
Answers

1 the 32 8649
2 at / /

3 late 03 08.11
4 quite 27 7297
5 but 08 2162
6 of 27 7297
7 decided 09 2432
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8 quickly 34 9189

I 34 9189
10 car 09 2432
11 in 15 4054
12 entered 06 1622
13 way 04 1081
14 a 17 4595
15 at 06 1622
16 some 26 7027
17 and 19 5135
18 had 16 4324
19 easy 02 0541
20 who 13 3514
21 had come 15 4054
22 when 23 62.16
23 Would make 01 02.70
24 myself 14 3784
25 magazine 18 4865
26 an 19 5135
27 until 05 1351

Table 08 represents the scores displayed by the participants in the CG underftése pre
conditions. For the sake of organization, the analysis of the results obtained by the
participants in the preest is done through the analysis of the deleted words (the blanks) one

by one. For each blank, a table is provided to illustrate the detailed restitts control

group.
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BLANK 1

CG
Number of Correct %
Blank 1
Answers
the 32 8649

Table 09: Pretest Results CG (Blankl)

Table09 shows that 32 students the CG found the right word in the blank. The remaining

students answeredwrdggp ut t i ng the i ndefinite Art.i
BLANK 2
CG
Blank 2 Number of Correct %
Answers
at / /

Table 1Q Pre-test Results CG(Blank 2)

In the CG, no studentgould find the appropriate wordhis could bedue to the fact that they

are not familiar withth&/ it o del ayo in this context.
BLANK 3
CG
Blank 3 Number of Correct %
Answers
late 03 08.11

Table 11:Pre-test Results CG(Blank 3)
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Table11 reveals thadnly 03 students found the right word in the blank. The others answered

wrongly; they even putaverbsnt ead of the Adj . Al ateo.
BLANK 4
CG
Blank 4 Number of Correct %
Answers
quite 27 7297

Table 12:Pre-test Results CGBlank 4)

The majorityof students (2/87) found the right word or put another accepted answer like

Averyo.
BLANK 5
CG
Blank 5 Number of Correct %
Answers
But 08 2162

Table 13: Pretest ResultsCG (Blank 5)

Only 2162% of the students answered correctly in this hlam&n if the wordn this context,

but, is notvery difficult.

BLANK 6
CG
Blank 6 Number of Correct %
Answers
of 27 7297

Table 14: Pre-test ResultsCG (Blank6)
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Like blank 4, 27 students ithe CG found the right word. The other studeatsswered

wrondy; theyput otherPrep.s oVs.

BLANK 7
CG
Blank 7 Number of Correct %
Answers
decided 09 2432

Table 15: Pre-test ResultsCG (Blank 7)

Only 9students in this group found the right tense. The other students could neither find the V

nor the appropriate tense.

BLANK 8
CG
Blank 8 Number of Correct %
Answers
quickly 34 9189

Table 16: Pre-test ResultsCG (Blank 8)

Because of the grammaticahtureof the deleted word, an Adwand the ontextin which it

occurs;the majority of students answered cortgct

BLANK 9
CG
Blank Number of Correct %
Answers
34 9189

Table 17: Pre-test ResultsCG (Blank 9)
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Tablel7reveals exactly the samesultsas forthe previous blank.

BLANK 10

CG
Blank 10 Number of Correct %
Answers
car 09 2432

A largenumber of students could nptovide the right word here. A plausible explanation is

that this mistake is due to lack of concentration.

BLANK 11

Table 18 Pre-test ResultsCG (Blank 10)

BLANK 12

CG
Blank 11 Number of Correct %
Answers
in 15 4054
Table 19: Pre-test ResultsCG (Blank 11)
In this blank, less thamalf of the studentanswered correlgt
CG
Blank 12 Number of Correct %
Answers
entered 06 16.22

8 8

Table 20: Pre-test ResultsCG (Blank 12)




Table 20 shows that only06 students found the right word. However the remaining students

could neither findhe V nor the appropriate tense.

BLANK 13
CG
Blank 13 Number of Correct %
Answers
way 04 1081

Table 21: Pre-test ResultsCG (Blank 13)

Again in this blank, onlp4 students in the whole group found the appropriate answer.

BLANK 14
CG
Blank 14 Number of Correct %
Answers
a 17 4595

Table 22: Pretest ResultsCG (Blank 14)

Table 22 reveals that less than hatff the studentsanswered correlst and found the

appropriate Arti.

BLANK 15
CG
Blank 15 Number of Correct %
Answers
at 06 1622

Table 23 Pre-test ResultsCG (Blank 15)
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Table23 shows that onlY6 students found the right word. Howeyite remaining students

could notfindthePr ep. fiat o
BLANK 16
CG
Blank 16 Number of Correct %
Answers
some 26 7027

Table 24: Pre-test ResultsCG (Blank 16)

In this blank, a considerable number of students (26) found the right word.

BLANK 17
CG
Blank 17 Number of Correct %
Answers
and 19 5135

Table 25: Pre-test ResultsCG (Blank 17)

According to tablg5, approximatehhalf of the students (19) answeredrrectly

BLANK 18
CG
Blank 18 Number of Correct %
Answers
had 16 4324

Table 26: Pre-test ResultsCG (Blank 18)

Less than half of the students in this groupZ430) answered corrdgtin this blank.
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BLANK 19

CG
Number of Correct %
Blank 19
Answers
easy 02 0541
Table 27: Pre-test ResultsCG (Blank 19)
Table27reveals that onl92 /37 studentsitheCG coul d find the
BLANK 20
CG
Number of Correct %
Blank 20
Answers
who 13 3514

Table 28 Pre-test ResultsCG (Blank 20)

Again, less than halbf thestudents in this group (3B1%) answered corrdgtin this blank.

BLANK 21
CG
Blank 21 Number of Correct %
Answers
had come 15 4054

Table 29: Pre-test ResultsCG (Blank 21)

appropr

Table29 reveals that the majority of studeim the CG did not findthe appropriateerb and

the appropriate tense, which coulddesto the fact that most studerdsmplain about tenses

and find them problematic.
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BLANK 22

CG
Blank 22 Number of Correct %
Answers
when 23 62.16

Table 30: Pre-test ResultsCG (Blank 22)

In this blank, the majoritpf students (23) answered cortgct

BLANK 23
CG
Blank 23 Number of Correct %
Answers
Would make 01 0270

Table 31: Pre-test ResultsCG (Blank 23)

Table31reveals a striking iiormation; only one student out of 33und the appropriate verb
and the right tensé&his could also be due to the fact that most students complain about tenses

and find them problematic.

BLANK 24
CG
Blank 24 Number of Correct %
Answers
myself 14 3784

Table 32 Pre-test ResultsCG (Blank 24)

In this blank,37.84% of the students answereatrectly
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BLANK 25

CG
Blank 25 Number of Correct %
Answers
magazines 18 4865

Table 33: Pre-test ResultsCG (Blank 25)

Table33 shows that less than half of the studdatsd the correct answer.

BLANK 26

CG
Blank 26 Number of Correct %
Answers
an 19 5135

In this blank, 1%tudentsn the CG found the appropriate wgndhich is theAr t i

BLANK 27

Table 34: Pre-test ResultsCG (Blank 27)

CG
Blank 27 Number of Correct %
Answers
until 05 1351

Table 35: Pre-test ResultsCG (Blank 27)

Only 13, 51% of the students in CG found the right word in this blank.
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4.1.1.2 The Experimental Groups

Group EXP. G1 EXP. G2
N° Deleted Correct % Correct %
Words Answers Answers

1 the 45 9574 36 9231
2 at / / 01 0256
3 late 09 1915 12 30.77
4 quite 25 5319 27 6923
5 but 08 1702 08 2051
6 of 38 8085 29 7436
7 decided 11 2340 07 1795
8 quickly 41 8723 37 9487
9 I 45 9574 36 9231
10 car 18 3830 09 2308
11 in 23 4894 22 5641
12 entered 07 1490 04 1026
13 way 07 1490 07 1795
14 a 33 7021 21 5385
15 at 02 0426 01 0256
16 some 36 7660 33 8462
17 and 28 5960 28 7179
18 had 25 5319 20 5128
19 easy 03 06.38 10 2564
20 who 27 5745 27 6923
21 had come 23 4894 16 4103
22 when 34 7234 26 66.67
23 would / / / /
24 myself 17 3617 11 2821
25 magazines 18 3830 19 48.72
26 an 21 4468 27 6923
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27 until 06 1277 08 2051

Table 36: Achievementin the Pre-test (EXP. Groups)

Table 36 above represents the scores displayed by the participantsergbemental

groups under the préest conditions.

BLANK 1
EXP. G1 EXP. G2
Number of Number of
Blank 1 Correct % Correct %
Answers Answers
the 45 9574 36 9231

Table 37: Pre-test Results EXPG1 & EXP. G2 (Blank 1)

In EXP. G1; 9574% of the students answered corge@imilarly in EXP. G2, 9231% of the

students found the right word.

BLANK 2
EXP. G1 EXP. G2
Number of
Blank 2 Correct % NUTRISES B %
Correct Answers
Answers
at / / 01 0256

Table 38: Pretest Results EXP G1 & EXP. G2 (Blank 2)
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Among the whole number of the students in the BXd°. groups, only one student in EXP

Ar ti

G2 found the right word which is the
BLANK 3
EXP. G1 EXP. G2
Number of
Blank 3 Correct % NS 8 %
Correct Answers
Answers
late 09 1915 12 3077

Table 39: Pretest Results EXPG1 & EXP. G2 (Blank 3)

In this blank,09 and 12 studenta EXP. G1 and EXPG2 respectively answered corrgct

BLANK 4
EXP. G1 EXP. G2
Number of
Blank 4 Correct % M3 O %
Correct Answers
Answers
quite 25 5319 27 6923

Table 40: Pretest Results EXPG1 & EXP. G2 (Blank 4)

Table 40 reveals that 25 and 27 students in EX3and EXP G2 respectively found the

adequate answer.
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BLANK 5

EXP. G1 EXP. G2
Number of
Blank 5 Correct % NUiloE @ %
Correct Answers
Answers
but 08 1702 08 2051

Table 41: Pretest Results EXP G1 & EXP. G2 (Blank 5)

The same number of studen®8) in each of the tw&XP. groups answered corréct

BLANK 6
EXP. G1 EXP. G2
Number of
Blank 6 Correct % NI @ %
Correct Answers
Answers
of 38 8085 29 7436

Table 42: Pretest Results EXP G1 & EXP. G2 (Blank 6)

According to tablel2, 38 and 29 students in EXB1 and EXPG2 respectively found the

appropriate Prep.,lwi ch i s Aof 0.
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BLANK 7

EXP. G1 EXP. G2
Number of
Blank 7 Correct % MBS @1 %
Correct Answers
Answers
decided 11 2340 07 1795

Table 43: Pretest Results EXPG1 & EXP. G2 (Blank 7)

According totable43, only 11 and)7 students in EXPG1 and EXP G2 respectivelyound

the right verb in the right tense.

