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Introduction

As autlined in Chapter Seven, the German grammar programme responded to a
perceived and documented need 1o assist students in the achievement ofa number of
linguistac dbjectives as well as one wider educational aim with regard to the acquisition
and usage ofGerman grammar. The three linguistic dojectives were as follons:

1. Studertts should be able to display terminological knowledge of commonly used
terms.

2. Students should be able to display rule knowledge in defined arees aswell as an
understanding of the underlying system of German grammar (i.e. aalytical
competence) -

3. Students are expected to apply correctly in free production (oral and written) a set of
morphosyntactic structures. They must achieve specifiedminimum percentage rates in
order to pass the examinations at the end of semester two.  kewilll be remembered that
this is the only one of the course aims which is eqlicitly examined and assessed under
aurretD CU examinations regulatios.

The wider educational aim required students to demonstrate an awareness of theirown
grammar leaming responsibilirties as well as giving an indication of their ebility to use
that awareness to inform practice.

The German grammar programme was designed in order to ease transition on a socio-
affective, aswell as a cognitive and metacognitive leel. As was stated in Chapter Two,
according to instrurental ity and goal-setting theories, individuals need to perceive treir
engagement with a particular task as personal ly valuablle and meaningful, and as likely
o yield positive reaults (. Oxford and Shearin, 1994). Research has also shown tret,
unless learmers are committed to the leaming effort, erther through intrinsic interest or
through the intermalisation of extrirsic goals, tasks are likely to be perceived as

extermally forced upon them, commonly resulting in a decrease inwillingness to engage
with the subjectmatter. As was poirnted out in Chapter Seven above, commitment t the
specific leamning task at hand necessitates an awareness that grammar isnot an optional
extrabut an integral part of efficiett and effective communication.

An aspect of equally crucial importance for the L2 acguisitionprocess isthe learmer™s
need for psychological seaurity (cf. Oxford and Shearin, 1994). According to
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motivational theories, leamerswho are cosistently frustrated by thelir perceived
ineffectiveress are inlikely to persist at the leaming tesk. Any instructional programme
must thus atttenpt to keep anxiety leels down by consistently building up learmer
confidence leels.

As was also pointed out above, the development ofa range of strategies In the affective,
oognirtive and metacognitive domain should be an integral part ofany language
programme (cf. Section 2.3).

251



8.1 Subjects and Data Collection

Subjects taking part in the rescarch were firstyear students in the academic year 1996/7
who were enrolled inthe following degree courses: "Applied Languages (AL)",

" Intermatioal Marketing and Languages (IML)® and the newly established " Intermatioral
Business and Languages (IBL)"1.

Two auoss-sectional sets of investigations were conducted in order to establish the effect
the grammar programme had on certain aspects of grammar acquisition. One was
conducted at the beginning of semester one, inOctober 1996, and the other at the end of
semester two, inMay/June 1997. The project was non-experimental in the sense that
therewas no control group. No control group was used since itwas considered
unethical towithhold from “realHIiife” students the grammar exposure which was judged
to be crucial for those students™ chances of linguistiic progress and suocess.

Just as inthe 1995 research, both quantitative and galitative research instrunents were
employed inthe two sets of investigatians:

L Questionnaires were used in order to asoertain leels of motivation, confidence,
learmer resporsibillity, strategy use and linguisticetalinguistic knowledge. While at
the end of the year therewere two separate sets of questiomaires, due 1o lagistical
drfficultiies beyond the control of this researcher, itwas not possible to administer more
than one questiomaire in October 1996° . fwill, however, be argued that the altermative
data collection had no adverse effect on the validity of the data ek (more in Section
8.2.3 belon).

The number of studerits who filld in all three sets of questiomaires IS, or 87% of the
entire student population inthe three abovementioned degree courses. Out of the 69
stuoats, 24 were AL students (19 studying French and German, henceforthALFG and
5 studying German and Spanish, henceforth ALGS) , 21 were I ML studerits (12 IMLFG

1For logistical reasons it was not possible to carry out an evaluation of the programme among the
‘Applied Computational Linguistics' students who had been included in the 1995 investigation.
2Time-tabling difficulties meant that all groups could only be assembled twice in week one. In the first
class, the survey regarding educational background, attitudes, confidence and metalinguistic knowledge
levels was conducted, while in the second class the written production took place. The section of the
questionnaire testing combined metalinguistic and linguistic knowledge levels was thus postponed to the
beginning ofweek two. When it again proved to be impossible to gather all students who were supposed
to be involved in this research, it was decided that this aspect was to be tested in the course of the
interviews. These were subsequently conducted as planned.
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and 9 IMLGS) and 24 IBL students (141BLFG and 101BLGS). The vast mgjority of
students filled in all three questiomaires during class time, but a stall number (9%)
filled in the October 1996 questiomaire intheirown time. The questiomaire contained
both multiple choice and open-ended questions (see Appendix G for a copy of the
qQuestiomaire).

Prior to the dissemination of all three questiomaires, a trial runwas conducted among
14 students of"Physics with German® and “Chemistry with German™. There were no
subsequent alteyatias to the questionnaire designs.  Similar to the 1995 questiomaires,
students were asked to put down theirnames, so that questiomaire results coulld be
ocorrelated to other aspects of the research. Whi le itmight be argued that this could lead
o a lack of aitical openness, especially in learmers® evaluation of the grammar
programme, thiswas infactnot the case.  Students were urged to be honest in their
ansiers, o feel free to woice any constructive criticismand to suggest any changes
which they believed might be ofbenefit to future studerits.  As willl become obvious
below, resultswould suggest that they did not hold back with their ariticisn.
Furthermore, revealing their identity at the end of the year probably made littleor no
difference to the studants, since they wou ld have been aware that the course teacher was
so familiar with theirhandwriting thet, were she sufficiently interested in identifying
partiaular learrers, shewould have no problem indoing 0. Results dbtained at the end
ofthe following academic year, inMay 1998, when students were not asked to reveal
thelr identitiies in the end-of~year evaluation, would confirm the above doservation.

2. Free-style pl'OdUCtiOﬂ was used in order to establishmorphosyntactic accuracy leels
inwritten performance. 72 students, or 91% ofthe studertt population took part inthis
aspect of the research.  The only difference compared with the above group figures is
that the number ofALGS students increased to 8. The October 1996 written production
took place in class, while the June 1997 production formed part of the end-of-semester

two module examination.

3. Interviews were conducted with selected students in order o expand on issues raised
inthe course of the questiomaires. As pointed out above, Intervienswere also used in

order to establish infaal lewels of linguistdc and metalinguistic knowledge. Thus, while
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all students were interviened for the purpose of identifying and discussing learmer
stremgths and weaknesses, aswell as the use of soecific leaming strategies (. Chapter
Seven above), some 25 students, or 36% of the overall student cdort, were also
interviened for research purposes. The interviens referred o in this chapter all focus on
the latter issue and not on individual strengths and weaknesses. Out of the 25 students
interviened, 7 were ALFG students, 3ALGS, 4 IMLFG, 3 IMLGS, 51BLFG and 3
IBLGS. These figures represent approximately a third of the total student cohort ineach
group. All those interviened also filled in the three sets of questiomaires.  Interviews
subsequently took place between the learmer and the researder. A range of questions
previously put to students in the questiomaire served as a guide but students were also
encouraged to make whatever additional comments theywished. At thebeginning of
the year, the researcher took notes whi le talking to the student. At the end of the year,
interviens were taped with the learmer™s prior permission and subsequently transcribed.

4. There was also some informal ODSEIVation of learrers by the course teachers in order
o verify (Where necessary) reaults obtained from other elicitation instrurents. Records
were kept of class attendance and the handing up ofwritten homework .

Percentage rates inthe questiomaires are calculated out of . Those in free production
are calaulated out of 72 and those In the interviews out of 25, All tables show both
percentage rates and absolute figres. Simillarly, in the discussion percentage rates will
be used alongside absolute figures.  Since percertage rates are rounded off, not all totals
add up to exactly 100%.

Sectiion 8.2 presents and discusses the Tindings for research carried out at the beginning
of semester one, while Section 8.3 focuses on the end of semester two results. Firally,
Section 8.4 summarises the findings of Chapter Eight and draws some conclusions for
the German grammar programme.

Before presenting and discussing the findings, itshould be stressed that the evaluator
was again at all times conscious of the "Hawthorme effect™ (. Lynch, 1996).
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8.2 Research Results for the Beginning of Semester One (October 1996)

The data collected at the beginning of semester one served two purposes. Hirstly, itwas
1o enablle the teadher 1o discuss with students their strengths and weaknesses and 1o set
up, injoint consultation, a leaming programme for each individual student (the
pedagog ical gaal). The datawas also to provide a point of reference for both the
research carried out inOctober 1995 and the research data to be collected at the end of
semester two (the research gaal). Thus both interviens and questionnaires focused to
some degree on aspectswhich had been investiigated in the October 1995 guestionmaire
and which had informed the desiign of the German grammar programme atDCU. The
ratioale behind thiswas to examine fthe new student cohort differed significantly
from the previous one. Any major changes may have necessitated an adjustment of the
D CU grammar programme . Since a comparison of results for October 1995 and
October 1996 revealed that they were very simillar and often identical (cf. Section 8.2.1
below), twas decided to proceed with the programme as planned.

Section 8.2.1 presents results regarding selected aspects of studats™ socio-affective,
cognitive and metaocognitive grammar leaming experiences, while Section 8.2.2
inestigates studats” anareness of thelr grammar acouisition resparsibilities. Aspects
of linguistic and metal inguistic knowledge leels are examined in Section 8.2.3.
Results for these three sections were ascertained by questiomaire and interview, while
results for the final section regarding accuracy leels, Section 8.2.4, were obtained in
wriitten production.

3As was indicated in Chapter Six, the lowering of standards was not considered a desirable option. The
only possible alterations would have been to make the programme more demanding (if students displayed
greater knowledge than expected) or to adjust the methodology (e.g. conduct classes through German).



8.2.1 Aspects ofStudents' Socio-Affective, Cognitive and Melacognitive Grammar
Learning Experiences

This part of the research seeks 1o establish the socio-affective, cognitive and
metacognitive conceptions and needs of the present student cdhort. There are three
subsections: Section 8.2.1.1 investigates issues of learmars™ educational backgrounds.
Section 8.2.1.2 examines learmer motivation and attituoes towards grammar acquisition
and goplication, whille Section 8.2.1.3 ascertains confidence levels with regard to the
two latter agpects.
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8.2.1.1 Learners'Educational Backgrounds

In the gquestiomaire, students were asked 1o indicate, on a scale from 1t 5, the degree
of emphasis which was put on the fol loving aspects of language leaming at their
secondary school4. The results are shown intzble 8.1 below. Reference will be made in
particular to the items inbold.

Table 8.1 (out of 69 subjects)

Depree of emphasis No emphasis Little Fairly strong  Strong Very strong
atall emphasis emphasis emphasis emphasis
rei abs* rei abs rei abs rei abs rei abs

saill

Writing 3 2 3 2 26 18 3 24 3 23

Accuracy 3 2 7 5 32 22 42 29 16 11

Reading 0 0 14 10 30 2 43 30 13 9

Vocabulary 1 1 2 8 R 2 N 2 A 16

Grammar 1 1 19 13 32 22 26 18 22 15

Listening 0 0 9 6 43 30 kil pal 17 2

Fluency 1 1 28 9 3 23 32 22 6 4

Speaking 3 2 A 41 28 14 10 2 8

Pronunciation 0 7 A% N 2 6 D9 b

Learning things offby heart 7 5 3 3 28 19 16 n 6 4

Developing one's own ideas 22 L %¥ % 19 13 u 0 7 5

Role play 16 u 33 23 30 Al 20 14 1 1

Project work 66 42 2 5 9 6 7 5 1 1

Literature U 4N N8 % 10 7 5 1 1

*rel =relative (percentage) figure, abs = absolute figure

These results largely confirm those obtained inthe 1995 questiomaire (cf. Chapter Five
above).

Similarly, inthe interviens students indicated, just as they had done the previous year,
that Witten WOrk and Jrammar had been geared largely towards the Leaving Certificate
examination and that sample papers had featured proninently inthe classroom. With
regard 1o the strong 1o very strong emphasis on dCCUIACY (which had notbeen listed in
the 1995 questiomaire), students also stated that itwas stressed mostly when preparing
for those parts of the examination which reguired accuracy. Much of the written output

4This question was an expanded version of a question asked in the October 1995 questionnaire.
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was primarily constructed with the help of st phrases which had been learmit offby
heart.

When asked to indicate whether their knowledge of the German grammar systemwas
based on amalytical or on memory-based leaming (cf. Skehan, 1994), the vast majority
of students confimmed that iswas memory-based. A number of students whose teachers
had emphasised grammar strogly to very strogly referred to the kind of instruction
they had received as "patchy], stating thet they found itdiffiault to detect the rationale
and meaning behind the tables they were given to leam offby heart. On the other hand,
therewere three students (from the same school, taught by the same teacher) who
praised the coverage grammar had been given by theilr teacher since ithad provided
them with just that informattion. Their teacher had insisted on giving learmers certain
grammar explanations sine, inthewords of one of the students,’'she saildwe might need
them for university, ot for the Leaving Gartificate’. One other studernt who had been
educated in aDutch secondary sdool, acknowledged that her teacher constaritly
emphasised the need to view grammar as an integral part of language at all tines.
Approximately a third of the students adnitted that, while grammar had been given
what they considered to be thorough coverage, they themselves had not grasped it,
pointing out thet they had nevertheless managed to score fairly good results inthe
Leaving Certificateb.

An examination of individual group results in the questiomaire revealed et 25% of
IMLFG studentsand 42% of ALFG felttrat little or no grammar work had been done at
school, while the corresponding figures for all other groups were 10% or less.

50ne student who achieved aB1 conceded that she never even attempted the 'cloze test' (which, as was
pointed out in Chapter Two above, was the part of the exam testing, above all, grammatical knowledge)
because she was "clueless".



8.2.1.2 Learner Motivation and Attitudes towards Grammar Acquisition

In order 1o ascertain general leaming motivation leels, leamerswere asked, inthe
questioraire, to indicate Ifthelr chosen degree course was their firstdoice. Answers

are shown intsble 8.2

Table 8.2
Group Yes No Students whose altemative first choice does not
include German
rei abs rei abs rei abs

ALFG 68 3 32 6 16 3

ALGS 20 1 80 4 20 1

IMLFG 58 1 42 5 1 2

IMLGS 67 6 3 3 il 1

IBLFG 93 13 1 1 0 0

IBLGS 80 8 2 2 0 0

Altermative first choices not invollving German included PSychology and French,
Clinical Speech, Psychology, Physical Education and Physiotherapy.