BLANK 8
EXP. G1 EXP. G2
Number of
N f
Blank 8 Correct % UilsEr @ %
Correct Answers
Answers
quickly 41 8723 37 9487

Table 44: Pretest Results EXP G1 & EXP. G2 (Blank 8)

Table 44 reveals that the tw&XP. groups displayed similar psgntages of correct answers

(8723%and 9487% in EXP G1 and EXPG2 respectively).
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BLANK 9

EXP. G1 EXP. G2
Number of
Blank 9 Correct % NIy o %
Correct Answers
Answers
I 45 9574 36 9231

Table 45: Pretest Results EXPG1 & EXP. G2 (Blank 9)

Again in this blank, the tw&XP. groups displayed similar pexntages of correcdnswers

(95.74% and 931% in EXP G1 and EXPG2 respectively).

BLANK 10
EXP. G1 EXP. G2
Number of
Blank 10 Correct % MO 61 %
Correct Answers
Answers
Car 18 3230 09 2308

Table 46: Pretest Results EXPG1 & EXP. G2 (Blank 10)

Table46 shows that only 18 an@P students in EXPG1 and EXPG2 respectively answered

correcty.
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BLANK 11

EXP. G1 EXP. G2
Number of
Blank 11 Correct % NIy o %
Correct Answers
Answers
in 23 4894 22 5641

Table 47: Pretest Results EXPG1 & EXP. G2 (Blank 11)

The twoEXP. groups displayed similar perntages of correct answers (48.94% and B%.

in EXP. G1 and EXPG2 respectively).

BLANK 12
EXP. G1 EXP. G2
Number of
Blank 12 Correct % MO 61 %
Correct Answers
Answers
entered 07 1490 04 1026

Table 48: Pretest Results EXPG1 & EXP. G2 (Blank 12)

Table48 shows that onl¥)7 and04 students in EXPG1 and EXPG2 respectively answered

correcty.
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BLANK 13

EXP. G1 EXP. G2
Number of Number of
Blank 13 Correct % Correct %
Answers Answers
way 07 1490 07 1795

Table 49: Pretest Results EXP G1 & EXP. G2 (Blank 13)

The same number of students in both gro®@$ found the appropriate word in this blank.

BLANK 14
EXP. G1 EXP. G2
Number of Number of
Blank 14 Correct % Correct %
Answers Answers
a 33 7021 21 5385

Table 50: Pretest Results EXP G1 & EXP. G2 (Blank 14)

Table 50 reveals different score§021% of the students iEXP. G1 answeredcorrect

however, only 585% of the studenisa EXP. G2 could find the appropriate Arti.
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BLANK 15

EXP. G1 EXP. G2
Number of
Blank 15 Correct % NUTTISES @ %
Correct Answers
Answers
at 02 0426 01 0256

Table 51: Pretest Results EXPG1 & EXP. G2 (Blank 15)

Table 51 shows that02 students in EXPG1 and only01 student in EXPG2 answered

correcty.
BLANK 16
EXP. G1 EXP. G2
Number of Number of
Blank16 Correct % Correct %
Answers Answers
some 36 7660 33 8462

Table 52: Pretest Results EXP G1 & EXP. G2 (Blank 16)

According totable 52, 36 and 33 students in EXB1 and EXP G2 respectively found the

appropriate word.
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BLANK 17

EXP. G1 EXP. G2
Number of
Blank17 NS € % Correct %
Correct Answers
Answers
and 28 5960 28 7179

The same number students in both groups (28) found the appropriate word in this blank.

Table 53: Pretest Results EXPG1 & EXP. G2 (Blank 17)

BLANK 18
EXP. G1 EXP. G2
Number of Number of
Blank18 Correct % correct %
Answers Answers
had 25 53.19 20 5128

Table 54: Pretest Results EXP G1 & EXP. G2 (Blank 18)

The twoEXP. groups displayed similar percentages of correct ans{#8r94% and 58.1%

in EXP. G1 and EXPG2 respectively).
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BLANK 19

EXP. G1 EXP. G2
Number of Number of
Blank19 Correct % Correct %
Answers Answers
easy 03 06.38 10 2564

In this blank, only03 students in EXRG1 and 10 stuehts in EXP G2answered correctly.

Table 55: PretestResults EXP. G1 & EXP. G2 (Blank 19)

BLANK 20
EXP. G1 EXP. G2
Number of
Blank20 NS % Correct %
Correct Answers
Answers
who 27 5745 27 6923

In this blank alspwe have the same number of students in both groups (27) who found the

appropriate word in this blank.

10 4

Table 56: Pre-test Results EXP G1 & EXP. G2 (Blank 20)




BLANK 21

EXP. G1 EXP. G2
Number of
Blank21 NUISES @1 % Correct %
Correct Answers
Answers
had come 23 4894 16 4103

Table 57: Pretest Results EXPG1 & EXP. G2 (Blank 21)

According to this table, the two EXBroups displayed similar pggntages of correct answers

(48.94% and 403% in EXR G1 and EXPG2 respectively).

BLANK 22
EXP. G1 EXP. G2
Number of
Blank22 NUGTHEEL % Correct %
Correct Answers
Answers
when 34 7234 26 66.67

Table 58: Pretest Results EXP G1 & EXP. G2 (Blank 22)

In this blank, a high number of students in each group (34 and 26 inEXBnd EXP G2

respectively) found the right word.
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BLANK 23

EXP. G1 EXP. G2
Number of
Blank23 NS o % Correct %
Correct Answers
Answers

Id

wou / / / /
make

Table 59: Pretest Results EXP G1 & EXP. G2 (Blank 23)

In this blank, no student in the two EX§roups could findhe right verb in the appropriate

tense.
BLANK 24
EXP. G1 EXP. G2
Number of Number of
Blank24 % Correct Percentage%
Correct Answers
Answers
myself 17 3617 11 2821

Table 60: Pretest Results EXP G1 & EXP. G2 (Blank 24)

Table 60 shows that 17 students in EXB1 and only 11 students in EXB&2 answered

correcty.
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BLANK 25

EXP. G1 EXP. G2
Number of Number of
Blank25 Correct % Correct %
Answers Answers
magazines 18 38.30 19 4872

Table 61: Pretest Results EXP G1 & EXP G2 (Blank 25)

This table reveals that 18 students in EX®L and 19 students in EXP G2 found the

appropriate word fAmagazi neso.
BLANK 26
EXP. G1 EXP. G2
Number of
Blank26 NS @1 % Correct %
Correct Answers
Answers
an 21 44.68 27 69.23

Table 62: Pretest Results EXP. G1 & EXP. G2 (Blank 26)

Table 62 reveals different scores; 8% of the students in EXR51 answered corrdgt

however; 623% of the students in EXB2 could find theight word
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BLANK 27

EXP. G1 EXP. G2
Number of
Blank27 NSEE @ % Correct %
Correct Answers
Answers
until 06 12.77 08 2051

Table 63: Pre-test Results EXP G1 & EXP. G2 (Blank 27)

Table 63 shows thatonly 06 students in EXPG1 and08 students in EXPG2 answered

correcty.

4.1.1.3 GraphicComparative Analysis of theResults

In the following section,lte analysis of the resultbtained bythe participantsn the
CG and in thetwo EXP. groupsunder the préest conditions islonethroughcomparisorof
the resultsin the three groups CG, EXIBland EXP G2. The data is shown graphically
describing with details the main differences in performance between the partidimamach

blank,a graphs provided to illustrate the results in the three groups.
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BLANK 1

In the two experimental grospghemajority of students (95.74 % and 92%) found
t he appropriate word which is t.hG4d amdithtee cl e 1
students in EXPG2 put the indefinite articléia oSimilarly in the CG, 8649 % of the
students answered corrggtwhich showsthat the level of the students in the three groups is
approximately the same. The majority thie students did not have a problem to find the
appropriate article in the sentenceeagons | ear |
(lack of concentration or ke of motivation) the few remaining students answered vglgn

putting thetaadiacfl etimeo .i n

100 95.74 92.31 86.49
v
g
i 75
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s 50
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<
a 25
T
a
c
d 0
d Expl Exp2 C
c

Groups

Graph 01: Percentageof Correct Answers (Pretest /
Blank1)
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BLANK 2

Among thel23 students in thiree groups, only onell) student in EXP G2
answered correlst. All the other studentsould not find the prepositiofiat che Yer b @At o
del ayo i s | edhesdcemgdeynd anu s < tdhicl may expldin thedantg u a g e

that students did ndind the appropriate preposition.
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Graph 02: Percentageof Correct Answers
(Pre-test / Blank2)
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BLANK 3

The answers of this blank are somehow different foma group to another. While
1915% of the studentsn EXP. G1 answered corrdgt 30.77% of thestudentan EXP. G2
found the right answekHowever in the GG, only 0811% of the participants found thight

answer.

100
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Graph 03: Percentageof Correct Answers
(Pre-test / Blank3)
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BLANK 4

Unlike the three previous blanks, in this blank, the number of correct ansviiges in
CG is higher thahat in EXP G1 and EXPG2. 7297% of the students ithhe G5 answered

correcty, while 53.1% and 623% of the students in EXBB1 and EXPG2 respetively

answeredorrecty.
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Graph 04: Percentageof Correct Answers
(Pre-test / Blank4)
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BLANK 5

The number of correct answers in the three groumsmdar, 1702% in EXP. G1,
2051% in EXP G2 and 21, 62% irthe GG. Al t hough the conjuncti ot
sentenceo0o but that evening, I had a headache
the three groups answered wrondstudying the wrong answers in this blank, we have found
that a significant number of stants put a preposition in the blank, (at on) because of the

expression fithat eveningo.
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BLANK 6

The number of theorrect answerg high in the three groups with slight differences.
Yet, a considerable number of studemtseachgroup did not find thedequate wordo f o . I n
thisblank answevas ,| i ke @nd, wi t Istédentsarea werésted wh at

to look for tre appropriate word; they write any word in the blank jogirovide an answer
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BLANK 7

Only 23.40%, 17.95% and 32% of the students in EXIB1, EXP G2 and the G
respectively found the appropriate word in this blank. The other students either could not find
the exact verb or found the verb but they did not put it in the appropriate tense. Some students

did not find the verb and the t&#1 they used other words likew a s usuallyo.

2

© 100 -

=

[72]

T

e 75

O

o

8 50 -

"S 23.40 {568 24.32

g 25 -

: [ ]

(]

% 0 ‘ ‘

o Expl Exp2 C
Groups

Graph 07: Percentageof Correct Answers

(Pre-test / Blank7)

115



BLANK 8

In this blank,a high percentage oftudents in each group (87.23% EXP. G1,
9487% in EXP G2 and 9189% in the GG) answeredcorrectly and found the appropriate

adverb Aquicklyo.
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o . 8723 91.89
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Graph 08: Percentageof Correct Answers

(Pre-test / Blank8)
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BLANK 9

It is not surprising atall to have such high percentage of correct ans{@534%,
92.31%, and 989%in EXP. G1, EXP G2, andthe GG respectively). In a sentence where the
subject is missingstudents did not face any difficulty to find the appropriate subject which is

the pronoun Al 0.
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BLANK 10

In EXP. G1, 3830% of the students found the exacrd. Howeverin EXP. G2, only
2308% of the studentanswered correctly. Similarlin the CG 24.32% of the students
answered correctyT he st udent tié@ blamk shewe thathe students donot
concentrate when they read the text. They do not read the whole sentence; they only read the
part that includes the gap. In thbkankfor example, if the tsidents read the whole sentence:
Al went back to the placahere | l eft o ynéke &ure that all the doors were
| o c k thely.would have certainlfound that the missing worfic a r 0 bratlet, plaie,

head or |l uggageo.
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BLANK 11

I n this blank, st udenoupso@nother.dnEXHEE 488406f f er f
of the students am&red correctly. In EXPG2, 5641% of the students found the correct

answer and ithe CG, 4054% of the students answered correctly.
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BLANK 12

Only 14.90%, 10.26% and 2% of the students iIEXP. G1, EXP. G2 andthe CG
respectively answered correctly. What is surprising is not the percentage of correct answers
but the nature of the wrgn answer s. I n | delt slighthytbettecas |1 | | ke

eééé.t.he main airport btuhd dvergh afgen tner, e dvie rx |

Areturned too. However, some students put th
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BLANK 13

In this blank, we have lowercentages of correchswers in the three group$he

nature of the expression which includes the blank may exgiaineason of such low results;

Second¢ar English students may not be familiar
thatiswhythex oul d not find the word Awayodo in this
ELOO’
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BLANK 14

I n this blank, st udenoupso@nother.dnEXHEE 7081P6f f er f
of the students answet correctly and in EXRG2, 5385% of the students found the correct

answer. The lowest percentage is scoratd@CG (4595%).
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BLANK 15

In the twoEXP. groups, the percentage of catranswers is very low. Only ®6%
of the students in XP. G1 answered correctly and 68% of the students in EXRG2
answered correctly. In comparison with these results, the percentage of correct antveers in

CG is sonehow high (1&2%).
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BLANK 16

The percentage of correct answaeirs this blankis considerabt high in the three
groups (76.60%, 84.62% and Z0% in EXP G1, EXP. G2 andthe GG respectively)Yet,

some students had difficultiestoafd t he appr opg o mavidch heresaltedni ner

inansweras)] i kkbenp but, when, i né. o
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BLANK 17

In this sentencefi a n d kept | oo ki ndindirgtthe adprepate wat c
conjuncti on i dfficdlto Yet, we have tonswerablg percentages of wrong

answers in the three groups (40.40% in EXR, 2821%in EXP. G2 and 48&5% inthe CG)
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BLANK 18

In this blank, we have an average rate of correct assimeeach group. In EXR51,
we have 53.9% of correct answersniEXP. G2, 5128% of correct answers, and 28%in

the GG.
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BLANK 19

In EXP. G1, only 0638% of the students found the rigidjective. The percentage of
correct answers ithe CG is likewise low (0511%). Unlike the results of EXR51 andthe

CG, the percentage of correctsarers in EXPG2 is relatively high (254%).
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BLANK 20

In EXP. G1, 5745% of the students answered rightn EXP. G2, a higher number
of students answered right(69.23).Comparing these results with thosetlod CG, the later

displays lowepercentages (354%).
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BLANK 21

In this blank, wéhave similar rates of correct answersha three groups (48.94% in

EXP. G1, 41.03% in EXPG2 and 4(4% intheC G).
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BLANK 22

In this blank, the highest percentage of ccrrenswers is scored in EXP
G1(7234%)Then we have 667% of carect answers in EXPG2 and 62L6% of correct

answers irthe CG.
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BLANK 23

For the students in the three groups alike, it was difficult to find the missing word.
Among the total number of the participant (123), only one studehei@G found the correct
answer. The missing word in this blank is the v makedint he condi ti onal

makeo. The r ethatieriseesmb@altydhe sonhditienghe problematic.
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BLANK 24

In this blank,36.17% of the students in EXRG1 answered right. An approximate
percentage has been scoredthe CG (37.84%), while 281% of the students answered

rightly in EXP. G2.
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BLANK 25

Despite the fact that the missing word in thiark is not difficult, only 380% of the
students in EXPG1 found the correct answer. A higher parmage is scored in EXE52

(48.72%) and in thEG (4865%).
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BLANK 26

In this blank, we have different percentages of correct answers. In&@XRve have
the lowest perceage of the correct answers (@8%). In EXP G2, we lave the highest

percentage (69.23%) however in th€,61.35% of the students answered correctly.
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BLANK 27

In the last blank, the percentagdscorrect answexin the three groups wemot high.
In EXP. G1, only 1277% of the students found the appropre¢ wo r din BX®P.rGe,i | o,

20.51%answered righy, and inthe CG, 1351% of the students answered right
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412 The Posttest

Central Tendency Dispersion
Group Mean Mode Low Fr High Fr
C 07.93 06.5 03 01 14.5 01
EXP.1 09.60 07.5 04.5 02 155 01
EXP. 2 10.27 085-11.50 05.5 02 15 01

Table 64: The Posttest General Observations

Table64 presents the performances of the participants in the three groups in the post
test.In terms of the central tendencyet secondEXP. groupis the best (mean=2¥. and
mode=H 8.5 & 115). The first EXP. groupis in the second place (med$:6 and mode=
07.5). TheCG is in the third place (meanB¥93 and mode 665). The dispersion indicators
showthat the lowest mark scored e GG is 03 obtained by one student. In EX®1, the
lowest score i945 obtained by two participants. In EXB2, the lowest core is055
obtainedalso by two participants. Concerning the highest marks, EQP is the best; the
highest mak scored in this group is B obtained by one studerithe highest score in EXP
G2 is 15 obtained by one student and the highest sctine GG is 14 obtained also by one
studentComparingthese data with those displayed by the participants in theepreve find

that the three groups performed better in the-feesdt
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4.1.2.1 The Control Group

Group C

N° Deleted Words | Correct Answers %

1 the 34 91.89
2 at / /

3 late 03 08.11
4 quite 25 67.57
5 but 07 18.92
6 of 24 64.86
7 decided 10 27.03
8 quickly 32 86.49
9 I 37 100
10 car 18 48.65
11 in 19 5135
12 entered 04 1081
13 way 08 2162
14 a 20 54.05
15 at 04 10.81
16 some 26 70.27
17 and 26 70.27
18 had 18 48.65
19 easy 05 1351
20 who 20 54.05
21 had come 21 56.76
22 when 23 6216
23 would / /
24 myself 13 3514
25 magazine 20 54.05
26 an 19 51.35

137




27 until 10 27.03

Table 65: Achievementin the Posttest (CG)

Table 65 represents the scores displayed by the participantei@G under the post
test conditionsAs we have done in the ptest, the analysis of the results is done through the

analysis of the deleted words (the blanks) oner®y

BLANK 1
CG
Blank 1 Number of Correct %
Answers
the 34 91.89
Table 66: Posttest Results CG (Blankl)
I n this bl ank, a high number of the students
BLANK 2
CG
Blank 2 Number of Correct %
Answers
at / /

Table 67: Posttest Results CG (BlanR)

In this blank, no students among 37 studenth&CG could find the right word which is the

Prep. fiato
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BILANK 3

CG
Blank 3 Number of Correct %
Answers
late 03 0811
Table 68: Posttest Results CGBlank 3)
According to tables8, only 3 students answered corredtiythis blank.
BLANK 4
CG
Blank 4 Number of Correct %
Answers
quite 25 67.57

Table 69: Posttest Results CG (Blank4)

Table69 shows that a high percentage of studentb{@®) answered correlgt.

BLANK 5
CG
Blank 5 Number of Correct %
Answers
but 07 1892
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Table 70: Posttest Results CG (Blankb)




According to tablé0, only 07 students among the whole number of studamtthe CG

answered correlgtin this blank

BLANK 6
CG
Blank 6 Number of Correct %
Answers
of 24 64.86

Table 71. Posttest Results CG (Blanke)

Table 71reveals that a considerable number of students (24) found the appropriate Prep.

BLANK 7
CG
Blank 7 Number of Correct %
Answers
decided 10 27.03

Table 72 Posttest Results CG (Blank7)

According to table72, only 10 students among the whole number of studentRerCG

answered correlgtin this blank.
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BLANK 8

CG
Blank 8 Number of Correct %
Answers
quickly 32 86.49

The majority of students ithe CG (8649%) answered corrdgtin this blank and found the

Table 73: Posttest Results CG (Blank8)

right Adv. Aquicklyo.
BLANK 9
CG
Blank 9 Number of Correct %
Answers
I 37 100

Table 74: Posttest Results CG (Blank9)

In this blank, all the students ihe CG found the missing worand answered corrégt

BLANK 10
CG
Blank 10 Number of Correct %
Answers
car 18 48.65
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Concerning this blank, less than half of the studéf®$5%) answered correcthnd found

the appropriate N fAcaro

BLANK 11
CG
Blank 11 Number of Correct %
Answers
in 19 5135

Table 76: Posttest Results CG (Blankl1)

In this blank, we have approximately the same results as those in the prblaoks

(51.35%).
BLANK 12
CG
Blank 12 Number of Correct %
Answers
entered 04 10.81

Table 77: Posttest Results CG (Blankl12)

Table 77 shows that only4 students irthe CG found the right answer. The other students

could not find either the verb or the tense.
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BLANK 13

CG
Blank 13 Number of Correct %
Answers
way 08 2162

Again in this blank, onlp4 students, as table 78 showsthaCG found the right answer.

Table 78: Posttest Results CG (Blankl3)

BLANK 14
CG
Blank 14 Number of Correct %
Answers
a 20 54.05

Table 79: Posttest Results CG (Blankl4)

As shown in tabl&9, 20 students found the appropriate answer in this blank.