As isobvious from the table, figures vary considerably. While virtually all IBLFG had
been granted the course of their doice, 80% oFALGS (4 students) had not. A ook at
the entry requirements sheds some ligitas towhy thismay be the case. While the
number of points needed to get into I BLFG was 480, the number ofpoints required for
ALGS was between 375-390: inview ofthe high entry requirements for IBLFG -which
exceed those ofany other D CU ocourse invollving that language combination - students
who managed to get that number of points were virtually guaranteed the course of threir
firstdoice. Several students who were denied their first choice indicated that ithad, in
fact, been 1BLFG.

However, the percentage rate of those whose alterrative first choice did not include
German was not that sighificant. Those studentts with non-first choices who were
interviened (@) stated that they were quite contertt wirth their courses once they had
started.

In the interview, students were also asked to indicate why they had decided on the

particular course forwhich they were enrolled. Answers are shown intable 8.3 below.

259



Table 8.3 (multiple answers possible)

Statement Answers

rel abs
| like languages 8 2
[ went on school exchanges/trips abroad 36 9
|'am good at languages 2 8
It enhances career prospects 28 7
| had a very good teacher 24 6
I like to travel 20 5
[ would like to live/work abroad 16 4
I lived abroad/l have family links 2 3
Qualified reasons 16 4

As sobvious Trom the above table, the overwhelming majority of students (88% or 22
in absolute figures) would appear to be intrirsicallymotivated. “Liking languages™ was
often stated to be the result ofhaving spent time abroad, either on school exchanges or
on holidays. An gptitude for languages and favourable career prospects would appear to
be important to a sizesble percentage of learmers, whi le the personal ity of their second
level teadherswas judged to be instrurental in thelr decision by approximately a quarter
of all learmers.

There was, however, also a small minority of students who cited qualified reasons for
their choice of course.  Thus one student adnitted that she was followving her parents®
wishes (although she also happened t like leaming German) . Another one indicated
tet, although she disliked German because of theway ithad been taught at sdool, she
did notwant to leam another language a0 INItI0 and therefore had deciided o contiinue
leaming this language. Yet another student stated that she had no ideawhat she wanted
1o, "all I knew was that lwanted to go to allege’”. A fourth student admitted that she
intensely disliked German, and German grammar inpartiaular, but had chosen the
subject (AL in this case) for career purposes.

In the questiomaire, studentswere also asked to statewhich aspects of language
leaming they enjoyed and which ones they did not enjoy. Answers are presented In
table 84.
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Table 8.4

Asnect 1 enjoyed this aspect 1did not enjoy this aspect No answer
rel abs rel abs rel abs
Listening 18 54 10 T 12
Reading 78 54 16 u 6 4
Speaking 78 54 9 6 13 9
Writing 70 48 16 il 14 10
Pronunciation 49 34 2 22 19 13
Fluency 42 29 9 6 49 34
Role plays 38 26 2 22 30 il
Vocabulary learning 3 26 3 3 29 2
Developing one's own ideas 29 20 28 19 43 30
Accuracy 26 18 28 19 46 32
Grammar 23 16 65 45 12 8
Project work 20 14 28 19 52 36
Learning things offby heart 16 1 54 3 30 pal
Literature 14 10 3% 2 51 3%

Accuracy and grammar are both aspects which were enjoyed by less than 30% of
learmers (18 and 16 respectinvely). However, whille the number of studentswho

eplicitly stated that they did not enjoy accuracywas also below 30%, the equivalent
Tigure for grammar was 65% (45). This makes grammar the lesstpopular aspect of
language leaming, a resultwhich was echoed inthe course of the Interviens. The
considerable gap between the two percentage figureswould also indicate that students
view the issue of accuracy and grammar as quite separate aspects of language leaming.
Whi le the affective difficultymany have with regard 1o the latter isvoiced regdily,
attitudes towards the former may be more ambiguous and are certainly less pronounced
(as the relatively high figure 0f46% of students (32) who did not answer this particular
question uderlines). As regards the Isse of enjoyment within individual groups, 11
out of 12 (92%) of IMLFG students stated that they had derived no enjoyment from
involving themselves with grammar, whille only 1ALGS student (20%) stated the
sare. Figures for the other groups were much closer to the average of 65% (45).

In the questiomaire, students were Invited tomake any comments they wished In

relation to this question. As expected, most comments related to the answers they had
previously given with regard to grammar, with students attempting t explain the source
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of treir problem with this agoect. The difficult nature of German grammar, the lack of
grammar exposure at second level and the inadequacy of grammar explanations were dl
mentioned iInthis connection. Several students pointed out trat, since all classroom
work had been exclusively geared towards the examinations, not much time was spait,
for instance, on project work.

Students were asked an addrtional set of questions regarding their affective and
ocognirtive attitudes towards the status of grammar and grammar leaming. First ofdl, in
the questiomaire, students were asked to indicate whether they agreed or disagreed with
anumber of statements. Their answers are shown intsble 85.

Table 8.5

Statement Agree Disagree Neither/nor No answer
rel abs rel abs rel abs rel abs

a. | find German grammar interesting 3 26 38 26 2 14 4 3

b. | find German grammar fairly easy 28 19 65 45 1 5 0 0

¢. 1find German grammar difficult 58 40 32 22 b 4 4 3

d. 1find German grammar impossible to leam 13 9 Y 50 12 8 3 2

e. Unless you are good at grammar you will never 41 28 43 30 10 T b 3

be Ig_;ood ata language o

f. Forme, t';ramm,atlcal accuracy is less important 30 pal 57 39 10 7 3 2

than being fluent in a language =

g. rdonot wantto leam grammar, rjustwanttobe 4 3 90 62 6 4 0 0

able to communicate

The 1tems in this tablewere almost identical with those put to students in the 1995
questiomaire. Most of the results did also not differ significartly from those
established in that earlier questiomaire.
As regards student attitudes towards the nature of grammar, they are very similar to
those expressed the previous year, with the number of studerits who claim to find
German grammar interesting up slightly (by 10%). However, therewould appear to be
a clear discrepancy between the answers given in this question and those given inthe
previous question about enjoyment ofgrammar leaming: whille inthe previous question
only 23% (16) had stated thet they enjoyed grammar, 38% (26) claimed to find German
grammar interesting in this question. When asked about this discrepancy inthe
interviens, several students explained thatwhi le they did not like theway grammar had
been tackled at school, they thought itpossible that itcould be potential ly interesting if
dealtwirth differently (e.g- without being exclusively exam-focused) .
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Less than halfofdl learmars view grammar as an integral part of the language, as
indicated by the responses to the statement *“'Unless you are good atgrammar you will
never be good ata language™. Thiswould confirm the hypothesis, made on foot of the
1995 findings, thatmany leamers view “gereral language dllls™ as separate from
"gramatical ahilities™. This view Isagain evident inthe second last statement C'For me,
grammatical accuracy is less important than being fluent ina language’™). While a

major ity disagreed with this statement, a sizesble minority of30% (21) agreed. That
this does not equate a complete abandonment of graamatical knowledge and that
students hold the beliefthat grammar must be important in some Instancss, s
demonstrated in the fol lowving statement where virtually all students (and more than lest
year) disagreed with the statement "'l do not want to leam grammar, Ijustwant tobe
able to conmunicate inGerman'. Results thus confirm those from October 1995: while
students wou ld appear to display a positive cognitive attituoe towvards grammar leaming
and usage, inpractice they fail o see the ultimate rationale behind it (other than being
needed for dedicated grammar exercises and when asked to be accurate in language
production). This again underlines the view, ttet, to the mgjority of learmers, grammar
does not constitute an integral part of language.  Further confirmation of this conception
can be drawn from responses given in connection with table 8.7 in Section 8.2.2 bellow.
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8.2.13 Confidence Levels regarding Grammar Acquisition and Usage
In the questioaire, students were asked about which of the aspects listd inthe
previous section they felt confident and which areas they felt required a special effort on

theirpart. Their answers are presented intable 8.6.

Tablle 8.6 (out 0f 69 students)

Asnect Confident Not confident No answer
rel abs rel abs rel abs

Listening 65 45 2 8 23 16
Reading 65 45 7 5 28 19
Pronunciation 61 42 17 iV 22 5
Vocabulary 5 41 %5 7 16 1
Speaking 49 34 42 29 9 6

Writing 46 2 41 28 13 9

Learning things off by heart 41 28 26 18 23 16
Grammar 32 22 64 44 4 3

Accuracy 26 18 58 40 16 11
Developing one's own ideas 26 18 46 RY) 28 19
Role play 26 18 42 29 2 2
Fluency 2 14 64 44 16 i
Literature 16 u 58 40 26 18
Project work v 8 58 40 30 2

twould appear there isno direct causal relationship between the degree of sl
coverage (cf. table 8.1 above) and student confidence. For example, although
pronunciation isone of the lesst emphasised agpects, almost two-thirds of students
stated thet they have no problemwith it On the other hand, figures for(JfaMmar would
suggest that even those who stated that their teachers had placed a strong 1o very strog
emphasis on 1t(48%) do not all fe=l confident about using grammar —-only 32% owerall
() do, while 64% (44) state that they do not. The discrepancy iseven more striking in
the case ofdCCUIACY. 58% (40) stated thet itwas stressed to a considerable degree at
second leel, but only a total 0f26% (18) feel confident about it Results thus underline
the difficultdes learmers in the 1995 research reported to have witth regard to these two
agpects. Fluency is another aspect with obviously poses problems -just as with regard
o gramar, 64% of students (44) stated that they did not feel confident about it This
makes Fluency and grammar the two lesst cortfidence-inspiring aspects of the entiire Iist
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above, with accuracy not farbehind. As for group differences, the number ofF IMLFG
studentswho confessed that they do not feel confident about grammar is sustantially
higher than that for other groups -83% (10) stated thiswas the case, compared t 20%
ofFALGS (@)- Other groups were again fairly close to the average of64% (44). Firally,
itshould be pointed out thet results regarding JaMMal correspond to those shown in
table 8.5when approximately the same number of students stated that they found
grammar erther easy (28% or 19 in absolute figures) or diffiault (65w/45) .

The questiomaire also investigated confidence levels vis-a-vis specific grammar itars,
the results ofwhich will be discussed in Section 8.2.3 below.

The main findings which were established in this section and are of relevance to the
dojectives ofthe DCU grammar programme are as folloas:

1 Since any changes in results compared to the 1995 results were insighificat, no
immediate programme changes appeared 1o be required.

2. The mgjority of students in the present studert cohort displayed a negative affective
attitude towards German grammar acouisition and goplication (. tables 8.4 and 8.5).
3. Although students™ cognirtiive attituoe appeared positive, a large number of students
failed to see the ultimate raticnale behind the role of grammar in the overall language
acguisttion process and in language usage (- table 8.5 above, df. also interview results
presented intsble 8.7 below) .

4. Confidence leelswith regard to grammar and accuracy were fairly low (cf. table 8.6
above; cf also results regarding metalinguistic knowledge lewvels in Section 8.2.3
below) -

Points two through four above thus constituted clear challenges to the DCU grammar
programme dbjective of easing the transition for learmers from second to third level

German grammar leaming.
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8.2.2 Students' Awareness oftheir Grammar Acquisition Responsibilities

In the interviens, students were asked about the differences they expected between
second and third level language leaming IN Jeneral. 64% (16) stated that they expected
o have towork more independentlly and tomake decisions themselves rather than
having them made forthem, and 24% (6) said that they expected to achieve higher
language levels thanbefore. Two students said they did not expect to be given any
more Iistsofvocabulary tobe leeamt offby heart. Two others stated they had no idea
what differences treremight be. These resultswould indicate trat, intheory at lesst,
most students were aware of some of themajor changes expecting them at university.
However, even though students would appear to have been alerted, inthe course of their
second level education, to the prospect ofbeing asked tomake thelr own decisions
regarding language learming at third leel, results in the teacher survey (. Chapter Four
above) suggested that the average learmer lacks practical experience as regards the
implementation of this aspiration.

In the questiomaire, students were asked to indicate what - ifany —they thought were
themajor differences between the level of grammatical knowledge they had achieved at
school and the level expected atuniversity. Table 8.7 shows the answers. 3% of
students (2) gave nultiple answers with regard to the anticipated third level grammar
knowledge.

Table 8.7
Statements Answers

Regarding second level: .

¢~ Onlysuperficial and minimum amount of grammatical 32 22
knowledge is required _ B

« Grammar is exclusively geared towards the Leaving Certificate 19 13

Regarding third level:
More in-depth knowledge
More aceuracy
Guessing will be replaced by knowledge
More terminological work
More independentwork
+ Grammatical knowledge will help you to become more fluent
HO major differences expected between the two levels
0 answer

=
~ o1 PP [l ne]
BOC}Q

~—J ® © © o o o
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Almost a third of all students stated that at second level they were able to get by with a
minimum and suyperficial leel of graimatical knowledge, while 19% (13) believed that
grammar teaching at that level was exclusively geared towards the Leaving Certificate
examination. These results confirm results presented both in Chapter Three and in
Section 8.2.1.1 above. The main expectations with regard to third level are the in-depth
knowledge to be acquired and increased accuracy leels. 17% (12) indicated they
believed that guessing would no longer be acoeptable. Terminological knowledge and
independent work were mentioned as two features which were not stressedmuch at
second level butwould be atuniversity. A small number of students did not anticipate
any major differences between the two leels.

The above answers indicate that, by and large, most students were well aware of the
differences between the two levels and of the importance attached to grammar leaming
atthird leel. Thus, the mgjority of learmerswould appear to be prepared for the need t©
acquiremore in-depth knowledge aswell as having to pay more attention to matters of
accuracy. However, aswas pointed out inChapter Three aswell as Inconnectionwith
results shown intable 8.5 above, the question remains as towhat use leamers see for
their grammatical aoillities, considering theirview theat grammar can be separated from
language Inmost communicative language use. When asked what rationale they saw
behind the acquisition of grammatical knowledge inthe interview, students confirmed
that they consiidered itsmain purpose as contributing to high levels of accuracy. Two
thirds out ofthe 25 students interviened expressed this particular view, while the
remaining third pointed out trat grammar was important for efficiett and/or fluent
communication. Accuracy isthus clearly regarded by amajority of learmers as agoal in
rtsekfand not as an essentdal component of all-round linguistic competence.

As emerged iInthe course of the Interviens, even those students who were aware of the
increased grammar challenges at third level did not necessarily have any concrete ideass
astohow these challlenges shouldbe met. Thus, only 32% (8) of those interviewed
stated that they had expected a separate grammar class on entry into university, while
the remaining two-thirds erther stated eqlicitly that they did not expect a grammar class
or said that they did not know what to expect inthis regard. These findings thus
confirm those from October 1995 when the majority of leamers proved to be equally

vague..
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On the other hand, the following two quoteswould appear to indicate that at leest a
small minority of students recognised the exact nature of the differant functions of
grammar inthe two settirgs. Thus, one 1BLFG student stated: "'l feel that grammar at
third level ismore detailed rather than school and | feel after reading this [the listof
grammatical concepts referred to above, my explanation] that grammar isnot just done
o get you by an exam but to broaden your understanding and Fluency in a language’'-
Another IBLFG student had this to say: "'l think thetwe willl be aware ofall the possible
grammar rules inGerman. We will feel more corfident using grammar rules. We
should be able to form any particular sentence we want to instead of looking for essier,
less conplicated altermatives.  In school we leamt that fwe didh™tknow how to form a
sentencewe should look for alterratives.  In college 1 thinkwe will know enough
grammar towrite whatever we want 10".