BLANK 15
CG
Blank 15 Number of Correct %
Answers
at 04 10.81

143

Table 80: Posttest Results CG (Blankl5)




Table 80 reveals that onlp4 students irthe CG found the right answer. The other students

could not find the appropriate Prep.

BLANK 16
CG
Blank 16 Number of Correct %
Answers
some 26 70.27

Table 81: Posttest Results CG (Blankl6)

In this blank, a high percentage of studentsA7%) answered corrdgt

BLANK 17
CG
Blank 17 Number of Correct %
Answers
and 26 7027

Table 82 Posttest Results CG (Blankl7)

Just like the previous blank, 20% of students answered corhect
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BLANK 18

CG
Blank 18 Number of Correct %
Answers
had 18 48.65

Table 83: Posttest Results CG (Blankl8)

Table83 shows that less than half thie students (485%) answered corrdgt

BLANK 19
CG
Blank 19 Number of Correct %
Answers
easy 05 1351

Table 84: Posttest Results CG (Blank19)

In this blank, only05 students among the whole number of studentherCG found the

appropriate Adj. fAeasyo.
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BLANK 20

CG
Blank 20 Number of Correct %
Answers
who 20 54.05

Table 85: Posttest Results CG (Blank20)

As shown in tabl&5, 20 students found the appropriate answer in this blank.

BLANK 21
CG
Blank 21 Number of Correct %
Answers
had come 21 56.76

More than halfof the studens$ in the C G

appropriate tense.
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BLANK 22

CG
Blank 22 Number of Correct Percentage %
Answers
when 23 62.16

Table 87: Posttest Results CG (Blank22)

Table 87 reveals that 23 studentshaCG answered corrdgtin this blank.

BLANK 23

CG

Blank 23

Number of Correct
Answers

%

Would make

/

Table 88: Posttest Results CGBlank 23)

As shown in tabl&8, no students in th@G found the right verb or the right tense.

BLANK 24
CG
Blank 24 Number of Correct %
Answers
myself 13 3514

Table 89: Posttest Results CG (Blank24)
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As table89reveals, 13 students found timessing word and answered coritgah this blank.

BLANK 25
CG
Blank 25 Number of Correct %
Answers
magazines 20 54.05

Table 90: Posttest Results CG (Blank25)

Table90 shows that 20 students found the appropriate answer in this blank.

BLANK 26
CG
Blank 26 Number of Correct %
Answers
an 19 51.35

Table 91: Posttest Results CG (Blank26)

In this blankwe approximatelyave half of the student answedicorrecty.

BLANK 27
CG
Blank 27 Number of Correct %
Answers
until 10 27.03
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As shown in tabl®2, only 10 students ithe CG answered corrdgtin this blank.

4.1.2.2 The Experimental Groups

Groups EXP.1 EXP. 2
v sankzr | % s | %
1 the 46 97.87 37 94.87
2 at 01 02.13 02 05.13
3 late 14 29.79 23 5897
4 quite 26 05.32 27 69.23
5 but 08 17.02 04 10.26
6 of 42 89.36 35 89.74
7 decided 13 27.66 10 2564
8 quickly 45 95.74 39 100
9 I 47 100 39 100
10 car 18 38.30 20 51.28
11 in 27 57.45 20 51.28
12 entered 11 23.40 9 23.08
13 way 11 2340 06 15.38
14 a 30 63.83 35 89.74
15 at 02 04.26 03 07.69
16 some 42 89.36 30 76.92
17 and 37 7872 28 7179
18 had 30 63.83 21 53.85
19 easy 04 0851 12 30.77
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20 who 24 51.06 30 76.92
21 had come 33 70.21 23 58.97
22 when 40 8511 33 84.62
23 would make / / 01 02.56
24 myself 23 48.94 22 56.41
25 magazines 21 44.68 20 51.28
26 an 26 5532 28 7179
until
27 15 3191 11 2821

Table 93: Achievementin the Posttest (EXP. Groups)

Table 93 represents the scores displayed by the participants in th&XRogroups
under the postest conditions. As we have done in the-fggt, the analysis of the results is

done through the analysis of the deleted words (the blanks) one by one.

BLA NK 1
EXP. G1 EXP. G2
Number of Number of
Blank 1 Correct % Correct %
Answers Answers
The 46 97.87 37 94.87

Table 94: Posttest Results EXPG1 & EXP. G2 (Blank 1)

In this blank, the twdeXP. groups displayed similar percentages of correct answei®7@7

and 9487% in EXRP G1 and EXPG2 respectively).
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BLANK 2

EXP.G1 EXP. G2
Number of Number of
Blank 2 Correct % Correct %
Answers Answers
at 01 02.13 02 05.13

Table 95: Posttest Results EXP G1 & EXP. G2 (Blank 2)

Table95 shows that onlY1 student in EXPG1 and02 students irEXP. G2 found the right

Prep. Aat o
BLANK 3
EXP.G1 EXP. G2
Number of Number of
Blank 3 Correct % Correct %
Answers Answers
late 14 29.79 23 58.97

Table 96: Posttest Results EXPG1 & EXP. G2 (Blank 3)

In this blank, the twoEXP. groups displayed different scores; 14 students in .EQP

answered correlgt whereas 23 students in EXB2 found the right word.
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BLANK 4

EXP.G1 EXP. G2
Number of Number of
Blank 4 Correct % Correct %
Answers Answers
quite 26 5532 27 69.23

Table 97: Posttest Results EXPG1 & EXP. G2 (Blank 4)

As table97 reveals, 26 and27 students in EX3&L and EXP G2 found the appropriate word

in this blank.
BLANK 5
EXP. G1 EXP. G2
Number of Number of
Blank 5 Correct % Correct %
Answers Answers
but 08 17.02 04 10.26

Table 98 Posttest Results EXPG1 & EXP. G2 (Blank 5)

Table98reveals that onl¥8 students in EXRG1 and04 students in EXRG2 found the right

answer in this blank.
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BLANK 6

EXP.G1 EXP. G2
Number of Number of
Blank 6 Correct % Correct %
Answers Answers
of 42 89.36 35 89.74

Table 99: Posttest Results EXP G1 & EXP. G2 (Blank 6)

In this blank, the twdEXP. groups have approximately the same scores of correct answers

(97.87% and 987% in EXR G1 and EXPG2 respectively).

BLANK 7
EXP. G1 EXP. G2
Number of Number of
Blank7 Correct % Correct %
Answers Answers
decided 13 27.66 10 2564

Table 100 Posttest Results EXPG1 & EXP. G2 (Blank 7)

Table 100 shows that only 13 and 10 studem<sEXP. G1 and EXP G2 respectivelyffound

the right verb and the right tense.
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BLANK 8

EXP.G1 EXP. G2
Number of Number of
Blank8 Correct % Correct %
Answers Answers
quickly 45 95.74 39 100

Table 101 Posttest Results EXPG1 & EXP. G2 (Blank 8)

In this blank, both EXPG1 and EXP G2 displayed high percentages of correct answers;

95.74% and 100% respectively.

BLANK 9
EXP. G1 EXP. G2
Number of Number of
Blank9 Correct % Correct %
Answers Answers
[ 47 100 39 100

Table 102 Posttest ResultsEXP. G1 & EXP. G2 (Blank 9)

As shown in tabl&02 all the students in both EXIB1 and EXP G2 found the appropriate

Pron. il

0.
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BLANK 10

EXP.G1 EXP. G2
Number of Number of
Blankl O Correct % Correct %
Answers Answers
car 18 38.30 20 5128

Table 103 Posttest Results EXPG1 & EXP. G2 (Blank 10)

Unlike the previous blank, only 18 and 20 students in E&P and EXP G2 respectively

answered correlgt.

BLANK 11
EXP. G1 EXP. G2
Number of Number of
Blankl 1 Correct % Correct %
Answers Answers
in 27 57.45 20 5128

Table 104 Posttest Results EXPG1 & EXP. G2 (Blank 11)

In this blank, the twdeXP. groups displayed similar percentages of correct answei5%7

and 5128% in EXRP G1 and EXPG2 respectively).
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BLANK 12

EXP.G1 EXP. G2
Number of Number of
Blankl 2 Correct % Correct %
Answers Answers
entered 11 2340 09 23.08

Tablel105: Posttest Results EXP G1 & EXP. G2 (Blank 12)

In this blank, the two EXPgroups have approximately the same scores of correct answers

(23.40% and 238% in EXR G1 and EXPG2 respectively).

BLANK 13
EXP. G1 EXP. G2
Number of Number of
Blankl 3 Correct % Correct %
Answers Answers
way 11 2340 06 15.38

Table 106: Posttest Results EXP G1 & EXP. G2 (Blank 13)

Table 106 shows that only 11 and6 studentsn EXP. G1 and EXP G2 respectively found

the right N Awayo.
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BLANK 14

EXP. G1 EXP. G2
Number of Number of
Blankl 4 Correct % Correct %
Answers Answers
a 30 63.83 35 89.74

Table 107 reveals that 30 and 35 students in EX and EXP G2 found the appropriate

Table 107: Posttest Results EXPG1 & EXP. G2 (Blank 14)

word in this blank which is the Art:i
BLANK 15
EXP. G1 EXP. G2
Number of Number of
Blankl 5 Correct % Correct %
Answers Answers
at 02 04.26 03 07.69

Table 108 PosttestResults EXP. G1 & EXP. G2 (Blank 15)

fi

As shown in table.08 only 02 and03 students in EXPG1 and EXP G2 respectively found

t he

right

verb

and t

he
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BLANK 16

EXP. G1 EXP. G2
Number of Number of
Blankl 6 Correct % Correct %
Answers Answers
some 42 89.36 30 76.92

Table 109 Posttest Results EXPG1 & EXP. G2 (Blank 16)

According totable 109 42 and 30 students in EXB1 and EXP G2 found the appropriate

word in this blank.

BLANK 17
EXP. G1 EXP. G2
Number of Number of
Blank17 Correct % Correct %
Answers Answers
and 37 7872 28 7179

Table 110 Posttest Results EXPG1 & EXP. G2 (Blank 17)

The twoEXP. groups displayed similar percentages of correct answerg2@t8and 7179%

in EXP. G1 and EXPG2 respectively).
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BLANK 18

EXP.G1 EXP. G2
Number of Number of
Blank18 Correct % Correct %
Answers Answers
had 30 63.83 21 53.85

Table 111 Posttest Results EXPG1 & EXP. G2 (Blank 18)

As table111 reveals, 30 and 21 students in EX®L and EXP G2 respectively found the

right verb and put it in the appropriate tense.

BLANK 19
EXP. G1 EXP. G2
Number of Number of
Blank19 Correct % Correct %
Answers Answers
easy 04 08.51 12 30.77

Table 112 Posttest Results EXPG1 & EXP. G2 (Blank 19)

In this blank, only04 and 12students in EXE51 and EXP G2 respectively found the right

Adj. NHeasyo.
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BLANK 20

EXP. G1 EXP. G2
Number of Number of
Blank20 Correct % Correct %
Answers Answers
who 24 5106 30 76.92

Table 113 Posttest ResultsEXP. G1 & EXP. G2 (Blank 20)

The two EXP. groups displayed here different scores; 24 students in. EWPanswered

correcty whereas 30 students in EXB2 found the right word.

BLANK 21
EXP. G1 EXP. G2
Number of Number of
Blank21 Correct % Correct %
Answers Answers
had come 33 7021 23 5897

Again in this blank, botEXP. groups displayed here diffent scores; 33 students in EXPL

answered correlgt whereas 23students in EXB2 found the right verb and put it in the right

tense.

Table 114 Posttest Results EXPG1 & EXP. G2 (Blank 21)
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BLANK 22

EXP.G1 EXP. G2
Number of Number of
Blank22 Correct % Correct %
Answers Answers
when 40 8511 33 84.62

Table 115 Posttest Results EXPG1 & EXP. G2 (Blank 22)

In this blank, both EXRgroups have approxinely the same scores of corractswers

(85.11% and 8462% in EXR G1 and EXPG2 respectively).

BLANK 23
EXP. G1 EXP. G2
Number of Number of
Blank23 Correct % Correct %
Answers Answers
Llle / / 01 02.65
make

Table 116 Posttest Results EXPG1 & EXP. G2 (Blank 23)

As table1l16reveals, no student in EXBB1 found the right verb in the right tense whereas

only one student in EXR52 answered corrdgt
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BLANK 24

EXP. G1 EXP. G2
Number of Number of
Blank24 Correct % Correct %
Answers Answers
myself 23 4894 22 56.41

Table 117 Posttest Results EXPG1 & EXP. G2 (Blank 24)

Table 117 shows that 23 and 22 students in EX31 and EXP G2 respectively answered

correcty in this blank.

BLANK 25
EXP.G1 EXP. G2
Number of Number of
Blank25 Correct % Correct %
Answers Answers
magazines 21 44.68 20 51.28

Table 118 Posttest Results EXPG1 & EXP. G2 (Blank 25)

In this blank,21 and 20 students in EXB1 and EXP G2 respectivelyanswered correctly

and found theppropriate word.
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BLANK 26

EXP.G1 EXP. G2
Number of Number of
Blank26 Correct % Correct %
Answers Answers
an 26 55.32 28 7179

Table 119 Posttest Results EXPG1 & EXP. G2 (Blank 26)

According totable 119, 26 and 8 students in EXPG1 and EXP G2 respectively answered

correcty and found the appropriater t i Afano.
BLANK 27
EXP.G1 EXP. G2
Number of Number of
Blank27 correct % correct %
answers answers
until 15 3191 11 2821

In this blank, only 15 and 11students in EXB1 and EXP G2 respectively answered

correcty.

Table 120 Posttest Results EXPG1 & EXP. G2 (Blank 27)
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4.1.2.3 Graphic Comparative Analysis of the Results

In the following section, the analysis of the results obtained by the participants in the
CG and in the twdEXP. groups under the poestst conditions is done through comparison of
the results in the three groups CG, EXXand EXP G2 taking into consideration the results
obtained in the prgest. The data is shown graphically describing with details the main
differences in performance between the participants. For each blank, a graph is provided to

illustrate the results in the three groups.

BLANK 1

In terms of the highest score, EXB1 remains the first with the highest percentage of
correct answers (937%), EXR G2 is in the second place (84%) andhe GG is in the third
place (9189%). In terms of difference improvemettig CG is the best05.4), EXP. G2 isin

the second plac®2.56) and EXPGL is in the third placed.13).
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Graph 28: Percentageof Correct Answers

(Posttest / Blank1)
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BLANK 2

The three groups displayed very low scores; the percentage of correct answers is
02.13%, ®.13% and 0% in EXPG1, EXP G2, andthe GG respectively. In terms of
difference improvement; the twieXP. groups display approximate results (EX®L /02.13

and EXP G2/ 02.57) while theCG displays a null difference improvement (0).
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BLANK 3

In terms of the highest score, EXB2 is the best group with the highest score
(5897%). EXP G1 is in the second place (29%). However, the percentage obrrect
answerdan the GG is the samas in the prdest. In terms of difference improvement; EXP
G2 shows the highest difference improvementZR&EXP. G1 shows a lower score (6@)

while theCG also displays a null difference improvement in this blank.
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BLANK 4

In terms of the highest score, again EX32 is the best group with the highest score
(69.23%). The GG is in the second place with the second percentage of correct answers
(67.57%) and EXPGL1 in the third place (582%). In terms of difference improvement; EXP
G1 shows the highest difference improvemdi3), EXP G2 displays a null difference

improvement (0) whilethe GG displays thedwest difference improvemen6.4).
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BLANK 5

The results in this blank are unexpected; the percentage of correct answers (1EXP
is the same as in the prest which means that EXRG1 displays a null difference
improvement. In EXPG2, the percentage of the correct answers is lower than that in the pre
test (D | =-10, 25).In the GG, the percentage of the correct answers is also lower than that

displayed in the preest (D | = 2, 7).
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BLANK 6

The percentage oforrect answers in EXRG1 and EXP G2 is approximately the
same (88B6% and 894% respectively). Inhe GG, the percentage difie correct answers is
64.86%. In terms of the difference improvement, EX32 shows the highest score (A%)
then EXP G1 in the second plac8d51) and the CG in the third place with the lowest score

(-08.11).

89.36 89.74

,_

o

o
l

64.86

~
(6]
!

[6)]
o
!

N
(€]
!

percentage of correct answers
o

Expl Exp2 C

Groups

Graph 33: Percentageof Correct Answers

(Posttest / Blank6)

169



BLANK 7

The percentage of correct answers in ERR andthe GG is approximately the same
(27.66 % and 2D03% respectively). The percentage of the correct answers in@&XRB also
similar (25.64%). In terms of the difference improvement, EXX2 shows the highest score
(07.69) then EXP G1 in the second plac®4.26) andthe CG in the third place with the

lowest score(2.68).
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BLANK 8

The percentage of correct answensthe three groups is high (98%, 100% and
86.49% in EXP G1, EXP G2 and the G respectively). In terms of the difference
improvement, EXPG1 shows the highest sco@(51) then EXPG2 (05.13) andthe GG in

the third place with the lowest scor@3.4).
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BLANK 9

In this blank,we have a whole percentage ajrrect answers in the three groups
(100% in EXRP G1, EXP. G2 and the G). In terms of the fierence improvement results, the
CG is the best with the highest difference improvem@ati() then we have EXR52 in the

secondplace (07.69) and EXPGL in the third place with the lowest scofd.26).
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BLANK 10

The percentage of correct answers in this Blank diffens fooe group to another.
We have 380% in EXP G1; 5128% in EXP G2 and 485% inthe CG. EXP. G1 shows the
same percentage as in the -fgst thatis why it displays a nuldifference improvement
(DI=0). EXP. G2 displays aigh difference improvement (B17.8) and the G displays the

highest score in ik blank (0=24.33).
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BLANK 11

The percentage of correghswers in EXPG2 andthe GG is approximately the same
(51.28% and 5135% respectively). In EXRG1, the percentagef correct answers is 516%.
In this blank, the highest difference improvement is scoretienGsG (1081) then we have
EXP. G1 in the second plac€8.51) and EXP G2 inthe third place with the lowest score (

05.13).
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BLANK 12

The percentage oforrect answers in EXRG1 and EXP G2 is approximately the
same (2310% and 238% espectively). The percentage obrrect answers ithe GG is
somehow lower (181%). In terms of the difference improvement, EX&2 shows the
highest score (182). EXP. G1 is in the second placé8 5) andthe CGin the thid place

with the lowest scoré05.41).
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BLANK 13

The percentage aforrect answers in EXRG1 is 2340%; in EXP G2, it is 1538%
and inthe GG, it is 2162%. In terms of the difference improvemetite GG shows the
highest score (181). EXP G1 is in the second plac885) and EXP G2 in the third place

with the lowest score@2.57).
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BLANK 14

In this blank, the highest percentage of correct answers is scored in &XP
(89.74%), then in EXPG1 (6383%) andhe GG (5405%). EXP G2 also displays the highest
difference improvement (389), the GG displays a lower scor®g.1) and EXP G1 displays

the lowest difference improvemen0§.38).

100 _ 89.74
2
[«]
=
& 5 | 63.83
S 54.05
(8]
o
S 50
[&]
©
g 25 1
[
=
8
5 0
< Exp1l Exp2 C
Groups
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BLANK 15

The results obtained in this blaakelow; the highest percentage @frrect answers is
scored inthe GG (1081%). Yet, the latter displays the lowest difference improvement (
05.41). However, EXPG2 displays the highest difference improvemdiii3). EXP G1
shows the same percentage obtained in thegste(04.26%) and displays a null difference

improvement.
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BLANK 16

In this blank, EXP G1 displays the best @es; the highest percentage aufrrect
answers (886%) and the highest difference improvement{&®2 The percentage of correct
answers in EXPG2 is 7692% and the difference improvemen(487.7). The G5 shows the
same percentage obtained in the -tgd (7027%) and displays a null difference

improvement.
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BLANK 17

The percentage of correct answers in EX, EXP G2 andthe GG is 7872%,
71.79%and 7027% respectively. In terms of the difference improvement, ExIPshows the
highest score (192) thenthe GG in the second place (B2) and EXP G2 in the last place

with a null difference improvement.
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BLANK 18

The percentage aforrect answers in EXRG1, EXP G2 andthe GG is 6383%,
53.85%, 4865% respectively. In terms of the difference improvement, EXPagain shows
the highest score in this blank (68) thenthe GG in the second plac€%.41) and EXPG2 in

the third place with the lowest sco@57).
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BLANK 19

The percentage of correct answers in this Blank differs fro one group to another. We
have08.51% in EXP G1; 3077% in EXP G2 and 13%1% inthe GG. The latter displays the
highest score in terms tie difference improvement (8, 1).EXP. G2 displays the second

score 05.13) and EXPGL1 displays the lowest scor@2(13).
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BLANK 20