In the questiomaire, students were also asked for their conceptions on how to best
organise grammar leaming at third leel. They were again asked to agree or disagree
with agiven Iistof statements. Answers are shown intable 8.8 below.

Table 8.8 (out of 69 students)

Statement Agree Disagree Neither/nor No answer
rel abs rel abs rel abs rel abs

There should be a separate grammar class at 67 46 22 15 7 5 4 3

third level

The best way to leam grammar is to be given the 46 32 30 21 23 16 1 1
rule by the teacher

The best way to leam grammar is to figure outa 35 24 42 29 19 13 4 3
rule oneselfand then verify that it is correct

All grammar should be explained through 65 45 16 u 16 u 3 2
English (or Irish)

Students should be made familiar with grammar 81 56 6 4 6 4 7 5
terminology

| want to be corrected when making a mistake in

*  my written German 97 67 3 2 0 0 0
*my spoken German 9% 64 4

As with part one of these statements (. table 8.5 abowe), findings were similar to the
1995 questiomaire results.

Although results iIn the interviens had suggested tret, prior to treir entry Mo DCU,
many students had no clear conception ofhow grammar acguisition should be handled,
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when asked ifthey agreed with the concept of a sgparate grammar class the mgjority of
students indicated that they did6. On the one hand, thismay be surprising, considering
that students werre clearly conscious of the increase iIntheirown respansibility for the
leaming progress upon entry into third leel. On the other hand, their agreement may be
seen as a call for guidance on a subject matter with which the mgjority of learmers have
grave difficulty iIn graspirng.-

Just as in October 1995, most students were also In favour ofgrammar being discussed
in English or Irish and an overwhelming majority favoured the concept of familiarising
students with grammar terminology. Students alsomade itclear that they wished to be
corrected when making amistake. The only major difference between these results and
results for the 1995 questiomaire emerged with regard to deductive rule elanation:
whille inthe 1995 questiomaire there had been a clear mgjority in favour of the
deductive approach (67%/58 in absolute figres), thisnumber was down 46% (32) for
the present student cohort.  Figures for the Inductive approach did not vary considerably
from the previous guestiomaire.

As regards the wider educational aim of the programme of requiring leamers to
demonstrate an awareness of tteir own learming resporsibilities by the end of semester
two, the above results indicate thet, intheory at lesst, students were already aware of
increased third level demands inthis respect on the autsst. However, as emerged inthe
course of the year with regard to the increase in grammatical challenges ofwhich
students were apparently aware (. table 8.7), a gerneral awareness of duties does not
necessari ly manifest itsetfin actual implementation skills. Put differently, KNOWING thet
one has to assume more resporsibility and acting accordingly can be quite separate

ISSLES.

6 Unlike in October 1995, students who were asked this question in October 1996 were not aware that
there would be a separate grammar class.



8.2.3 Aspects ofLinguistic and Metalinguistic Knowledge Levels
As was indicated above, the research sought to establish both students' perceptions of

their linguistic and metalinguistic knowledge levels as well as actual levels. Section
8.2.3.1 looks at the first aspect, while Section 8.2.3.2 investigates the latter.
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8.2.3.1 Students'Perceptions oftheir Linguistic and Metalinguistic Knowledge Levels

Students were asked, in the questiomaire, to indicate treir level of familiarity and
confidence with regard to a range of German grammar conoepts. A total of 75 items
were listed; students were asked to tid<one or more ofthe fol loving categories:

= "1 have never heard of this concept’*

« "lIknow what the term means"

< "'l do not feel confident about using this feature'”

< "1 feel confident about using this feature'”.

Students were also asked to provide an example 1fthey thought they knew the concept .

Results:

Note: Since not all features were casistently marked by students, the total percentage
points do not add up to 100.

All items are listed In ascending order within each percentage range.

Table 8.9: "lknow this concept and Ifeel confident about using it', plus correct example(s)

Percentage range ConceDt
rel abs . . .
0 0 complement, transitive verb, intransitive verb, verbal phrase,

present participle, indicative, subjunctive, noun phrase,
possessive pronoun, negative pronoun, indefinite pronoun,
word formation, word formation of adjectives, prepositional
object, mood o

1-9 1- 6 pronoun, compound noun, demonstrative article, word
formation ofnouns, finite verb, non-finite verb, prefix, suffix,
weak noun, uncountable noun, interrogative article, auxiliary
verb, agreement . .

10-19 7-13 adverh, superlative, article, comparative, declension of
articles, agjective, position of the verh, imperative, passive,
past tense/?retente, relative pronoun, weak verb, conjugation
of verbs, pluperfect tense N N

20-29 14-20 reqular verh, perfect tense, East participle, position of the verb
in'subclauses, which verbs take which case,adjectival ending,
personal pronoun, tenses, strong verb, negative article,
possessive article _ 3

30-39 2 -21 cases, indefinite article, plurals of nouns, object, preposition,
position of the verb in main clauses, definite article, irreqular
verb, gender of nouns, future tense,

reflexiveverh . . _
40-49 28-34 conjunction, position of the verb in questions, subject,
separable/non-separable verbs
50-59 35-41 modal verb, infinitive, present tense

7Although the questionnaire itself limited the provision of an example to those concepts students
indicated they knew, before filling in the questionnaire students were informed that they were also to
provide an example for those concepts about which they felt confident.
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Table 8.10: 'l know this concept and | am confident about using it', without anv example

Percentage range

rel abs

0 0

19 1-6
10-19 7-13
20-29 14-20

Concept

prepositional object

verbal phrase, finite verb, non-fmite verh, noun phrase, cases,
demonstrative article, indefinite pronoun, mood, complement,
intransitive verb, transitive verh, possessive article, infinitive,
uncountable noun, indicative, negative pronoun, neqatlve
article, which verbs take which case, indefinite article, weak
noun, modal verb, comparative, compound noun, word
formation, superlative, conjugation of verbs, past participle,
prepositon ' o
|miJer_at|ve, article, declension of articles, definite article,
reflexive verb, conjunction, prefix, gender of nouns, irregular
verb, plurals of nouns, past tense/preterite, present tense,
interrogative article, pronoun, perfect tense, pluperfect tense,
agreement, possessive pronoun, suffix, subject, auxiliary
verh, personal pronoun, word formation of adjectives,
position of the verb, subjunctive, adjective, future tense,
object, passive, present participle, strong verb, weak verb,
regular verb, separable/non-separable verb, word formation of
nouns, adjectival ending, tenses N
Posmon of the verb in questions, relative ‘pronoun, position of
qe verb in subclauses, adverb, position of the verb in main
clauses

Table 8.11: Tknow this concept and 1am confident about using it', plus incorrect example

Percentage range

rel abs

0 0
1-9 1-6
10-19 7-13
20-29 14-20
30-39 21-27

Concept

infinitive, finite verb, non-finite verh, conjugation of verbs,
tenses, present tense, mood, indicative, noun phrase, gender
of nouns, interrogative article, uncountable noun, pronoun,
indefinite pronoun, adjectival ending, conjunction
complement, article, imperative, subjunctive, plurals of
nouns |rreg|ular_verb (ct..comments under *4, table 8.1
abqve?, declension of articles, weak noun, compound noun,
definite article, personal pronoun, verbal phrase, reflexive
verh, negative article, separable/non-separable verbs,

auxi [a[}/ verb, prefix, suffix, word formation of adjectives,
indefinite article, modal verh, pluperfect tense, position of the
verb, position of the verb in questions, f)osltlon of the verb in
main clauses, preposition, prepositional object, position of the
verb in subclauses, demonstrative article, relative Pronou.n,
adjective, superlative, adverb, comparative, word formation,
word formation of nouns, possessive article, cases, strong
verb, subject, transitive verb, intransitive verb, which verbs
%ake which case, negative pronoun, agreement, passive, future
ense

object, weak verb, possessive pronoun, perfect tense

reqular verb

past tense/preterite, present participle, past participle
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Table 8.12 'l donot feel confident about this feature'

Percentage range

rel abs

0 0
1-9 1-6
10-19 7-13
20-29 14-20
30-39 21-27
40-49 28-34

Table 8.13:'l have never heard of this concept'

Percentage range

rel abs

0 0
19 1-6
10-19 7-13
20-29 14-20
30-39 2-27
40-49 28-34
50-59 35-41
60-69 42-47
70-79 48-54
80-89 55-62
90-99 63-69

Concent

present tense, verbal phrase

complement, prepositional ob*ect, pronoun, uncountable
noun, noun phrase, position of the verb, infinitive, intransitive
verh, transitive verb, weak noun, tenses, spelling in g1eneral,
the use of capital letters, articles, mood, past participle
poskljtlon of the verD in questions, separable/non-separable
verbs

superlative, adverb, compound noun, position of the verb in
main clauses, non-finite verb, finite verb, word formation,
modal verb, regular verb, conjugation of verbs, subject,
conjunction, irregular verb, co_mf)aratlve, adjective, object,
present participle, negative article, possessive article
preposition, negative pronoun, definite article, indicative, the
cases, demonstrative article, weak verb, strong verb, suffix,
prefix, indefinite pronoun, interrogative article, imperative,
relative pronoun, indefinite article, possessive pronoun
auxiliary verb, declension of articles, future tense, Yersonal
pronoun, agreement, past tense/preterite, 'Umlaute] negation,
word formation of nouns, perfect tense, reflexive verb, word
formation of adjectives o _
Posmon,ofthe verh in subclauses, subjunctive, which verbs
ake which case, ad{ectlval ending, plurals of nouns, gender

of nouns, pluperfect tense, passive

Concept

Cases, sub%ect, object, tenses, present tense, future tense,
position of the verh, adjective, the use of capital letters,
spelling in general, separable/inseparable verbs

weak verb, Irreqular verb, regular verb, article, infinitive, .
reflexive verb, modal verb, perfect tense, conjunction, which
verbs take which case, preterite, position of the verb in main
clauses, past participle, o

position ofthe verh in questions, definite article, pronoun,
preposition, 'Umlaute’, _

gender ofnouns, plurals ofnouns, negation

passive, word formation, present participle, relative pronoun,
adjectival ending, adverb, position of the verb in subclauses,
personal pronoun, strong verb o
possessive pronoun, indefinite article, possessive article, noun
phrase, conjugation of verbs, pluperfect tense

word formation of adjectives, agreement, declension of
articles, word formation of nouns, mood, negative article
auxiliary verb, prepositional object

superlative, suffix, comparative, negative pronoun, prefix,
imperative o o
subjunctive, demonstrative article, interrogative article, verbal
phrase, indefinite pronoun o N
compound noun, intransitive verb, indicative, transitive verb

complement, weak noun, finite verb, non-finite verb

uncountable noun
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An amalysis of the above results alloas for the fol lowing categorisation:

Category |

The folloving concepts would appear to be quite unproblematic, as indicated by a fairly
high percentage level intable 8.9 - "Iknow this concept and feel confident about using
i, plus correct examplle —and accordingly low leels intables 8.10 1o 8.13:

Present tense, infinitive, modal verb, conjunction, separable/non-separable verb,
position ofthe verb in questions, subjects.

Category I

The following concepts are prablenatic, for anumber of reasons:

1 Fairly low tomed ium percentage lewels intable 8.9, and medium scores inone or
more of the other tebles:

Indefinite article, future tense, definite article, the cases, object, irregular verb, position
ofthe verb in main clauses, preposition, possessive article, negative article, strong verb,
tenses, personalpronoun, regular verb, conjugation ofverbs, weak verh, relative
pronoun, adverb.

2. Misplaced confidence on the part of the studernts (as indicated by med ium to high
soores intable 8.11 - "Iknow this concept and 1 feel confident about using i, plus
incorrect exanple), e.g.ast tense/preterite, presentparticiple, pastparticiple.

3. Lack of confidence among learers (cf. table 8.12), eg. 'UmIaute', negation, word
formation ofnouns, perfect tense, reflexive verbsq wordformation ofadjectives,
position ofthe verb in subclauses, subjunctive, which verbs take which case, adjectival
endings, plurals ofnouns, gender ofnouns, pluperfect, the passive.

4. Terminology isunknown 1 learrers f. tzble 8.13), e.g. wordformation of
adjectives, agreement, declension ofarticles, wordformation ofnouns, mood, negative

8What needs to be bome in mind with regard to this category is that both familiarity and rule knowledge
may be fairly limited. Thus while many students will be familiar with the concepts listed above, their
level of familiarity is most likely confined to the kind of knowledge required for the Leaving Certificate,
e.g., in the case of modal verbs, knowing that ‘they are used together with another verb', or, in the case of
‘conjunctions’, knowing that they include ‘weil' and 'dal?', defining the subject as 'the agent' or ‘the doer' (a
definition which is obviously misleading in some cases).

9The high percentage of answers in both table 8.9 (‘I know this item and I feel confident about using it',
plus correct example) and in table 8.12 ('l do not feel confident about this feature’) would indicate that,
while students might know the infinitive of these verbs, e.g. 'sich waschen' they may not necessarily feel
confident about the conjugation or indeed about identifying which verbs are reflexive and which are not.
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article, auxiliary verb, prepositional object, superlative, suffix, comparative, negative
pronoun, prefix, imperative, subjunctive, demonstrative article, interrogative article,
verbalphrase, indefinite pronoun, compound noun, intransitive verb, indicative,
transitive verb, complement, weak noun, finite verb, non-finite verb, uncountable noun.
A number ofterms (usually headings) were virtually disregarded in this question, (€.0-
position ofthe verb, adjective, pronoun).

The use of capital letters and spelling in general are not viewed as problematic by
students themselves.

Owerall, answers to this question confirmed the expectations which had previously been
Tormed with regard to studerit knowledge and confidence leels. Most concepts would
thus appear to be problematic to a fairly sizeable number of learrers, for different
reasons.  Hrsdy, the majority of students are not familiarwith much ofthe actial
terminology, a result confirming findings in Chapters Four and Five above. Secondly,
many students may recognise that their rule knowledge is limited and treir confidence
levels are accordingly lov. On the other hand, anumber of students overestimate thelr
rule knowledge, not realising that concepts they believe are familiar to them are in fact
rot. For instance, the concept of Past participles isa source of some cortradiction:
whi le students do not seem to perceive itas diffiailt, inreality they do not know, firstly,
what the term encompasses and, secondly, as error analyses conducted inthe course of
the years confirmed, how to form the past participles of even themost commonly used
regular or irregular verts.

As regards the use of terminology at second leel, 52% of students (13) inthe
interviens stated that only the most basic terminology was used, while 40% (10) said
that treir teacher had not used much terminology. Two students (one of them the
student who had attended secondary school inHolland) said that their teacher had
familiarised them with even themore complex terminology. A number of students
stated that they were not even familiar with the most basic grammar terminology in
English, thus confirming a point previously made by second leel teadhers (. Chapter
Four aowve).

These resultswould suggest that metalinguistic knowledge lewels are virtually

unchanged compared with the previous year.
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A number of students commented that this questiomaire made them realise the
limitations of theirmetalinguistic and linguistic knowledge.
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8.2.3.2 Students'Actual Linguistic and Metalinguistic Knowledge Levels

Whi le the previous question sought to establish, above dl, studerits™ peroeptions of
linguistac and metalinguistic knowledge leels aswell as their confidence leels, this
question focused exclusively on the issue of actual knowledge leels, both
metalinguistic and linguistic.
As was pointed out above, lagistical diffiauldesmade Itimpossible 1o ascertain these
leels by questiomaire. However, those students who were interviewed (36%), were, In
the course of the interview, tested with regard to treir linguistic and metalinguistic
knowledge leels. While owing to time constraints inthe intervieas, students were not
asked the full range of questions they woulld have been asked in the questiomaire, most
questions were put tothem. Since interview results regarding the other aspects under
investigation (motivational and confidence isses, learmer responsibility and accuracy
levels) matched questiomaire results at all times (. Sections 8.2.1 and 8.2.2 above as
well as Sections 8.2.4, 8.3.1, 8.3.2 and 8.3.4 below), itmust be deduced that interview
results regarding linguistic and metalinguistic knowledge leels provide a fairly accurate
indication of the kind of results tratwou Id have been achieved on adninistration of the
questiomaire.
Inview of the stall numbers involved inmost ofgroups interviewed (three groups of
three students, one each of faur, five and saven), therewill be no presentation of
individual group results -only totals out of 25 willl be presented. Questions focused on
verh and tenseformation ,valency, issues ofgender and NUMbEr aswell as Word order,
conjunctions, prepositions and adverhials.
In the firstquestion on VErh and tenseformation, students were asked to provide the
firstperson singullar preterite and perfect forms of three verbs.
Results for all three verts are shown intable 8.14.
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Table 8.14 (out of 25 students)

Verb ich werde ich darfgehen ich reserviere

Answers rel abs rel abs rel abs
Correct preterite form 44 1 36 9 76 19
Correct perfect form 52 13 2 3 40 10

Both correct preterite and 36 9 4 1 40 10
perfect form

The verb “reservieren” In itspreterite tense sbestknown. The most common errorwith
regard to the preterite form of "werden” and “dirfen” was the use of the Unlaut, while the
most commonly named incorrect form of the perfect form of "werden™ was “ichbin
worden®. As regards the perfect form of "ichdarfgehen®, no less than 13 different
inoorrect versions were given.

In the second question, students were asked to provide the correct form of the
subjunctive for the following sertences:

Sentence 1- Ach, wenn ichdoch nur genug Geld I'(Ichhabe
aber nicht genug Geld)

Sentence 2: Ach, wenn ichdoch nur reich 1 (Ichbin aber nicht
reich)

32% of students (8) provided the correct answer for the first sentence and 24% (6) for
sertence number two.

The low rate of correct responses for both vers did not come as a surprise since the
subjunctive was not acommon feature inthe 1983 Leaving Certificate programme.
Only students with fairly high accuracy levels inthe essays were able to provide a
ocorrect answer to both questios.

There were two parts 1o the next questionon vaIency. In part one, studentswere asked
which element decides which other elements are required Inagiven clause. Inpart two,
students were to be given atext and asked to underline in each clause the elements that
decidewhich complements are required.  16% of students (4) provided the correct
answer to the firstpart, but no-one attempted to answer the second part, stating thet they
were notfamiliarwimﬂeconceptofCOmp|ementS. Results thus confirm that the
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concepts ofboth VErH valency and complements do not receive much attention at second
leel.

Next, studentswere asked toname two very common verbs that require two nominative
cases. 32% (B) named one verb correctly and none named two. The verb most
commonly named was the verb "saa™. The majority of students stated they did not know
the answer to this question (56W14).

The next question presented students with three verbs and asked them to state ifthese
verbs required an accusative doject, a dative one or both. The verbs were “erklaan”,
"pessn” and “verpessen®. Answer's are shown intzble 8.15.

Table 8.15

Verb Cornet answer Correct answer Correct answer
‘erklaren-« ‘passen Verpassen--
rel abs rel abs rel abs

Answers 44 11 20 5 32 8

*1 Answers accepted as correct were ‘accusative' or 'dative plus accusative'.

Whi le the most commonly named incorrect answer for “erklaren”™ was the dative case, it
was the accusative case for the verb “pessen”™. 36% of students (9) were not familiarwith
the verb “verpessen® and therefore did not provide any answer .

The next question asked students 1o state the case which the vast majority ofverbs
require ifa verb takes only one dgject. 32% of students (8) provided the correct answer,
with 52% (13) stating they didnot know. Students were also asked what a dative doject
normal ly refers 1o, in a clause that cortains both a dative and an accusative doject. 36%
() answered this question correctly, while 56% (14) said they did not know.

Students were then asked to state inwhich case the subject of a sentence isplaced. This
question is one forwhich students would have been expected to be prepared for inthe
course of thelr senior cycle German classes. 68% (17) answered this question correctly
which, inview ofthe percentage rates for other answers, Isquite high indeed.

Turming to issues ofJeNCer and NUMDEY rext, studentswere asked o provide the correct
gender and plural forms for anumber ofvery commonly used nouns. Answers are

shown intables 8.16 and 8.17.
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Table 8.16 (Gender)

Correct gender Correct gender Correct gender Correct gender

Problem’ Jahr' ‘Arbeit Zeit

rei abs rel abs rel abs rel abs
Answers 64 16 n 18 n 18 76 19

Table 8.17 (Number)

Correctplural ~ Correctplural  Correctplural ~ Correctplural ~ Correctplural ~ Correctplural

'Problem'’ "Jahr' 'Arbeit’ Zeit' 'Freund' 'Studentin'
rel abs rel abs rel abs rel abs rel  abs rel abs
Answers 68 17 44 u 16 4 24 6 48 1 48 2

Again, studentswere expected to be familiarwith these items from the Leaving
Certihicate (With the exception of the plural forms for &t and "Atert?). ktshould also
be noted that the guessing factor plays a potential ly important part. Whi le alll scores for
gender were well above the fifty percent mark, the rate of correct answers for number
varied considerably. As expected, the plurals for "Artert” and “Zertlare not well known.
However, more than halfthe students also had difficulty identifying the correct plural
form of the nouns "Hr*, "Freud™ and “Studin®. The most commonly named incorrect
gender for "Problem” was "de”. As regards plural forms, many students stated that it
and "Arbert” did not have aplural (62%/13 in absolute figures), while inmost of the
incorrect answers for "Hr" an TTwas added on, aswas the case with the plural form of
"Prablem® and “Aeud".

The next question regarding gender asked students to name three noun endings that
always indicate a feminine gender, two that indicate mascul ine gender and one that is

always rneuter. Answers are shown intable 8.18.

Table 8.18
1 COITect 2 Correct Jcorrect 1 correct > correct Correct
answer answers answers answer answers answer neuter
feminine feminine feminine masculing masculine
rel abs rel abs rel abs rel abs rel abs rel abs
Answers 12 13 28 17 8 =2 o o = © 36 | 9

Feminine noun suffixes seem to be memorised best -some 48% of students (12)
delivered at lesst one correct answer here, with ettt being the most commonly named,
folloned by teit” and “ug. Neuter suffixes come next at36% (9), while masculine
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suffixes received no correct ansners.  The most commonly named neuter suffixwas
"den".

Next, studerts were asked to judge ifthe folloving sentence was granmatical ly correct
and to briefly explain their answer:

"Das Madchen kann er nicht so gut sehen”.

All students were of the opinion that the sertence was Inoorrect, haming as their reasons
that &” should be "Im" or “ihm". This indicates that the word order ruleswithwhich they
are familiar from their second leel German classes are limited to the SV O word orter,
not allowing for a change inthe order for purposes of stress.

Turning to CONJUNCtions, prepositions and adverhials rext, and the first questionwhich
was put to students asked them to statewhat effect certain conjunctions and adverbials
have on word order, whi le the second question asked students to provide the correct
cases for a given listofprepositions (students were reminded to name both cases for
double track prepositions). Answer's are shown intables 8.19 and 8.20 respectively.

Table 8.19 (Conjunctions and adverbials)

Answers Correct Incorrect/No answer
Coniunction/adverbial rel abs rel abs
wenn' 88 3

‘aber’ 76 19 2% 6
‘trotzdem. 48 12 52 13

‘denn’ 2 18 28 7

Thiswas another question forwhich high rates of correct responses were expected.
However, whi le the conjunctions “wem®, “d&r” and “dan”™ woulld appear to be fairtyvell
known to students, far fewer are sure about the effect the adverbial “trotzoem™ has on
word order. Most of the 52% (13) who provided an incorrect answer stated that the verb
had to go to the end ofthe clause. The 28% (7) of incorrect answers for the conjunction
"demn” are made up ofboth students who stated that the verb should go to the end and
those who said that itcaused an inversion. The most common incorrect answer with
regard to the conjunctiion "aer™ was that itcaused an inversion.
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Table 8.20 (Prepositions)

Answers Correct Incorrect/No answer
Preposition rel abs rel abs
aUS 88 22 12 3
auf 56 i 44 1
gegen 44 1 56 14
trotz* 64 16 36 9
Zwischen 40 10 60 15

*Both dative and genitive were accepted as correct answers.

The preposition "as” by far the best known of the prepositions, folloned, with quite a
gap, by "z’ Out ofthe44% (11) who provided an incorrect answer for the
preposition “auf,most stated that ittook the accusative but failed to mention the cative,
while the majority who did not state the correct case for "gegen” said ittook the dative.
As regards inoorrect answers for the preposition "avisden”, which was highest at 60%
(@5), most stated it took the accusative without mentioning the dative, while the
remaining students maintained the opposite or claimed itwas fol lonved by the genitive.

Students were also asked to name the relevant rulles regarding government of
prepositions (.. how they knew by which case a prepositionwas folloned). 16% (&)
stated that they had not discussed prepositions in detail intheir second level German
class and therefore resorted to guessing the case ofmost prepositions. 28% (/) stated
that some prepositions took the accusative and some the dative, depending on whether
theywere used iIn connection with motion or rest. The majority of56% (14) correctly
stated that the major ity of prepositions take fixed cases while a small number take erther
the accusative or the dative, depending on motion and rest.

Results confimm that the major ity of school-leavers are not familiar with concepts such
asVerh valency and Complements, nor with departures from SVO word order. However,
other aspects which students wou ld have encourttered In thelr secondary schooling were
also shown to cause diffiaulty. Examples are the use of Umlaute on verbs . reaults for
the verb “werden” intable 8.14), NOUN p|U rals (. teble 8.17) and the government of
certainePOSItioNS @F. tzble 8.20). All three features were previously idertified as
problematic in Chapter Five above. There are thus clearly a number of gaps to be
bridged as regards the levels ofmetalinguistic and linguistic knowlledge expected from
students by the end of semester two.

282



8.2.4 Levels ofAccuracy in Free-style Written Production

72 students took part in this aspect of the research atboth the beginning of the year and
at the end of semester two. Out of these 26 were AL students (19 ALFG and 7 ALGS),
21 1ML students (12 IMLFG and 9 IMLGS) and 25 IBL studerits (14 IBLFG and 11
IBLGS).

The essay topicwas identical with that in October 1995 (*'Meine 4 JahreanDCU -
Hoffmungen und Ervartungen'™ . However, this time essays were written during class
time and although students were under no time pressure, they were again reminded that
the purpose of the exercise was 1o establish their level of accuracy inwritten German.
The recommended length of the essays was again 300 words.

Results

General findings regarding fluency, message communication and complexity of
structures used are virtally identical with those made with regard to the 1995 results
(. Chapter Five above) and will therefore not be repeated in this context. Since the
types of errors for all three categories (ledcl, grammatical and orthographic) are also
very similar to those made by the previous student cohort (cf-. again Chapter Five
abowe), they will not be listed eitter. Thus tables 8.21 to 8.24 merely show the
percentages for each error category.

Table 8.21:Lexical errors (total number of erars: 141%)

Category Y%
Verbs 43
Adjectives and adverbs 40
Nouns 17

* counted as 1 error

The most striking resulthere isthat the overall number of lexical envors ishalftrat of
1995. As regards differences in the distribution of enrars, the percentage of verbal errors
has gone up from 34% to 43%, whille the number ofnoun errors has gone down
considerably by 12%.
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Since the 1996 grammatical error count included anew item cpunctuation ,and more
specifically, the Use 0fcommas), and since this item accounted for an overall 10% of the
total ernvor count, two tables will be shown for the error analysis results 199610. AIrst,
table 8.22 presants the percentages for granmatical emmorsWithout punctuation enors, o
allow for a comparison between the 1995 and 1996 reaults. Table 8.23 includes
punctuation envars. Firally, table 8.24 shows the orthographic enrors.

Table 8.22:Grammatical errorseXC|Uding punctuation errors (total number of enrors:
860)

Cateeorv %
1996 (1995)

1. Verbal phrase

1 Valency of the verb 1 898
2. Verh and tense formation; use of the tenses 17 (16)

3. Verb/noun agreement o (s)
Total % number oferrors inverbal phrase 29 @D

|| Noun nhrase

1. Gender of nouns 10 12
2. Declension ofnouns, articles and pronouns 13 10
use of articles

* plurals 1 (s)
3. Formation, declension and comparison of 12 an
adjectives and adverbs *'

Total % number oferrors in noun phrase 42 “D)
11 Prepositional phrase

Government of prepositions 1 ®
1v. Syntax

1. Word order of the verb in main clauses 4 5
2. Word order of the verb in subclauses 3 3
3. Word order of adverbials; word order 3 3
surrounding infinitive clauses

Total % number of syntax errors 10 (€D}
V. Part_i_cles

Prepositions 4 4
Conjunctions 3 3
Total % number oferrors involving particles 7 7

Other errors accounted for less than 1%.
As isodovious, the resullts are very similar indeed: the overall percernttage number ineach
category (verbal phrase, noun phrase etc.) isvirtually unchanged.

DPunctuation was included since, in particular ignorance about the use of commas, is considered
responsible for the confusion many learners regularly display with regard to valency issues (i.e. the
inability to discern the beginning and the end o f phrases in a sentence).
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Tablle 8.23 shows the distritution of gramatical errors INCIUAING punctuation errars.