The percentagef correctanswers in EXPG1, EXP G2 andthe GG is 5106%,
76.92% and 505% respectively. In terms of the difference improvemibatCG displays the
highest score (181) then EXPG2 in the second plac@4.69) and EXPGL1 in the Ist place

with the lowest score©6.39).
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BLANK 21

The percentage of correct answers in this Blank differs from one group to another. We
have 7(21% in EXP G1; 5897% in EXP G2 and 5&.6% inthe CG.The threegroups
display high scores in terntdg the difference improvemeri21.27; 1794 and 1&2 in EXP

G1, EXP G2 andthe GG respectively).
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BLANK 22

The percentage of correct answers in EXPL, EXP G2 andthe CG is 8511%;
84.62% and 626% respectively. EXPG2 displays the highest difference improvement
(17.95) then EXP G1 in the second place (XZ). The GG displays a null differerec

improvement (D #0).
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BLANK 23

The percentage of correct answers in the three groups is very low; ind@Xdhdthe
CG, we have a null rate of correct answers. In E&R, we also have a low percentage
(02.56%). Similarly, in terms of the difference improvement; the three groups alike display

low scores (0),d2.56) and {02.7) in EXP. G1, EXP. G2 and the G respectively.
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BLANK 24

The percentage of correct answers in this Blank differs fro one group to another. We
have 484% in EXP G1; 5641% in EXP G2 and 3514% inthe GG. In terms of the
difference improvement, EXRG2 displays the highest score (28then EXP G1 in the

second place (127) andthe CG in the third place with the lowest scor@X(7).
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BLANK 25

The percentage aoforrect answers in EXRG1, EXP G2 andthe GG is 4468%;
51.28% and 54€5% respectively. In terms of the difference improvement, EXPdisplays
the highest scored6.38) thenthe GG in the second plac®3.4) and EXP G2 in the third

place with thdowest scor€0256).
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BLANK 26

The percentage of correct answers in this Blank differs from one group to another. We
have 5532% in EXP G1; 7179% in EXP G2 and 5135% inthe GG. The highest difference
improvement is displayed by EXIS1 (1064), then we have EXRG2 which displays the
second difference improveme®2(56) whilethe G5 displays a null difference improvement

(D 1=0).
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BLANK 27

The percentage of correct answers in this Blard&pigroximately similain the three
groups (3191 %; 2821% and 203% in EXP G1; EXP. G2 andthe GG respectively). In
terms of the difference improvement, EXP1 displays the highest score (149) thenthe GG

in the second place (B2) and EXPG2 in the third place with thlowest scor€07.7).
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4.2 Observationo f Student sdé Behaviour

At the beginning of the year and just after the administration of thtepti@ the three
groups, westarted applying the new teachistyategies in the tw&XP. groups.Three (3)
weeks afterwes t art ed t he o0 b sehavioain the® andirfi thesvioEXPe nt s 0
groups During the whole period of traing, we tooknotes and at the end of the year,
comparison oktudentébehaviour wasnade in terms attendance, participation guestions,

exercises and homework

— Attendance

Because students in the tXP. groups were promised to be rewarded for attending
regularly thegrammar class t he r at e of student Goticedbly ences
reduced in comparisonith thatin the CG. In EXP. G1 for instance, we have 2tudentout
of 47 who have attended the grammar class with absolutely no absence during the training
period. Similarly in EXPG2, 19studentout of 39 attended althe sessions without absence.

However, inthe CG; only 06 student®ut of 37attended the grammar class with no absence.

— Participation and Questions

While the teacher repeats the same question twice or three dimie®ne student
answers the question the CG, the students in EXR51 and EXP G2 answer the questions
and participate in a very active way. Even if the question is easy, studé¢sd6 hesitate
to answer as if they are shy or lazy.fact, they are not ehusiastic about participation and
answering oral questions. In EXB1 and EXP G2, however, students raise their hands
waiting for the chance to answer since ev&rydent mayain a dash-j in the point gstem
or at least receiveome praise from the teacher and appreciation from classmathe. @3,
students have trouble expressing themselves andvibeabularyis limited because they are

not used to speak English for long discussions. In the ti&XP. groups, even if theyadve

191



the same vocabulary problenssiidents do not hesitate participate and to answquestiors.
Moreover, the students in these two groups make mistakes and sometimes find the
appropriatewvord in English, but they talk, thelyave adiscusgon with the teacher, they take
partin classroom conversationand thg prove that they are capable athieving a given

taskin English.

— Exercises

When the learners are givenanyexerei t o do i n t he redpansesr oom
to the assignment is different. the CG, learners statialking to each other, then some of
them start doing the assignment. Despite the fact that the teacher goestarclieck their
answers, mogif them do not hesitate to answer only ong phthe exercise. However, in the
EXP. groups; students hurry as soon as the exercise is gvlrem They start answering

creating an atmosphere of competition that encourages them and raise Hesitessif.

— Homework

In grammar, Second ééarstudentsdo not havehomework that requisemuch reading
andresearching. Yetfrom time to timestudents are asked to finigim exerciser to do a
whole activity at home. In this case, students i@ @G can be divided into three0J)

sulgroupsaccording to their response to the homework.

0 The first sulgroup is generally composed of ab@itl6 studentswho answer all the

guestions of the exercise in a well organized ,wegardless of the correctness of the answers.

0 The secondulgroup includs aboutl2i 20 studentsvho either do jush part of the exercise
or do it in away that demonstrates that it was done in a h(rgbablyin the corridors or in

the classroom few minutdefore)
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0 Thethird sulgroupincludes aboubi 8 studentsvho do notdo their homework at all. When

they are asked why they did not do it, they do not hesitate to give such answers:

Af orgot to do it. o

Al did not know that we have an exercise to
Al was i || 0

Al was absent. o

filhaven ot heard you. O

In the two EXP. groups, the situation is completely differenthe majority of the
students accomplish their homework perfectly. We usuadlye the following subgroups

according to theiresponse to the homework.

0 The first subgroup I sidgsudents ;m EXPyGl ermboup 0o s e d
351 38 students in EXP. @&o answer all the questions of the exercise in a well organized

way, regardless of the correctness of the answers.

0 The second subgroup includes ab@it03 studentsn bothgroups who either do just a part
of the exercise or do it in a way that demonstrates that it was done in a hurry (probably in the

corridors or in the classroom few minutes before).

0 Only one or twostudentsin the twoEXP. groups who do not do their homework at all.
When they are asked why they did not do it, they do not hesitate tomgvef the answers

mentioned earlier.
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4.3 Overall Analysis of the Results

The following table illustrates the results of studantshe CG, EXP. G1 and EXP G2 in

terms of pretest mean, podest mean and improvement mean.

Mean
Pre-test Mean Posttest Mean | Improvement Mean
Group
C 07.85 07.93 + 0.08
EXP.1 08.24 09.60 +01.36
EXP. 2 08.73 10.27 +01.54

Table 121: The Improvement Means

The results shown in the table below indicate that the three groups performed better in

the post e st , which means

t hat t her e i s a

words, the marks of the students in the three groups have incredsegosttest.

4.3.1 The Control Group

devel

A comparison of the improvement mean in the three groups shows that the

improvement mean ithe CG is the lowest mean scored in the experiment. The question

arises as whether or not the impement meanf the CGis going to be considereat not and
if it is considered why it is the lowest mean with a tiny vallrefact, such a tiny value of the
improvement mean in the CGas not been accidentally scorédindicates that the slight
improvement achiewkinthes t u d e n t thder posdest lcanditions in the G is due to

the difference between the teaching strategies used @@snd those useith the twoEXP.
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groups. In other words, we scored a significant
improvement mean in EXR51 and EXPG2beause of the reward strategy used exclusively

in these two groups. The C&hares exactly the same characteristics of the participants with

the two EXP. groups ¢ender, g e , |l evel, s 0,dhe adme teaxheikugderothen d é )
same conditions. The onbhanging variable in this expment is the reward system whic

has been introduced within grammar instruction in theEX®. groups.

Taking into account average indicatorghe CG, it is que surprising that the number
of the students who got the asge intheCG has decreased in the ptest (12 in the préest

andQ09 in the postest).

Control Group

Number of Students

. %
Getting the Average

12 3243

Table 122 Pre-test Achievement(CG)
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Percentage of students getting the averag

Control Group

Number of Students

. %
Getting the Average

09 24.32

Table 123: Posttest Achievement (CG)

100 H
75 1

50 1 32.43
24.32

25 1

Pre-test Post-test

Control Group

Graph 55: The Control Group Improvement Scores
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4.3.2. The Experimental Groups

A comparison of the improvementean in the three groups shows that the group with
the best performands EXP. G2 which displays the best improvememean (0154), then

EXP. G1 with the second improvement mean @H), and finally we have the&CG with the

lowest improvement mean (Q®).

Taking into consideration average indicators in each group, we find that the number of
the students getting the average in EXP G1 has increasee poskiest; it is approximately
the double number (12 in the giest anl 23 in the postest). Similarly in EXP G2, the

number of the students who got the average has also increased (13 intést @nel 23 in &

posttest).

Experimental Group 1

Experimental Group 2

Number of
Students Getting
the Average

%

Number of
Students Getting
the average

%

12

2553

13

3333

Table 124 Pre-test Achievement(EXP. G1 & EXP. G2)
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Experimental Group 1 Experimental Group 2

Number of Number of
Students Getting % Students Getting %
the Average the Average
23 4894 23 58.97

Table 125: Posttest Achievement (EXP G1 & EXP. G2)

100 +

75 1
48.94%

50 -
25.53%

25 A

Pre-test Post-test

percentage of students getting the average

Experimental Group 1

Graph 56: Experimental Group 1 Improvement Scores
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Percentage of students getting the average

100 1
75 58.97
50 |

33.33
25 |
0 |
Pre-test Post-test

Graph 57: Experimental Group 2 Improvement Scores
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The question thatiges here is why the number of the students who have got the

average has increased in the gest in EXP G1 and EXP G2 while it has decreaseu the

CG? Studying the circumstances in which the netidy has been madeve find that the

three groups share the sactwaracteristics (théearners in the three groups have the same

background likeall the other Second &ar LMD students). Moreover, the same procedures

have been used by the same teacher to test their performance in graimenamlychanging

variable is the reward system which has been exclusively introduced to learners in the two

EXP. groups. So, any differeac

strategy.

i n

student sob

achievement i n

Another striking observation is that theghestrate of students whose performance is

worse in the podtest isscored in the G (4054%) while in EXP G1 and EXPG2 we have

scoredlower rates (230% and 1795% in EXR G1 and EXP G2 respectively)The table

below provides us with a detailed illustration of the results obtained in théepreand the

posttest in the three groups alike.