Table 8.23:Grammatical errors (total number of enrors: 959*)
Category %

I. Verbal nhrase

®

1 Valency ofthe verb
2. Verb and tense formation; use of the tenses 15

3. Verb/oun agreement 4

Total % number oferrors in verbal phrase 27

I1.Noun Dhrase

1. Gender of nouns 9
2. Declension of nouns, articles and pronouns 12
use of articles

¢ plurals 6
3. Formation, declension and comparison of 10
adjectives and adverbs

Total % number oferrors in noun phrase 37
111 Prepositional phrase

Government of prepositions 9
IV. Syntax

1 Word order of the verb in main clauses 4
2. Word order of the verb in subclauses 2
3. Word order of adverbials; word order 2
surrounding infinitive clauses

Total % number of syntax errors 8
V. Parl;is:l%

Prepositions 3
Conjunctions 3
Total % number oferrors involving particles 6
V1. Punctuation - incorrect omission or 10

addition of commas
*Al1 errors were counted as 1, with the exception o f punctuation errors which were counted as 0.5.

Other errors accounted for 3%.

Table 8.24:0rthographic errors (total number oferrors: 179%)

Category . Y%
1 Incorrect use of capital letters 60
2. General spelling 40

* counted as 0.5 of an error

The total number of orthographic errorswas up sligitly at 179, compared to 160 in
1995. The distribution of errorswas almost idetacal. The total number of grammatical
(including punctuation) and orthographic errors amounted to 1,138. As table 8.25

285



below shows, themean was 14.55, an increase ofmore than two points compared to the
figure of 12.29 In 1995. However, when the figures for punctuation are removed, the
mean was down t 13.20. Table 8.25 als0 revealed considerable differences in
individual group performances.

Table 8.25

GroiiD Mean Standard Deviation
IMLFG 16.95 1.04

ALFG 16.18 1.63

IBLGS 1495 517

ALGS 14.64 424

1BLFG 1178 510

IMLGS 177 3.80

Total 14.56 6.19

As sobvious from the teble, there 1isa difference of 5% between the group with the
highest error percentage, IMLFG, and tretwith the lorest, IMLGS. When comparing
these resulits with findings regarding the emphasis of grammar teaching inthe second
level classroom (. tzble 8.1 above), itemerges that the two groups with the highest
error count are those with the highest number of students claiming that there had been
Iittle or no emphasis on grammar intheir classes (25%/3 of IMLFG and 42%/8 of
ALFG) . As isalso evident from tzble 8.25, the standard deviation in those two groups
isby far the highest of all groups involved, indicating the heterogeneity within those
groups as s evident in the vast differences in individual leamer performances.

Results regarding accuracy leelswere correlated with Leaving Certificate German
results which had previously been established in the questiomaire. There was an
absolute correlation.

According to existing examination regulations regarding accuracy lewels inwritten
production, atotal of33% (24) would have failed tomeet the minimum requirements if
the above performances had been displayed in the written examination at the end of
semester two.
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8.3 Research Results for the End of Semester Two (May 1997)
Introduction

Results from Section 8.2 confirmed that therewere considerable gaps between eXisting
knowledge and performance lewels and those expected at the end of semester two. As
has been pointed out repeatedly, itwas the aim of the German grammar programme to
help students bridge those gaps and 1o ease the transiticnwith regard to the acquisition
and gpplication of German grammar by providing socio-affective, cognitive and
metacognitive assistance. As was also pointed aut, the two pivotal elements of the
programme were the grammar class on the one hand, and the individualised programme
wi'th a strong emphasis on individual learmer responsibility on the other.  This section
seeks to establish towhat degree previously outlined dbjectives were achieved by the
end of semester two and what roles those two components played. Htoould, of course,
be argued ttet, due to the lack ofa control group, itisnot possible to attribute aU results
regarding the issues investiigated be low solely to the existence of the grammar
programme. However, inview ofthe programme®s prominence inthe overall German
language course and Inview of leamer reaction 1o it, there isa strong case for assuming
that the programme had a crucial impact on all aspects of students®™ grammar
aoquisIrtion.

The six groups of leamers involved in this research were taught by four different
teadhers: one person taught the ALF G group, one ALGS, one both IBLFG and IMLFG
and one both IBLGS and IMLGS. With the exceptionof IBLGS and IMLGS students
who were taught together, all groups were taught separately. Each teacher saw her
group for two hours aweek, one ofwhichwas referred to as the “gereral language clless”
and the otherwas the grammar class, since ithad grammar as tsmain foous. However,
aswas pointed out in Chapter Seven above, issues of grammar were also raised
regularly inthe general language class. With the exception of IMLGS and IBLGS who
were taught ina double period, the two classes took place at different times during the
week .

So, what effect did the programme have on socio-affective, cognitive and metacognitive
aspects of the trasitionbetween second and third level?
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Section 8.3.1 looks at stuarits™ perogptions regarding the effect of the German grammar
programme on the transition between second and third leel. There are three
subsections: 8.3.1.1 examines learmer attitudes tovards grammar acquisition and
goplication, while 8.3.1.2 investigates confidence leels. Subsection 8.3.1.3 focuses on
students™ reaction to the programme™s emphasis on selected leaming strategies.  Sections
8.3.2 10 8.3.4 investigate the effect of the programme with regard to the four course
aims: Section 8.3.2 looks at the issue of learmer resposibilrties, 8.3.3 at linguistic and
metal inguistic knowledge leels ad, firally, Section 8.3.4 examines accuracy lewels in
free-style written production.
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8.3.1 Students' Perceptions regarding the Effect ofthe German Grammar Programme
on the Transition between Second and Third Level

Two aspects which were previously poirnted out as being of particullar importance for the

easing of the trasition between second and third level from amotivational point of

view are the adoption of a positive attituoe tovards the learming task as well as learmers®

belief in thelir own effectiveness (ie. learmer confidence). With regard to the firstpoirt,

results in Section 8.2.1 showed that the vast mgjority of leamers displayed a negative

affective attituck at the beginning of the year (. tables 8.4 and 8.5) and, while

apparently being convinced of the need to engage ingrammar leaming, they seemed

unsure as 1o the exact purpose of the acquired grammatical knowledge (. discussion in

connection with table 8.7). Results inthe same section also indicate tret, by and large,

the present cohort of learmers lack confiidence as regards both thelr grammar acquisition

and application abilities (. table 8.6; cf. also discussion in Section 8.2.2).

As was also pointed out above, the development of specific strategies in various aress of

the socio-affective, cognirtive and metacognitive domain isobviously of arucial

importance in order 1o help students develop a sense of selH-efficacy (i.e. control over

the leaming situatian).  Strategies which received particular emphasis in the course of

the German grammar programme are as folloas:

L inthe Metacognitive domain:

= regular production output practice, both inclass and as part ofhomework

= monitoring ofoutput by paying particullar attention to matters of accuracy

< requirement for leamers to act on conrective feedback

2. inthe COQNItIVe domain:

= in<class development of analytical skills in order to hellp students build up their
declarative knowledge leels

= use of aalytical sills, both in inftial production and in reaction to feedback

= recall of eqlicit knowledge in reception and production

3. intre affective/social domain:

= encouragement to ask clarifying questions

e group work.
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Other strategieswere not somuch discussed and/or emphasised as part of the common
core programme but considered on an individual besis, once they had been identifiedby
learmers in treir diaries.

As regards the use of analytical sills, both inthe metacognitive and the cognitive
domain, interview results in Section 8.2.1 confirmed that their development isnot
widely practised in Irish secondary sdols.

There were thus anumber of clear chal lenges presenting themselves to the grammar
programme. The following section examines studaits™ perceptions ofwhether or not
these dhallenges were met.

Results were obtained by questionmnaire and interview. For copy of the questiomaire see
Appendix H.
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8.3.1.1 Learner Attitude towards Grammar Acquisition and Application

The firstquestion in the questiomaire asked students how they felt about thelr degree

course after one year. Answers are shown intable 8.26.

Table 8.26

Answers Very happy Happy Quite happy Not happy
croen rel abs rel abs rel abs rel abs
ALFG 0 0 5 10 32 6 16 3
ALGS 20 | 60 3 20 1 0 o
IMLFG 8 1 58 1 3 4 0 0
IMLGS u 1 56 5 3 3 0 0
IBLFG 29 4 43 6 29 4 0 0
IBLGS 0 0 40 4 60 6 0 0
TOTAL 10 7 o 35 35 2 4 3

As can be seen from the teble, the vast majority of students claim t be (fairly) content
with their chosen courses, including thosewho had indicated, both in the questionaires
and the Interviens at the beginning of the year, that treir respective course had not been
thelr firstdoice. An examination of the remainder of the questionaires revealed thaet
the 16% Q) of ALFG studentswho stated they were not happy with the choice of thelr
degree course were nonetheless satisfiedwith thelr German course component aswell as
with the German grammar cless. All had put down that particular course as their first
doice.

The next question In the questiomaire Investigated the soecific issie of leamer attituoes
towards grammar acouisition and gplication.

Students were asked to state 1fthey agreed or disagreed with the same set of statements
(wrth one exception) regarding their attitudes towards the status of grammar and
grammar leaming as atthe beginning ofthe year. Answers are shown intsble 8.27.
Figures for 1996 are also shown.
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Table 8.27

Answers Agree Disagree Neither/nor No answer

Statement 97 '96 97 '96 97 '96 97 L)

. rel abs rel abs rel abs rel abs rel abs rel abs rel abs rel abs
a. | like 9 67 o o 3 o o

learning

German

b. I find ¥ B 6 B U B W6 26 B o W oo o o o
German

grammar

Interesting

¢ Ifind B 16 28 19 62 8 6 H o 7T 7T 5 4 3 o
German

?rammar

alrI}{easy
d. I find 60 42 58 40 29 . R o 9 & & 4 . . 4 3
German

grammar

ifficult

elfnd 4 3 18 9 8 55 66 45 B 9 . s 3 2 w0 T
German

grammar

Impossible to

learn

fUnlessyou 74 51 4 28 19 1B & 3 4 3 o 7 3 =2 & 4
are good at

grammar you

will never be

?ood ata

anguage

g. Forme N2 0 2 M F TN B9 o T 13 e
grammatical

aceuracy is

less important

than being

fluent in a

language

hldnt 7 5 4 3 & 61 90 6 4 3 <« 4 1+ 1+ o o
wantto learn

grammar, |

ust want to

e able to

communicate

in German

The first statement put to students sought to ascertainmotivational levels with regard to
the overall leaming of German atDCU. As figures indicate, almost all students stated
that they liked leamiing German. Since this question had not been put to students in
October 1996, no comparable data are available. However, the above figureswould
suggest that the German course atD C U has atthe very lesst not had a celeterious effect
on students™ motavation.

As regards statements b. —d., no major changes have occurred between October 1996

and May 1997. As sobvious from statement b., the aim of enhancing learmers™ positive
affective atdtce towards grammar has most definitely not been achieved. The vast
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majority of learmers thus continue to have littkeor no intrinsic Interest in grammar
acuisition.  lewas, however, encouraging to see that the number of students who found
German grammar impossible to leamhas decreased from 13% 4% Q3. As
regards the very slight decrease inthe number of studerts who stated that they found
German grammar eesy, itwas interesting to observe that figures for all the
French/German language combinations had in fact risen slightlywhi le the German/
Spanish combination had fallen, an cbservation which will be discussed in some detail
below.

The biggest change has obviously taken place with regard to statement . ¢ 'Unless you
are good atgrammar you will never be good ata language’). The number ofthose who
agreed wi'th this statement at the end of semester two has risen from41% t74% (28 to
5. Figures rose strogest in those groups Inwhich, atthe beginning of the year, they
had been lonest: IMLFG (+50W6), IMLGS (+56%/5) and ALGS (+60%/3). As one of
the declared dbjectives of the grammar programme was to help students recognise the
importance of grammar in all instances of receptive and productive language use, this
was amost sighficant increase indeed (although itmay not have been exclusively
achieved as a reault of the grammar programme) . However, therewould appear tobe a
sligit contradiction between itand statement g. ('For me grammatical accuracy s less
important than being fluent in a language™) withwhich some 32% (22) agreed. When
saveral of the students who had agreed with both statements were asked to expand on
their responses inthe interviens, itemerged that all but one had associated the accuracy
\s. Tluency dichotomy with spoken, notwritten German. A few students took this
opportunity to express trelr keen interest in doing more oral work, pointing out that it
had not received sufficient attention inthe course ofyear. Whi le all except the one
student mentioned above irsisted that agreement with the last statement by no means
signified a lack of awareness of the importance of accuracy on their part, they adnitted
tet, inthe infdal stages at kesst, they werre personal ly prepared tomake concessions on
thelr accuracy levels for the berefit of fluency when speaking the language. Most were
quick to add that they believed accuracy would develop with practice. These statements
thus must be seen as an expression of the diffiaultymany students experience with
regard to oral competency: because studerits would not have practised this sillmuch at
school (of the present cohort, 28% (19) had stated that fluency had received little
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emphasis at sdool, d. Section 8.2.1 above) and because they have to speak up In froit
ofagroup of people who are effectively strangers to them, nervousness makes many
choose fluency as an dbjective over accuracy in order to cope with that inftial difficulty.
The particular difficulies many leamers experience when speaking the foreign language
were previously pointed out inChapters Two (. Horwitz and Horwitz, 1986) and
Four. The above explanations are also fully consistertwith results from October 1996
wi'th regard to learmer confidence levels —grammar, fluency and accuracy were the three
aspects which were named by the largestnumber of students as those aspects of
language learming and language use about which they did not feel confident. Thus,
rather than viewing these stubaits™ choice as an account of giving preference to
functional language use over structural language use, itis important to acknowledge
that, although learmers areby and large aware of the need for accuracy, the corflicting
demands placed on them in language production (. R. HIlis, 1994b in Chapter Two
above) means thatmany leamers have diffiaulty inputting that awareness into practice
and in converting eglicit into inplicit knowledge. Inotherwords, while the issue of
grammatical accuracy may well be very much on students® minds, they are inftially
forced tomake dhoices which, they hope, with increased practioce will gradual ly become
less and less necessary as treir accuracy levels improve.

As regards statement h. ('l do notwant  learm grammar, |justwant to be able to
communicate inGerman'), an examination of the remainder of the questionnaire ad,
in particular the elaboration of answers, surprisingly revealed that three out of the five
students who agreed with that statement (four LMLGS students and one 1BLGS student)
were in fact positive about the grammar programme. Since two out of these three
students were among the studentswho were interviened, they were asked to expllain this
apparent contradiction. Both replied thatwhi le they had found the class bereficial in
firstyear, they were anxious to see more emphasis on the practice of spoken German in
second year. One other possible explanation for this unusual combination of
agreements was provided by a fairly strong student in the questionnairewhen she
indicated thatwhi le she herselfmay not necessarily have required thiskind of grammar
exposure for her own progress, she clearly recognised the berneficial effect ithad on
many others inher group who were inneed of a structured approach. One ofthe two
students who agreed with the above statement and whose attituce towards the grammar

294



classwas on thewhole fairlynegative was also interviened. When askedwhy he
agreed with the statement at the end ofthe year, having disagreed at the beginning, he
stated that whi le he had got away with not having much grammar at second leel, inte
course ofhisyear atD CU he had realised that he had a lot of catching up to do but

wou ld prefer to continue to survive without grammar because itinvolved too much
work1l.