Sutdents Experimental Group 1 Experimental Group Control Group
Pre-test | Posttest | Improve Pre-test | Posttest | Improve | Pre- Posttest | Improveme
Scaes Scores ment Scores Scores ment test Scores nt
Scores
Scores Scores Scores
01 08.50 10.50 02 05 07.50 02.50 06 08.50 02.50
02 05.50 10 04.50 09 10.50 01.50 10.50 06.50 -04
03 08 06.50 -01.50 06 09.50 03.50 06.50 08.50 02
04 05.50 09 03.50 02 06 04 10 10 /
05 07 09.50 02.50 08 08.50 0.50 06 06.50 0.50
06 08.50 11 02.50 10 11 01 04 07 03
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07 08 07.50 -0.50 05.50 05.50 / 09.50 09 0.50
08 08.50 10.50 02 09.50 10.50 01 13 1450 | 01.50
09 05 10 05 06.50 09 02.50 04.50 0550 |01
10 08.50 08.50 / 1150 1150 / 03.50 0750 |04
11 10 07.50 -02.50 07.50 1250 05 07 07.50 |0.50
12 07.50 06.50 -01 08.50 05.50 -03 10 09.50 |-0.50
13 08.50 1150 03 07.50 12 04.50 10.50 06.50 |-04
14 10.50 1150 01 05.50 08.50 03 09.50 09 -0.50
15 10.50 12 01.50 04 07 03 08 08 /
16 05 06 01 06 08 02 09.50 11 01.50
17 0250 04.50 02 10 10 / 10.50 1200 |01.50
18 07 08.50 01.50 09.50 08.50 -01 0250 0850 |06
19 09.50 11 01.50 11 12.50 01.50 1350 1350 |/
20 10.50 13 02.50 16.50 15 -1.5 06 04 -02
021 09.50 1150 02 15 1350 -01.50 08.50 0650 |-02
22 06.50 08.50 02 07 07 / 10.50 12 01.50
23 07 12 05 07.50 09 01.50 10 10 /
24 07.50 07.50 / 10 1150 01.50 05 09 04
25 0350 11 07.50 1350 14 0.50 05.50 08 02.50
26 09.50 12 02.50 06.50 12 05.50 06.50 08 01.50
27 1150 10 -01.50 11 12.50 01.50 07.50 06.50 |-01
28 07 08.50 01.50 09 1150 02.50 08.50 0550 |-03
29 08 10.50 02.50 12 11 -01 11 1050 |-0.50
30 09.50 12 02.50 09.50 11 01.50 10.50 04 -06.50
31 09.50 08.50 -01 07.50 1150 04 04.50 0750 |03
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32 1250 13 0.50 11 14.50 03.50 05 05 /
33 13 11 -02 08.50 08 -0.50 1350 1050 |-03
34 12 15.50 03.50 09.50 08.50 -01 04 03.50 |-0.50
35 13 14 01 07.50 10 02.50 07 05.50 |-01.50
36 07.50 07.50 / 10.50 1150 01 09 03 -06
37 08 07.50 -0.50 08.50 12 03.50 03 0550 | 0250
38 10.50 13 02.50 10.50 14 03.50
39 11 09.50 -01.50 07 08.50 0.50
40 06 08 02
41 05 09 04
42 07.50 07.50 /
43 04.50 04.50 /
44 09 08 -01
45 10.50 1150 01
46 05.50 05 -0.50
47 08.50 09.50 01

Mean 08.24 09.60 01.36 08.73 10,27 1,54 7,85 7,93 |0,08

Table 126 The Pre-test and the Postest Scores and Improvement Scores
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Conclusion

The resultobtained from this research work have demonstrated the effects of rewards
on | earner sd out c o meewardihasproyed dorbe avery effeetvesin o n s .
increasing student sod r eresvartdraegyi has transfarmedithea g gr
teachig/ | ear ni ng oper at istodentét ob eshma vii evausry ot ot aasnk fia
It is a successful technique to create ageeable atmosphere to learan atmosphere &t

motivates the studenédraises their aptitudes.
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CHAPTER FIVE

PEDAGOGICAL IMPLICATIONS
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Introduction

Teaching grammar is not an easy task regardiaglifferent characteristics farners
and theinindividual abilities. Whatis important is not only what to teach and how to present it
(for teachers), andihat tolearn and how tacquireit (for learner$, but also how tanotivate
students and tonake them enthusiastic to learn the English grammatical systémout
difficulties. In this research work, wey to giveteachersome insights into the difficulties of
learningin orderto motivatetheir students and involve them strongiythe learning situation.
This final chapter discusseke implications of the current research on English teaching in
different pedagogicadituations and highlights sons¢rategieto beused by cowge designers

of English Syllabi. It also provides some insights that may be helpful for further research.

5.1 Reward and Motivation

In some teaching situationstudentsseem unmotivated to participate in the classroom
to the point thathey are not willingo answerwhich hinders the teauig/learning operation.
That is whymotivation has always been the aim of many teacHdrs. experimental study
demonstrates that it will be helpful for teachers to link the teaching of grammarewiéind
anticipation inthe class. The more we use rewards to encourage students, the more motivated

they become. Students need to see wigy do a given task. That is why rewards can

reinforce important study habiin the learner and therebycrease stdent s aashi ever

illustrated in the following diagram
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Increasing "
i Reward L Positive
Teacher > Teaching motivation results =good
grammar anticipation and enthusiam arks
to learn

Diagram 04: Reward-Motivation Relationship

Nothing is new about the i1 dea that | ear ne
marks in their examinations. Little matters to most of them if they do really acquire the
grammatical structure presented to them during the whole year dén tlois regarch work, it
has been proved that the point system is a geodorcementinor der t o r ai se

motivation.

Reward is a strategy used in education in order to motivate the learners. Originally, the
idea of fArewar do c a ahéddid something gobduaadt perceives somé e n - ¢
kind of reward (words of approval and praise, and some candies and chocolate). In an
educational contexteward has the sampeinciple. In this perspective, rewards can be applied
in different levels of the Englh teaching insuction. Young learners, achoo] may learn
more effectively if rewards are anticipated in the program. For this reasongébimmended

that teachers doot neglect any achievement or any good performance by the learners.

At school, pipils expect from the teacher to have a similar behaviour to that of the
parents especially the mother. From my own experiemg¢een | wasa pupil, | believe that
most pupils feel disappointed when they expect a positive behaviour from the t@adder

not find it. For instance, a pupil who spends a whole week searching, reading and writing in
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order to accomplish a given task or a homework expects at least a good word from the
teacher otherwise s/he feels tht the teacher does not valie work and so it is useless to
waste time and effort. Besides, concrete rewards may be very useful in situations involving
young learnergchildren). Children like colorful cards, toys, some expensive pens and even

sweets.

According to learners (children or @dscents), the teacher who praises them and
gives any kind of present is a teacher who does not underestimate their efforts. It is very
impressive for them to see the teacher praising someone in the class. Yet, the teacher should
understand the individualifferences that exist between the pupils. What is enjojanga
given pupil is not necessarily enjoying for the others. Teachwesefore, should always be
aware of these differences when they apply rewards in the class. Various types of rewards
shoutl be anticipated to ensure that all learnaray gain some rewards in different

conditions.

5.2. Reward and Punishment

Research imlanguage teaching area has led to a diversity of learning strategies which
contribute to the success of learners. Rewasl become one of the most important concepts
in language teaching terminology is considered as an essential element in the current
language classes since many teachers fail to maintain motivation in the classroom. In the
previous chapter, we have pealthat rewards are very effective in creating a desirable

|l earning environment and in raising students

If there is an agreememtbout the facthat students must be rewarded for positive
behaviour, can we say that students must also be @ehfsh aly negative behaviour? d4t
students want to hear the teacherds praise

negative judgments and seek to gain positive judgments for their efforts and abilities. Reward
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and punishment are indeed twolr at ed concept s; Kohn (1994: 1
suggest that punishment and rewards are not really opposites, but two sides of the same coin.
Both strategies amount to waysf trying to manipulate someoi®b e havi our 0. i
importance of reward a@npunishment lies in their effectiveness in the learning process and in

|l earnersd6 conceptiand, aWoluki b & aelpmbardsgosseci@us t k
repeated can it be fully learnechdeed strength of learning is measured in termshef t

number of times that a response has been made and reinforced. If there is no reinforcement,
the |l earning is then extinguished.o (1972:
order to make it habitual and in the same context, a bad behavistibspunished in order

to be eliminated and removed.

For more practical reasons, punishment is an essential element which contributes to
establish order and organization in the class. For this reason, the teacher should use some
punishment strategies bmt a reasonable way. THellowing points may be oimportance to

teachers.

0 The theoadheri gnor e shemeourdfts/hedfeels thatdt is ima done

intentionally.

0 The teacher should not remasaEhngstraegylitispuni sh

indeed a kind of violence towards them.

0 The punishment should be moderate and shou
0 All student s s howvihoudifierencgs.uni shed equally

0 When the teacher punishes the stvewrdents, hi
upsetting.
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5.3 Rewards at the University Level

5.3.1 The Grammar Module

Some students have considerable academic ahibiigbecausthey are shy, bored or
isolated, they become uninterested, quiet and withdrawn in the classroom. Thus, these
abilities are often hidden. Such type of learners cannot take part in classroom prantices
their particpation is almost inhibited by ¢k of motivation. Reward in these cadeslps
teachers to establish a good classroom atmosphere and thereby to involve shy uninterested
students more in classroom activities. Theoretically, introduttiegreward strategy into FL
classes sounds easy and effective at the same time. Howeverteaeahngrs complain about
administrative obstacles and time constraints; they say that they are usually hindered by the
program and the time allocated for According to them, it is quitdifficult to finish the
whole program within the time available thg the academic year on the one hand and on the

other hand to apply new strategies and techniques in the teaching instruction.

Even if most teachers admit to the reinforcing value of rewards, they would consider
them as a waste of time if they have toiagh the set of objectives designed to the program.
In suchacase, it is the rolef course designers whave a vital interest in this strategy to see
how they can incorporate it into the syllabus without influendhwy teaching situation. In
fact, stué nt s6 moti vation wil/ i ncrease more qui

strategies and technique are introduced in curriculum design.

5.3.2 Other Modules

Although this experimental study was carried out in grammar classes, there no
evidence thathe results obtained from this experiment cannot be appticaldther classes.
The t e apprbval may act as a powerful reinforcement not only in grammar teaching

situations but also in teaching other modules. A learner who has just made a good
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performance (oral or written) in a given module and s/he receives the appropriate response
from the teacher is more likely to take part in the following activities to be done in the class.

In this framework, Wk i ns (197 2: 1 Be5jystificatongfar enaking doreett it
responding easy is that the pupil does not learn by making mistakes but by having correct

responses properly reinforced. o

Specialists in language teaching often question the good methods adopted in EFL
classes in order to find the appropriate procedures to be used in English teaching instruction.
The aim of these procedures is to make sure that learners amnmatethted andhey enjoy
the learning experience. In the current research, we opted for the reward strategy to motivate
students and help them create a high-ssiéem about learnirend about themselveshib
strategy has proved to be effective and has resulte@ idesired outcomes. For this reason, it
also provides teachers with useful insights to help them try this strategy in teaching other

modules and in different teaching situations.

5.3.3 Other Languages

The idea of reward camei wmukhs Sandndime bavicec
the last two deades, experts in FL teachingroad out several studies in order to develop this
concept and introduce it into EFL classroom methodology. This work is indeed inspiring for
researchers to study the effectivemeof rewards in learning other foreign languages; the
administration of different types of rewards in the teaching curricula may be of great
effectiveness on |l earnersd motivation not on
points o hancedt rhoévation fipeomotes learning, performance, enjoyment, and

persistence i n spor tGulaghmamaWgsonp 200ke Wilsob 2066.f i t s 0 .
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5.4.Types of Rewards(A New Theory)

In education, reward has several definitighgen by many researcheta addition to
the definitions preided in the current work (see Chaptew ® ) |, Wi(2006:067)0
definition of rewardis considered as one of the most innovative studies in the Fieldtates

that

Based on his researde current author suggests that a reward

can be defined as an external agent administered when a desired

act or task is performed, that has controlling and informational
propertiesWhile rewards are typically delivered to increase the

probability of a reponse, they can increase or decrease the

probability of an event occurring, depending on the saliency and

direction of the controlling and informational aspects of the

reware Rewards can come in the form of
telling s ome)phmyscalfewaods (de. g patloh the

back), or tangible rewards (i.e. giving someone money, food or a

medallion), among others.

Related to this definitionhe also introduces a new typology wmwards that of Deci,
Koestner and Rya(l1999) He points oufithatthere are 5 basic types of rewards disedsa

the literature:Task nomcontingent rewardsEngagement contingent rewardsompletion
contingent rewardsPerformance contingent rewardsid Unexpected rewardslask nomn
contingent rewals are rewards that are given to participants just to show up in an experiment,
but they are not required to do anythiggngagement contingent rewaral® rewards that are
given to participants for participating in activity but they are not requiredaptete it or

perform it well. Completion contingent rewards are rewards that are given to participants for
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completing a given task or activitfperformance contingent rewards are rewards that are
given for performance based on a normative value. Theyiasbtve rewarding individuals

for defeating othersUnexpected rewards are rewards that are given to participants after a
positive behaviour but the participants were not expected to receive reWalst (2006

7). It is a good area of researth sudy the effects of the previougpes ofrewards on
learnersseparatelyin order to examinghe effectiveness of each type in enhancing their

motivation, pride and setsteem.

Conclusion

Because of time constraints and other pedagogical and sthaiive obstacles, the
present work hasome limitationsHowever, it has enabled us to suggest somghts that

may be helpful in future pedagogical studies
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CONCLUSION

Teachers of grammar often admit to the fact that studenEnglish find grammar
classeauninterestingor at least they are not motivated to study this modWbatever the
real reasons behind such feelings, the aim of recent researches in the field is to find solutions
to learning problems in the class in ordermotivate students and to make the learning

process more enjoyable and more effective.

Effective learning cannot occur unless a whole battery of strategies is provided by
teachers or used by learndlemselves. Investment of time and effort, -sslfeem risk-
taking and other synthesis and analysis strategies are all implied by the students in order to
achieve effective learninglhere are some techniques and learning factors which help to
establish a good classroom atmosphere. Motivation is a very iampdictor; it can be
achieved through various sskills and strategies. Thus, the administration of rewsrdse

of these strategies.

This research work starts with the assumptiat lack of motivationof students in
grammar classes is due to theklax the reward strategsgt the university levelFor this
reason, we havieypothesisedhatrewards may beery effective for learnersf English as a
foreign languagen grammar classes iarderto increase their motivation and have high
grades in the examitian. In order to confirm thisyypothesisstudents of Second Year LMD
were subject to our experiment. One group has been taught under the usual method of

teaching and two groups received tieav method applying the reward strategy.

The observation othest udent s 6 behavi our i n the thr

with its underlying principles has a positiyv
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classroomMoreover, the data anais of the prdest and the pogest highlights that reward
strategies produce positive resuttsn s t pefermanse Ganadn their marksTeac her s 0
consistent recogni ti on ottieir ihterestrandemosvationpaad f or m

increasesthet udent s engagement and | earning out cc
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Appendix |

The Test

D~
D~

Group: ¢é é

o
o
o
o
o
o
o
B

o

Name é éé

Fill in the blanks so that the text would make sense. Read the text carefully before you

answer.

In the Airport

When | got to the airport, I l earnt that
was travelling, had been del ayed ééé. . Par i
about an hour ééé. As a rule | caeplaesaland t he
and take of f, e éé. t hat evening | had a hea
the engines might make wor se. I €éé. theref
eée

First of all eéé. went back to the place
the doors were |l ocked. The walk €eéé. the fre
I €é. éthe main airport buil di ng aatgwhera l I m
ordered écée. cup of Dblank coffee. As | st oo
the faces of the people around me. éé. é pass
e éé kept |l ooki ng at their wayckéee, ot c&res
passports and money. Where there was a grou
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7

was about to | eave. There was a woman ééé.

relatives or friends who ééé. to see her off
eeéé. | finisheedl my coffee; | went to the bookstall, where | bought a couple of
magazines. Both of them about travel, whi ch
to one ofthe waiting ooms and made éé. ... comfortabl e i
timet o open one of my ééé.. when someone came
was €eéeé. old friend, who was about to | eave
had not seen each other for a | ong Vvaahe, we

my brother's plane from Paris was announced.
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Appendix II:

A Grammar Lesson (Conditional Sentences)

Part One: Definitions

0 Conditional sentencesare made ofwo parts.

- The first part includes thefi ¢ o n d iirttrodocedobyii i ,fwhich is the

~

A r e a footmedther part.

- Thesecond partincludesthei ¢ 0 n s e g thefinm e es,a@f thé first part.

Eg: If you come, | will tell you.

0 We canidirhmesfisttitethtte?i condi t i ono

Eg : I will tell you if you come.

Situation One:

When thecondition expresses general fact, rule thetenseused in thewo parts is the

Pr.S.

Eg: If you heatice, itmelts. Ieeeltsif you heatit.

Pr.S Pr.S

Situation Two:

When theconsequencef thecondition is in thefuture, we use thér.Si n  Cdndition®d

~

and t he Cer8equencet he i

Eg: If it rains, | will use my umbrella. I will use my umbrella if it rains.

Pr.S FS
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Situation Three:

When theconsequencef the condition is hypothetical, grobable, not sure, in thefuture,

we use thé®’Si n  Cdmdition® a n Er. CorfdieSi n  Cdnsequénce .

Eg: If | sawalion, | would run. | would run if | saw a lion.

PS Pr. Condi. S

Situation Four:

When thereason of an action in thgpag was not fulfiled, we use theP Perf. Sin the

fiConditiond a ndCondn 8 n Cdnsequéncé .

Eg: If | had wokenup early, Iwould not have missedhe train.

P Pref. S P Condi. S

| would not have missetthe trainif | had woken up early.

Part Two: Use the right tense in the following sentences.

1.1 f he ééarrive) | at é; é & [toestary withatrhsn. é é
2. 1 f you...é(bkEehave) like that again,yo ¢ ¢ ¢ (t o be puni shed

3. You ééééeé (to succeed) if you €eéééeée (to t

4. 1 f a meeté n(gt détéake) pléa&ce (trootortrmwhe) téhe

5. 1 f él.é.é(tobeyou), 6 .é6é.. (to attend) the | ecture
6.1 €éé.é( not to go) to thé&é p(rottatellmmest ni ght
7.1f 1 éééé. (to be bor. (ospeakppereotgrglsmd, | ¢€ééé
8. 6éé.é.. (you to be) abl @&étéo.(ncdmhedp)ypu@st er da

9. | f youeé&éeée(to sewgnhbi ebndet he n.eftos, you
laugh).

219



Part Three: Complete the following sentences.

1.1 f they study regularly, ééééeeeéeeéeéeeééécece
2.1 f you | eave you door unlocked at night,
3. Myworkwoul d be easier I f éééééécéeéecéeéeéééééece
4.1 would not have come to England if éééeéé
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Résumé

Léensei gnemamati rcee Icaomgnrea | 6ensei gnemen
est devenu une tache pénible pour les enseignants qui ne cessent de plaindre le

manque de motivation de leurs apprenants

Pour répondre a cette problématique, nous postulant que le manque de
motvati on est attribu® ° | 6absence de |
le systeme de la récompense est introduit dans le cours de grammaire pour
évaluer le proge que | es ®tudiants pui ssent a
qualité¢ de leur apprentsge. Cet t e recherche tent e d

augmenter la motivation des étudiants par la récompense appliquée en cours de

grammair e. ElI'le ®tudie | 6effet de | a
deuxi me ann®e Angl ai s Cohstartideu Dansveetres i t G

recherche 123 étudiants ont pris part. lls représentent un échantillon aléatoire
divisé en deux groupes experimentaux et un groupe controle. Les étudiants du
groupe contrble ont été enseignés la grammaire par la méthode usunlie, t

que les étudiants des groupes expérimentaux ont été assujettis a la stratégie de
récompense introduite par le chercheur. Le choix de travailler sur deux groupes

expérimentaux été fait pour valider les résultats.

Le chercheur a noté le comportemeatds éetudiants dans les trois groupes

pendant | a p®ri ode déentr ai n-teselest . A



résultats ont été comparés avec ceux dugst dans les trois groupes. Il a été
noté que les participants des deux groupes expérimentaurentéta
remarquablement différents de ceux du groupe contréle. lls sont devenus plus
enthousiastes, plus actifs et participent mieux en classe. Les étudiants du groupe

contr®le néont fait aucun progr s qui

Les résultats ont aussi montgeie les notes obtenus par les étudiants des
groupes expérimentaux sont meilleurs en comparaison avec ceux du groupe

controle.

Léanal yse et | 6i nterpr®tation des obs
récompense peut étre un moyen efficace pour augmdamtmotivation des
®tudi ants en cours de grammaire ainsi

items grammaticaux.
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