Answers to the next question confirm the previous results with regard to the changed
cognitive attrtuce towards grammar acquisition and gplication.  In the questiomaire,
students were asked 1fthey regarded a sound grammatical knowledge as inportant.

99% (63) stated that they did. However, aswas pointed out both in the October 1995
and October 1996 research, learmerswould appear to be unsure as to what exact purpose
treir granmatical knowledge senved, other than having to be applied in dedicated
grammar exercises and whenever accuracy was secifically requested (-, for example,
the discussion on results intzble 8.7 abowe) . Students were therefore asked to expand
on their above answers which 91% (63) did- Their responses are shown in tsble 8.28.

Table 8.28 (hultiple answers possible)

Grammatical knmvicilcc ... Answers

rel abs
is important for efficient and smooth communication 3% 24
is needed in order to achieve high fluency levels 26 18
forms the basis of the language 22 15
helps you become more confident 16 1

is needed to be accurate 9 6

As the first three answers indicate, the vast majority of learmerswould appear t©
recognise trat grammar isan integral part of language, not an optional extraand that
functional language use should not be divorced from structural language use. The
importance ofgrammar forhighﬂuency leels was specifically mentioned by more than
aquarter of the students.  These figures compare favourably with percertage rates from
the Interviens at the beginning of the year, when onlly one third of those interviened had
stated that grammar was important for any of these gaals. Two-thirds of students had

AN examination of the student's end-of-semester two written production showed that his performance
was well above the maximum error rate allowed.
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then said that the main purpose of grammatical knowledge was to help achieve high
leels of accuracy, whereas that number was down 9% (6) atthe end of the year.
These reaultswere confirmed elsewhere (., for exanple, table 8.47 below). Many of
thosewho stated that thelr elicit knowledge helped them develop increasing -
confidence added thatt thiswas so because knowing about structures took the guesswork
out of language use, again a point reiterated throughout the research. Thus students®
positive cognitive attitudes seemed reinforoed intratmore learmers appeared clearer as
1o the actual purpose of granmaitical knowledge.

To sum up, while theirhas been no increase In studets™ affective attituoes (1e. the
number of students who find grammar interesting has remained virtually unchanged),
their cognirtive attituoes towards one of the key aspects of the course have Improved
considerably. Thus more learmers than previously woulld appear to have taken on board
theview ttet, 1fthey want to become good ata language, they cannot do so without
becoming good atgrammar, irrespective of their lexical and pragmatic repertoire and
aoilities. The intermalisation and integration of this extermal ly st goal into the students”
own value system has, of course, been considered as crucially important -aswas
pointed out previously, unless students are convinced that their engagement with a
particullar task is personal ly valuable and meaningful, they are unlikely to persist in tteir
effarts.
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8.3.1.2 Confidence Levels regarding Grammar Acquisition and Application

The need for psychological seauritywas stressed above as being significant ifleamers
are toparsistatagiven task.  Students were therefore asked In the questiommaire to
indicate how cornfident they felt about their overall granmatical knowledge at the end of
year one atD CU by selecting treir answer from agiven listofansiers. Answers are

shown intable 8.2.

Table 8.29
Statement Answers

rel abs
Very confident 4 3
Confident 23 16
Maore confident than at the beginning of the year 62 43
Not very confident 10 7
Not confident at all 0 0

In October 1996, the figure of those who stated that they were confiident about their
grammatical knowledge was 32% (2), while atthe end of the year only 27% (19)
indicated that thiswas the case, adecrease by 5% (). However, a comparison revealed
that of the 5%, only one studeritwho, atthe beginning of the year had claimed that she
was confident, atthe end of the year stated that thiswas no longer the case™ ,while the
others all indicated that they were more corfident than at the beginning of the year. The
Tigure of 64% (44) who, atthebeginning of the year, had indicated they were definitely
not confident, has gone down ® 10% (7). An examination ofanswers for other aspects
of the research revealed that these 10% included a third of the 16% of students (11)
who, lateron inthe research, either openly admitted or indicated indirectly that they
were not happy with the German grammar programme. The remaining 4% 0f studens
@ were all positively disposed tonvards the class. Comparisons between all these

PInterestingly, the same student had also indicated at the beginning of the year that she found German
grammar easy whereas at the end of semester two this was apparently no longer the case. Thus, in the

case ofthis student, the perception of grammar as being fairly easy (which she must have formed in the
course ofher second level education), was not borne out at third level, resulting in aloss of confidence.
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studerits® accuracy lewels at the beginning of the year and at the end showed that these
had not changed much, some learmers having improved sligitly, while others were less
accurate but not to a sighificat degree.

The overall increase in confidence leels established in this questionwas confirmed In
other questions where this aspectwas continuously stressed as one of the most
bereficial of the entire grammar programme (. table 8.33 aswell as the elaboration of
student answers elsenhere). Htoould, of course, be argued that any grammar instruction
willl inevitably result in increased confidence levels since presumably at leest some
matters will become clearer to at lesst some stuoets. However, experience Inprevious
years, when therewas no dedicated grammar class and grammar issueswere dealtwith
on an ad hoc besis inthe language class, has shown that this isnot necessarily the cae.

In a related question, students who had indicated that they were either VEI'Y confident or
confident were asked to state the oriigin of that confidence by ticking the appropriate
box. Table 8.30 shows thelr ansiers.

Table 8.30
Statement Answers
rel abs

My confidence stems from ...
*both the grammar teaching you received at school

and the grammar classes at DCU 20 14
*  primarily from the grammar teaching at school 7 5
* primarily from the grammar class at DCU 0 0

Whi le grammar turtion at school obviously played a central part inbringing about
learmer confidence in thelir grammatical knowledge, the D CU programme was also
perceived as contributing positively to confidence leels, as isevident from the 20% of
answers above (14).

Those who were not confident were invited to expand on thelr answers in connection
wi'th the overall evaluation of the grammar class further belov. All except one student
complied.

Students were also asked to name three aspects about which they now feltmore
corfident than at the beginning ofthe year and three aspects about which they il did
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not feel confident. Answers are shown intsble 8.31 below. Some students named
fewver than three aspects (especial ly with regard to items about which they did not feel
confident), whille a few named more than three tems about which they now felt
anfident.

Table 8.31
Item More confident sall not confident
rei abs rei abs
I. Verbal phrase
1. Verb formation 49" 34 42 29
2. Tense formation 26 18 12 s
3. Mood formation 7 5 3" 23
4. Verb-noun agreement 0 0 3 2
5. Valency
+  Government of verhs 26 18 9 6
¢ "CASES 23 16 14 10
1. Noun phrase
1. Declension
« ofadjectives 23 16 2 17
* ofpronouns 13 9 1 5
+ ofarticles 12 6 7 5
+ ofplurals 6 4 6 4
2. Gender 10 7 3 2
3. Other aspects of the noun phrase 6 4 16 4
I11. Government of prepositions 4 3 3 3
IV. Syntax 28 19 9 6
1. Conjunctions and their effect on syntax 12 s 3 2
VII. Spelling 9 6 3 2
VIII. Miscellaneous (terminology, punctuation etc.) 4 3 3 2
No answer 6 4 12 8

*1 The single most frequently named item was thsformation ofregular and irregular verbs (16%6/12).

*2 27% of these named the )assiVe which had not even been touched upon.

*3 26% named the SUbjUﬂC'[iVG which was never going to receive detailed coverage and which was only
dealt with superficially.

*4 The answer is obviously too vague to decide whether students were referring to the case system or the
declension of cases or a combination ofboth. Since it is assumed that the system was the less well known

ofthe two aspects at the beginning ofthe year, the item was included under valency.
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Notwithstanding the percentage rates for two 1tems which were erther not covered atall
inthe grammar class (the passive) or not covered in any great cetail (the subjunctive)
and were included by a sizesble number of studerts in the listof items about which they
dtill did not feel confident, answers show that confidence levels with regard to the vertbal
phrase have gone up quite considerably. Almost fifty percent of students (34) stated
that they Teltmore confident about the aspect of VErDTOrmation and tre iissue of Verb
valency and the case system.

As regards the noun phrase, the biggest increase in confidence levels occurred with
regard to adjectival endings, the figure forwhich was up by 23% (16), although 25%
(17) stated that they il lacked confidence regarding this feature. Another areawith
regard towhich students stated a significant increase in confidence leels isttat of
syntax, including the use of conjunctions (+404/27).

Students were asked, with regard to areas inwhich they lacked confidence, to indicate if
they knew how to go about working on these points. 86% of students (89) answered
that they did, while 4% Q) stated they didrot. 10% (7) did not answer this question
(@bout three quarters of these had not indicated in the previous question that there were
any poirnts about which they feltnot confident and therefore obviously did not answer
this fol lov-on questian).

twould thus appear ttat, according to the learmers™ own perogptions, the grammar

programme contributed to an increase in learmer confidence leels.
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8.3.1.3 Students'Reaction to the Programme's Emphasis on Selected Learning
Strategies

The following question sought to establishwhat specific impact the German grammar
programme had students® affective, cognitive and metacognitive conceptions and needs.
In the questiomaire, students were again asked to agree or disagree with a listofgiven
staterents. Answers are shown intable 8.32. Figures for 1996 are also shown.

Table 8.32
Answer Agree Disagree Neither/nor No answer
Statement 97 '96 97 % 01 '96 01 '96

. rel  abs rel S 1 ADS ket S et DS et ADS e ADS ket AbS
a. Itis agood o 69 67 46 o o o B o o T 5 o o 4 3
idea to have a
separate
grammar class
atthird level
b. Grammar g 5% 6 4 B 9 B . o+ 4 B u o o 3
classes should
be conducted
ma|r|1.lyhthrough

Eng IS

¢. Students 80 55 8 5% B 9 - 4 7 5 & 4 o o T 5
should be made

familiar with

?ram.matlcal

erminology

The number of studentswho approve of the concept of agrammar class at third leel s
up by more than 30% (21) compared to the beginning of the year. Itoould, of course, be
argued that thiswas one of the most obvious opportunities for students to agreewith a
statement in order to please the course desigers. However, answers 1o subseguent
questions aswell as overall comments would suggest that studerts were honest in treir
agreement with at lesst the concept of a separate grammar class, finot with every aspect
of implementation of the current class.

Although questionb.was phrased sligitly differently in the previous questionnai re13 ,the
vast majority of studerits would appear to have welcomed the fact traet grammar classes
were conducted primarily through the students™ native tongue. The rate for the role of
terminology isunchanged. As will become obvious further down, the type of

terminological knowledge introduced in class did not meet with universal approval .

BThe previous wording was "A ll grammar should be explained through English or Irish".
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The next question in the questiomaire asked students to state 1fthey had found the
grammar class mainly helpful or mainly uhelpful. 96% (66) stated they had found it
mainly helpful and 4% (3) indicated they had not. An examination of the answers inthe
remainder of the questiomaire showed trat, while most of the aforementioned 96% of
students (66) were indeed disposed positively to very positively tovards the class, an
additional 12% of students (8) tumed out  be aitical to a degree thatwou ld question
the overall leel of benefit they purport to have drawn from the class. Out of these, half
(= 6%/4) were studentswho claimed to have covered grammar extensively at second
level and who could be classified as fairly strong to strong students.  Although not
openly opposed to the class, these students did not appear to feel the urgency of its
existence for themselves.  Further investigations showed that, with regard to two of
these students, the class cotent was indeed amere revision of tems that had been
covered in some detail at school, while the other two revealed gaps ofwhich they
themselves were obviously unaware, as evident in both their elicitknowledge leels
and accuracy leels inperformance. Of the other studerts, three (=4%) clearly
appreciated the concept ofa grammar class but articisd that the current one was not
basic enough, leaving them trailing behind the rest of the class. The principal critician
ofthe remaining student concermed not the cortent, but the classroom methodology. To
sum uwp, whille 96% of students (66) claimed to have found the class mainly helpful, the
actual percentage figure of those whose overall attitudes towards itwere genuinely
positive iscloser to 84% (3B).

Students were also given a listof statements and asked to tidk those with which they
agreed. Studentswere told they could tidkas many itens as they liked. Lista
contained aspects which students may have found helpful about the grammar classwhile
Iistb. contained aspectswhich they may not have found helpful. Whi le listb. had
originallybeen intended to be used by those students who found the grammar class
mostly not helpful, and those who found ithelpful were supposed tomake attcl
comments further down inthe questiomaire, the listwas also used by 49% of the latter
(GDH14. Students thus used column b. as an opportunity to voice points of critician of
the classwhile approving of itowerall, asbecame obvious inthe remainder of
questiomaire. The number ofanswers given by those 49% of students (34) in It

WThis problem had not been anticipated since it had not arisen in the course of the trial ran.
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a outnumbered those in listh by 2:1, inthe case of IMLGS and IBLGS, 31, inthe case
OofALFG, ALGS and IMLFG, and 4.5:1 intre case of IBLFG. Inotherwords, the
number of class aspects which were perceived as positive far outweighed those which
were perceived asnegative. Thiswas also the case for the 12% of students () who in
the remainder of the questionnaire proved to be quite negative about the programme.
Tables 8.33 and 8.34 show the resulits for Iistsa. and b. respectively. Students were also
asked tomake any additional comments they wished; 41% (28) did.

Table 8.33 (Lista.)

Statement ALFG ALGS INMLFG INLGS IBLFG IBLGS Total
rel abs rel abs rel abs rel abs rel abs rel abs rel abs

1leamt rules of 89 7 80 4 100 12 8 8 9@ 13 70 7 8 6l

which 1was not

aware

1would not have 68 13 100 5 75 9 78 7 @ 13 70 7 78 54

been able to figure
out all grammar
E)omtsb myself
thelped me become
more confident in my
use of German
| got an overview of 74 14 80 4 67 8 89 8 43 6 0 4 64
German grammar
It was a constant 74 14 20 1 67 8 2 2 77 10 9 9 64
reminder of the
importance of

rammar

Ithou?hnknew 47 9 40 2 58 7 4 4 57 8 8 8 55 38
most of the rules, the
grammar class was a
good chance to be
reminded of certain
?rammarpomts _
t gave me the basis 53 0 4 2 2 5 3 3 8 12 3 3 5 35
forwork I did outside
the class
Althou?h I knew
most of the rules, the
grammar class it was
agood chance to
revise the grammar
I did not do much 42 8 40 2 50 6 44 4 3 5 30 3 4 28
grammar at school

~

4 14 80 4 92 n 67 6 71 10 70 7 75 52

w

7 7 40 2 58 7 78 7 43 6 60 6 51 35

As Iscbvious from the above answers, the classwas perceived as helpful on all three
levels under investigation, socio-affective, cognitive and metacognitive. Among the
88% of students (61) who claimed that they learmit rules ofwhich they had not
previously been aware were those who, on the evidence of their answers inthe

remainder of the questionnaire aswell as treir performance throughout the year, would
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have to be considered as having possessed a fairly sound grammatical knowledge prior
toentry iIMoDCU. More will be said about thispointbelov. A clearmajority ineach
group also stated that they would not have been able to figure out all the grammar points
by themselves. As an examination of students® expanded answers showed (seebelow),
the primary berneficial effect of the class with regard to rule knowledge was not so much
that learmers® declarative knowledge had been extended (although ithad) but that they
had grasped the rationale behind rules, thus alloving them to apply these rules inan
analytical and structured manner intheir language use. These comments were reiterated
by studerits who were interviened.

A clear mgjority in each group stated that the class had hellped them become more
confident intheiruse of German, thus reiterating earlier statements discussed In Section
8.3.1.2. Itshould be poirnted out in this cottext, that out of the IMLFG group which, at
the beginning of the year, had by far the highest number of students statirg that they did
not feel confident about German grammar, 92% of students (11) stated that the grammar
class had increased their confidence inthe overall use of German. As regards having
gained an overview of German grammar, amajority of students in four out of the six
groups indicated that the class had indeed helped them iIn this respect, while in the other
two groups (IBLFG and 1BLGS) sligitly less than 50% stated that thiswas the case (6
and 4 respectinvely). The next point (ltwas a constant raninder of the importance of
grammar’") was again judged to have been a beneficial aspect by a clearmajority in four
groups, butwas rated very lowly inboth ALGS and IMLGS (20%/1 and 22%/2
respectively). Figures also varied considerably for the next item ('ltgave me the besis
forwork 1did outside the cless”). IBLFG and ALFG are the only groups fromwhich a
majority of students stated that they saw this as abenefit of the dlass. The average
figure of 51% (35) s a disappointing result, considering the emphasis which teachers
had put on the Importance of independentwork. This pointwill be considered inmore
detail below. As regards the two statements startingwith “"Although 1 knew most of the
rules, ...", itshould be noted tratmany studerts would appear to have ignored the first
part of this clause, as became obvious when approximately 40% (11) of thosewho had
stated that they had not done much grammar at school ticked one or both of these
Statements.
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Wi'th regard to the last item, itis interesting to note thet, at the beginning of the year,
only 20% of students (14) stated that they had not done much grammar at school,
whereas at the end of the year a further 14 students realised thetwhat they had
considered as a “fairly strag”/"stray /" \very strag” emphasis on grammar at second leel
was, with hindsight, less strong than they had perceived itto be at the end of the senior
ocle. Altermatively, theymay just have realised that there ismuch more to grammar
leaming than they had assumed. The increase occurred in five out of the six groups,
with figures for ALF G students unchanged from the beginning of the year.

As was pointed out above, judging by the comments ofthe 41% of students (28) who
made additional comments, the single most important benefitwould seem to have been
the clarification of fuzzy notions inthe course of the grammar classss. Almost halfof
these 41% of students stated that aspects of German grammar which had previously
confused them and about which they had been unclear were explained in such amaimer
that al loned them to understand the under lying structures and to gain insights into how
the systemworked. As two students put itinthe interviens, because of the grammar
class "'grammar makes more sens2''. All 41% are among the 88% (61) listed intable
8.33 above who stated that they leamt rulles ofwhich they had not previously been
avare. As was pointed out in relation to table 8.33 above and as also became evident
Trom results presented below, this intum contributed to a sense of increased confidence
among many students. Other ansiers, given by individual students, stressed that the
grammar class had provided not just the kesis, but also the motivation forwork outside
the classroom (16%/11), thet ithad familiarised learmers with previously unknown
terminology and that their grammar knowledge had been expanded considerably.
Several students pointed out that the non-threattening atmosphere in class had
encouraged them to ask questions (one of the social strategieswhose use was constantly
encouraged) without feeling Inedequate. A few students allso mentioned as helpful the
fact that the cllass had provided and encouraged constant practice and one student
pointed out that ithad helped her learm not just from the teacher but also from other
students (e.g- how to recall and apply rules etc.).

As pointed out above, cortrary to the instructions in the questiomaire, 49% of students
&, most ofwhom were clearly satisfied with the grammar class on the whole, used Ist
b. towoice theirpoints of ariticisn. Table 8.34 shows thelr answers.

305



Table 8.34 (Listb.)

Statement Answers

rel abs
| did not understand what was being explained because ofthe 30 21
terminology , .
| did not understand what was being explained because | 23 16
mgl_selfdld not put enough work info it
I did not understand what was being explained because we 20 14
went throu?h things too fast
Other people knew so much more than me 16 1
Most points had already been covered at school 12 8
I did not understand what was being explained because . was 4 3

afraid to ask questions

Other 1tems in this Iistwhich were not ticked by any learmerwere:

= My grammar isfire/l have no problemwith grammar

= 1 could have gone over the rules by myself

= 1 did not understand what was being explained because of the examples used

< 1did not understand what was being explained because the rules were not explained
Clearly

As isaobvious from the table and as willl be confirmed even more emphatically further

below, granamaitical terminology constituted amajor difficulty for a substantial number

of students. An examination of the remainder of the research results reveals that a third

ofthose studentswho confessed to finding terminology a genuine burden are students

who both have a good to very good knowledge ofterminology (as demonstrated in

Section 8.2.3) and high accuracy levels in production output (as indicated in Section

8.2.4). Thus, their aversion of terminology wou ld not appear to have adverse effects on

actual knowledge or performance leels. Hsuse, however, creates considerable

psychological barrierswhich could have a potential ly discouraging effect on their

motivation. Helping students to overcome this aversion thus cortinues to be a challenge

for course designers and teeders.

Looking at the resulits for the statements regarding not having put enough work into the

grammar aspect of the course and the critician trat things were rushed, Itis interesting

1o note that two-thirds of those who articised the latter also mentioned the former. This

is a clear indication -although one ofwhich learmers may not be aware -that, unless

students apply themselves and work on a regullar kesis, the pace of the grammar class

will more than likelybe perceived as being too fest. As regards the statement of "'Other
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people knew so much more thanme', an examination of the remainder of the
questionnaire showed that, with one exception, studentswho had given this answer were
quiteweak intreir overall performance. However, when comparing the results for this
question with student answers regarding treiroverall level of confidence regarding
German grammar (gs reported above), itemerges that two thirds of these students feel
more confident about their knowledge lewels at the end of the year than at the
begiming. The four percentwho stated that they had been afraid t ask questions also
stated that they had not put enough work into the course which might at lesst partly
explain their inscaurity.

Students were again asked to make any additional comments they wished. Four out of
the 49% of students (34) who had articised individual aspects did so (=6% owerall).
Terminology was again mentioned as aproblem, aswas the view that the grammar class
had not always been besic enough. One difficultywhichwas rerterated by a sighrficant
number of students inthe IMLGS and IBLGS class invarious parts of the questiomaire
and inthe interviews concermed the issue of time-tabling. The groups (who were taught
together) had their double period German class at the end ofwhat was considered to be
a fairly strenuous day (four hours of lectures inarow, an hour for lunch at 1 pm,
followed by a double period of German from 2-4 pm). According to the two members
from that group who brought up the difficulity in this connection, class discussions about
thisproblem had shown that the majority of students were simply too exhausted 1o gain
max imum benefit from the grammar cless.

As was also pointed out above, four percent of students stated thet, overall, they had not
found the grammar classhelpful. These students were, firstofall, asked to indicate
their answers in the listof given statements and then also make additional comments if
theywished. All named as one of the difficultiies the perception that other people knew
more than themselves. They also said that they did not understand what was being
taught because rules were not explained clearly and because they did not put enough
work into the class themselves. Two out of the three students also artticisd that the
pace had been too fastwhi le one stated that she did not understand what was being
explained because she was afraid to ask questions. In an elaboration on their ansiers,
two of the three students rerterated that they were out of their depth because ofa
caombination of factors such as not having done much grammar at school, not putting in
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thework themselves, ahigh degree of inssaurity, all ofwhich resulted innot being able
to keep up with class eats. Inthe interview one student also pointed out that she
"“freaked* when she saw the listofterminology in the October 1996 questiomaire.
Another student added that she regullarly lost concertration after the first thirty minutes.

As mentioned above, studerts who had approved of the grammar class were origirally
supposed to voice their criticisnunder aheading which now followed and which read "1
found the grammar class helpful but ../ 61% (42) out of the 96% of studerts who had
found the grammar class mainly helpful used this opportunity to air their articisn. The

main points of criticisn are shown intable 8.3%.

Table 8.35 (nultiple answers possible)

Statement Answers
rel abs
There was not enough practice in the classroom 19
The pace of the class was sometimes too fast 10
The class was sometimes too basic :
The class was sometimes not basic enough 7
The terminology was off-putting . . T
There was not enough time to go over the material outside the 4
classroom
Students should have been encouraged to do more work 4
outside the classroom _
Not enough examples were provided 21
3
3
3

—
w

Too much homework was given

Not enough homework was given

Not enough work was put in by students themselves
Apglymg explicit knowledge in free production is the main
problem

NONN O w cLOTOT I

The lack of iInclass practice (Which, aswas pointed out in Chapter Seven, could not be
increased for time reasons) isthus the most freguently named negative aspect of the
diass. As isalso obvious from the ansiers, goart from those students who were
identified as being indirectly negatively disposed because they perceived the class as not
being sufficiently basic (4%3), anumber of additional students confessed to finding it
diffiault to keep up with the class pace and 1o take inthe content at the level atwhich it
was explained. These resultswere confirmed by students inthe interviewwho, with
reference to treir classmates, observed that some of them had been struggling
throughout the year. Although the class had been designed In such amanner that
allowvances had been made for the lack of In-depth knowledge of even the most besic
oconcepts, some students sl failed to grasp these besiics. On the other hand, several
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other students stated thet, for them, the classwas at times not sufficiently advanced,
wi'th one student adding that thiswas the case only at the beginning of the course.

These students were not identical with those students, mentioned above, who had
indirectly ket itbe known tret, for them, the overall class had not been sufficiently
challeging. Interestingly, records showed trat, with two exoeptions, class attendance
of those students who erther attacisad the occasional lack of challenge or the overall
non—chal lenging nature of the grammar classwas most regular throughout the year-.

A number of studentswho pointed out that they sometimes perceived the class as too
basic also stated that they appreciated the class as a consolidating class inwhich they
were familiarisedwith some new structures. Both agpects, revision and acouisition of
new rules, were also stressed as positive In the interviess, by these and ather strong
stuents. When asked to give examples of the new features they had learmit in the
interview, students named the use of"'werden®, adjectival endings and relative clausesis.
Thus, the concept ofvalency was by no means the only course novelty, not even for
Tairly strong students. A number of strong students also recognised, both inthe
questiomaire and Inthe interviens, the benefit of the class for those who had not shared
the same grammar background as themselves and who, insome cases, were not familiar
withwhat iscommonly considered tobe “trebesics™16. Two students in the interview
described the significance of the grammar class as giving all students, regardless of treir
backgrounds, "afairchance™. As one ofthem put it **Some people did grammar at
sdhool, others didh™t, sowhen the teadher explains things in an actual class, you know
that at lesst everybody s exposed 1o the same grammar teaching. What you do with that
information isup toyou’. The other student added that exposing everybody to the
same rule knowledge was important because all studerts were expected to reach similar
standards.

As regards the remaining answers, not surprisingly, terminological knowledge was
again mentioned as a nuisance, rather than recognised as a hecessary and ultimately
useful wol. Some of the other answers would suggest that designers and teadhers are in
ano-win situation - should they have asked students to do more work outside the

BHOne student stated that she always used the nominative case in relative clauses.

BIn the interview, avery strong student admitted that she burst into a laughter when, at the beginning of
the year, afellow studenttold her that she was unfam iliar with the declension of the definite article ('she
had never heard of ‘der’, 'den’, 'dem).
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classroom or less, should they provide more homework or less? There are, of course, no
easy answers to any of the above isses. However, all responses were carefully
considered in the revision process for the acurrent programme.

In a firal question relating to the content and Implementation of the grammar cless, all
studerits were asked to make any comment theywished with regard to the class. 33%
@) of all 69 students responded to that reguest. Answers are shown intable 8.36.

Table 8.36 (rnultiple answers possible)

Statement Answers

rel abs
The grammar class worked well 12 5
The grammar class consolidated my knowledge 7 5
The examples given were helpful 6 4
The handouts were useful 4 3
The class was well structured 3 2
The grammar class should be continued throughout the course 3 2
Individual students should be made answer questions, notjust 3 2
the entire class
The class was well-placed on the time-table 1 1
The student presentations were good . 1
Using a grammar book would be better since the handouts are ~ » 1
easily lost
Two hours of language classes per week are not enough . 1
The explanations were clear : :
The class gave directions on how to study and how to 1 1
improve language skills
The lecturer should always check that students have grasped - 1

the rules

12% (B) of the attire student cohort expressed treir satisfactionwith both the cortent
and the implementation of the dless. 7% (B) overall stated thet, although the cllass for
them had been mainly a revision class, they had enjoyed itnonetheless because ithad
consolidated the knowledge acquired at school.

Returning to the issue of terminology, which had been identified as a source of
difficulty intable 8.34, this difficultywas further confirmed in the answers to the next
question inthe questiomalre. Students were asked how important for them personally a

sound knowledge ofterminology was. Answers are shown intable 8.37.

Table 8.37

Statement ALFG ALGS IMLFG IMLGS IBLFG IBLGS Total
rel abs rel abs rel abs rel abs rel abs rel abs rel abs

Important 89 i 80 4 67 8 67 6 64 9 60 6 72 50

Not 1 2 20 1 o 33 3 36 5 0 4 25 i

important

No answer 0 0 ) 0 17 2 0 0 0 0 0 0 3 2
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Although the mgjority of students wou ld appear to have accepted that terminological
knowledge is of importance to them personally, a sizesble minority disagreesly.
Support among students of Applied Languages™ is strogest. This isperhaps not
surprising, inview oftheir exclusive dedication to language studies (as opposed to the
interdisciplinarity of degrees such as IML and IBL). Table 8.38 shows the arguments
studertts named either for or against the tem.

Table 8.38
Arguments named bv those in favour Answers
. . . rel abs

Terminological knowledge is needed
¢ aSametalanguage 23 16
* {0 improve the %ener_al grammar awareness/to have a

basis for understanding rules 16 1
« forindependent work/research 14 10
* ifyou want to teach the language 4 3
Terminological knowledge in one language helps when 6 4
learning other languages
Arguments named bv those against
Understanding the concept is more important than knowing 13 9
the terminology _
Terminology 1S confusing 6 4
Terminology is just the fancy jargon 3 2
[tis only important if you want to teach the language 3 2
No answer 12 8

Those who have 1dentified argurents in favour ofhaving a sound terminological
knowledge would appear to have taken on board the rationale for the need of
terminological knowledge put forward inthe grammar cless, ie ttat, by and large, this
kind ofknowledge isnot conceived as an end In rtseifbut a useful tool inthe analysis
and discussion of declarative knowledge aswell as in the pursurt of independent work.
However, as answers from those arguing against itdemonstrate, a considerable number
of learmers sl perceive terminology as an unnecessary burden which, to them, diverts
attertion away from the real isse, the grammar nt==lf.  leshould perhaps be emphasised
at this point that none of the lecturers involved inteaching these groups considered thelr

I7The number of students who in aprevious question had agreed that terminology was important was
slightly higher than in this question (80%6/55, cf. table 8.32).
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own use of terminology In the classroom as excessive and none used terms which were
not listed intzeble 6.1. But, mtwould agpear, even basic terminology inmoderate doses
exceeds the acceptance levels of quite anumber of students. The above arguments were
reiterated by students in the interviens.

Tuming to another isse, aswas pointed out in Chapter Seven above, the original
programme had envisaged that students take over some of the classes and go through
grammar topics with their pears, with the teacher watching from the sicelire. As was
also pointed aut, due t logistical diffiaultaes, this scheme was eventually only In
introduced Inone group, ALFG. Members ofthat group were asked inthe questiomaire
for their reaction to the scheme. Choosing from a listof ansiers, the overwhelming
majority (79%/15 out of 19) stated they found student-led classes “relpful” or “sshelpful
as the teeder s presatatios™. 11% (@) said they found them “lkesshelpful® and five
percent each (L student each) found them “rothelpful® and “"more helpful than the
teader™s presgtatios”.  Responses would certainly encourage an introduction of the
scheme on awider scale.

As was pointed out in Chapter Seven above, regular production output constituted an
esstial element of the grammar programme. This was to foster the use of analytical
slls and eplicit rule knowledge which, mtishoped, will become proceduralised with
regullar practice (. Section 2.3 above). Written assignments were given on aweekly
besis 1inorder to help students procedural ise previously acquired knowledge and
strategies. Inthe questiomaire, studentswere asked for their reaction to the marking of
wriitten assignments, both inthe diaries In semester one and in the essays In semester
two. As will be remembered, errors in studert work were marked and subsequently t©
be corrected by students themselves.  In semester two, studentswere only allowed to
hand up anew piece ofwork Ifthey had handed up corrections of the previous work.
Students were asked to indicate ifthey found this system helpful, corfusing or not
helpful and also to state ifthey were not sure of their gpinion.  Responses to this
question are shown intable 8.30.
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Table 8.39

Statement ALFG ALGS IMLFG IMLGS IBLFG IBLGS Total

rei abs rei abs rei abs rei abs rei abs rei abs rel  abs
Helpful wo 19 60 3 61 % 5 n w40 4 49
Not sure 0 0 0 5 : 22 2 “u 3 W o
Confusing 0 0 o 0 m o wooa 7 : o1 7 5
Not helpful 0 0 0 o o 0 1 . 0 0 20 2 4
No answer 0 0 0 0 s 1 0 o 7 1 0 0 3 2

There s clear overall support for the scheme, although there are noticeable differences
between individual groups. The scheme was better received among students studying
French/German language combinations than among those studying German and
Soanish. Students were asked to give reasons for trelr ansners. Responses are shown
in table 8.40.

Table 8.40 (hultiple answers possible)

Categories Answers
rel abs

1 Herpful because

*you had to confront your mistakes and weaknesses o 45 o 3
*you leamt from your mistakes and subsequently tried to avoid

making them again o 2% 18
*  ithelped you understand your grammar mistakes 19 K
* | became more aware of grammar rules 4 3
*you are constantly revising your grammar L ¢ 3
* . tried outnew structures in essays 4 3
é it makes you try to avoid errors in the first place o 4 ¢ 3

. Not sure *1 hecause

+ time pressure and workload were enormous ¢ 3 L
* sometimes the source of the error was unclear ¢ 3 LI
* 1 did not leam from my mistakes this way T L
4. Confusing because of
« terminology used o 4 ¢ 3
* time pressure and workload LI T
5. Not helpful because of
*time pressure and workload o 4 ¢ 3

*1 Half of those students who stated they were not sure did not give reasons for their answers.
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As was pointed out in Section 2.3, asking students to use their elicit granmatical
knowledge is rather futile ifstudents are not convinced of the need to monitor treir
accuracy levels and to act on feedback inthe firstplace. Hwould appear from the above
answers that the current student cohort recogniised the importance of both dbjectives (e
the need to monitor and the need to reect to feedback).  Students would appear to have
appreciated theway Inwhich the scheme obliged them to reflect on their grammar
errors, rather than alloving them to gloss over them. These results thus confirm
research theories preserited in Chapter Two where the importance of regular and suitzble
feedback regarding an irdividal™s performance was stressedby both Need theories

(. Oxford and Shearin, 1994) and (0al-Setting theories f. Locke etal., 1981).
However, itisunclearwhether the 45% of students (31) who stated that ithelped them
confront their weaknesses and mistakes saw the primary benefit of the scheme as
alerting them to ervor occurrences after they had produced treirwork or increesingly
during production output (as originally intended by the course desigers). The ratioale
behind the scheme may thus need to be emphasised even more strongly in future.
Several students in the interview confirmed the usefulness of the system, with one
strong student pointing out that ithad finally forced her to pay attertion to matters
which at second level she used to igore, such as, for instance, plural endings.

Time pressurewas the main reason quoted by thosewho stated they did not benefit from
the scheme.

Results 1o the previous questions were confirmed subsequently when, inanother
question inthe questiomaire, leamerswere asked to statehow they applied their
knowledge of grammar when speaking, writing, reading, listening inGerman. Leammers
were provided with a IistofFanswers from which to choose and were also invited to

make additional comments. Their answers are shown intsble 8.41.
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Table 8.41 (multiple answers possible)

Statement ALFG ALGS IMLFG IMLGS IBLFG IBLGS Total
rei  abs rei  abs rei abs rei abs rei abs rei abs rel abs

Itlry torecall grammar 89 17 80 4 67 8 56 5 ¥ 13 5 5 7B 52

rules

lgobythe 6 3 80 4 KCI 67 6 29 4 5 5 3B 26

'sounds/looks right’

principle

| do not think about 5 1 20 1 17 2 0 0 0 0 0 0 s 4

grammar at all

No answer e 4

The majority of students claim to at lesst try to recall grammar rulles in language use, a
result confirmed in the interviens when students stated that they tried to use whatever
knowledge they had acquired inthe grammar class intheir productive ad, to a lesser
extent, their receptive sdills. However, some ofthose interviewed added that constantlly
remembering egplicit rules was so novel that ittook some gettingused to. Some also
pointed out how difficult itwas to change one”™s habits after five years of 'getting away
with murder’’, gramatically speaking.

Almost 40% of students (26) stated that they rely on their inturdan, halfofwhom
clarifying trat they did so mainly when SPeaking the foreign language and/or when they
were unsure of the rules. This is confirmation of the observationmade inconnection
wi'th table 8.27 above tet, tomany leamers, oral production is such a daunting task that
itcannot essily be married with accuracy, at lesstnot in the initial stages.

19% of students (13) indicated that they used a combination of grammar rule retrieval
and inturtion at all times, while 6% (@) stated that they did not think of grammar at dll.
Al 6% specified that thiswas the case with regard to [eCeptive skills, while one
indicated that she also did not think about grammar inher oral production. 13% of
students (9) made additional comments with regard to the issue of trasfer. Most stated
that they referred back to notes and books, whenever possible, whi le others indicated

they tried to remember previous examples or rules that had recently come up inclass.

In order to assess the overall impact of the grammar programme in the transition
between second and third leel, studentswere asked, Inthe questiomaire, ifthey
believed trat they wou ld berefit from this year™s grammar class in the long run, for
instanoe, by using some of the class notes for revision.  Students were asked to expand
on their ansrers. Answers for the firstpart of the questiion are shown intsble 8.42.
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Table 8.42

Statement ALFG ALGS IMLFG IMLGS IBLFG IBLGS Total

rel abs rel abs rel abs rel abs rel abs rel abs rel abs
Yes w0 19 80 4 100 12 100 9 wo 70 1 94 65
NO 0 0 20 1 0 0 0 0 0 0 30 3 6 4

The ALGS studerntwho answered "ro” to this question commented thatwhi le shewould
definitely benefit from the class inthe long run, she found the notes not useful and
would have preferred towork from abook such asHammer's German Grammar and
Usage. The 30% of IBLGS studentswho answered in the negative aremade up of three
of the students who were either openly or indirectly negatively disposed to the entiire
programme. All three focused on the notes, stating that they lacked detail and structure
aswell asbeing full of awkward and corfusing terminology. One studernit commented
that classes had not been given innote-taking form and itwas therefore impossible 1o
recall what was being done. Htwould appear that he was unaware of the handouts which
had formed a regular feature ofmost classss. When examining the attendance I, it
emerged that this student had attended less than a third of all grammar classes.
Interestirgly, the number of o™ answers does not include two of the students who had
previously openly adnitted that they had not found this year™s grammar class helpful .
One of these two stated that the class had made him realise that he needed towork much
harder athis grammar .

Table 8.43 shows the reasons named by thosewho answered “es™.
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Table 8.43 (multiple answers possible)

Reasons Answers
rei abs

1. The class notes are useful

« forreference and clarification purposes, especially in written 49 34
. St % .
2. The class provided a solid grounding in grammar 29 20
3. The class made me realise the importance of grammar i 12
4, The class consolidated my knowledge 12 .
5. 1learnt many new points of grammar 10 7
s. The class made me more confident 10 7
No answer 7 5

The class notes wou ld appear to have beenwell received by amajority of students.

Most of those who commented on the notes stated that they found them very clear and
1o the point. Points 2. and 3. confim that a sizesblle number of leamers appreciated the
remedial nature of the class as well as recognising the role of grammar inthe overall
language leaming process, while the consolidation and the acquisition ofknowledge
were also emphasised by some studaits. Several students added again that the class had
made them more confident intheiruse of German. Two students also indicated that the
terminology they leamt in the course of the year would be invaluable to them inthe long
run. One studentmerely stated that “'any help isalways grately (SiC) acoepted''.

Firally, students were also asked what advice they would give to the course desigers.
39% of students (27) took this to refer to the entire German language course. Out of
these, 25% (17) suggested some changes to certain aspects of that course, such as the
selection of topics, the content of the civilisation cliass, the introduction ofmore
language classes efc.. A small number of students proposed that a stronger emphasis be
put on oral work (= 3w2), suggesting that an oral practice class could altermate with the
grammar class every second week or that the grammar class could be divided up into
halfgrammar, halforal work. 14% (10) suggested that not only should the German
course structure remain exactly as s, but it should also be copied by one of the other
language departments. The way grammar had been handled was singled out as the main
positive aspect by these students.  Other, specifically granmar-related comments are
listd intable 8.44.
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Table 8.44

Statement Answers
) . rel abs
The grammar class should remain exactly as it is 29 20

(including the homework and correction system)

The grammar class should start with the very basics 6 4
There should be more in-class practice 6 4
Introduce a(‘jgrammar clinic' 3 2
There should be more emphasis on grammar work 3 2
outside the classroom
Give more advice on grammar books . .
Use less terminology at the beginning . . 1
Give students an introduction to the ferminology using ~ » .
English grammar
Give more essay . . . .
Keep reminding students of their weak points 1 1
Reabslsure students to contact lecturer if they have a . .
roblem

ither use Hammer ?rammar orput handouts inabook - .
so that people don't Tose them .
Have one revision class for students in second yearbut . .
after that it is up to the students themselves
fBe abit clearer as to what all the photocopied notes are ~ » .
or
Assign a German student for a group of 3 Irish students  + :
Bear in mind our workload . .
There should be more emphasis on grammar . .

As isobvious from the range of responses, students chose to comment on quite a
number of Issues about which they had strong feelings. All recommendations for course
modifications were carefully considered inthe overall programme assessment.

The interviens confirmed that the German grammar programme was perceived by the
majority of those interviened as being most helpful in the transition between second and
third level education. A third indicated that they themselves (and others) had
appreciated the grammar course as having provided learmers with both a structure and
clear aim towards which they knew they had to work both inside and outside the
classroom. According 1o these students, the grammar class had ensured that regular
leaming took place, alloving learmers to get into a rythm.  As one student put it *'You
know where you stand inGerman, you can measure your progress'’. This viewwas
echoed by anumber of students studying the French/German combination. Many of
these students stressed that the grammar instruction received in German was perceived
as positive compared to their other language where therewas littleemphasis on elicit
grammar instruction and where students were expected towork on theirgrammar skills
by autonomous learming means.

All students were asked r1fthe class should not have been devoted to some other
language leaming agoect, and ifthey should not have been asked towork on their
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grammar independently, now that they were atuniversity. The weaker students stated

categorical ly that they wou ld not have been ablle towork through grammar without the

help of a tutor since they needed both "eqart” explanation and the opportunity to clarify

matters by asking questions. Other students said that, while, intheory, they could have

worked on revising and improving on their granmatical skillsby themselves, Inpractice

they would inall likelihood not have done 0. The argument put forward by these

studentswas summed up by one of them who observed that “"grammar isthe kind of

thing thet, Ifyou were to do iton your own, you justwouldn®t do it You alsoneed tobe

reminded of itall the time, otherwise you forget how important itis’. However, far

from viewing the grammar class as an extension of the spoon-feeding towhich they had

grown accustomed at second leel, students stated that they were also aware that the

onus to study and improve ultimately restedwith them. Thus the concept of the class

acting as a guideline and pivotal point, but not as sufficiet in itselfwas clearly

recognised, intheory at lesst (as students were equally quick to adnit). That this

recognition did not automatical ly traslate into practice became obvious elsewhere (-

tables 8.48 and 8.49).

To sum up, the majority of students would appear to have perceived most aspects

regarding the cortentt and implementation ofthe grammar programme as helpful, while

aminoritywas either unhappy with certain elements or with the class in general .

Among themain berefits would appear to have been the folloving:

1. on ametacognitive tewt:

= the structured guidance to grammar acquisition and gpplication

= the provision of regular output practice

the corrective feedback system

2. on aCOQNItIve lewl:

= the clearing up of"fuzzy notios® regarding German grammar and the use of
analytical salls inworking out structures logically

the recall of grammar rules inproduction

The single most unpopullar aspect of the programme on both a cognitive and

metacognitive level was the use of terminology.
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Students stressed repeatedlly that the assistance received on a cognitive and
metacognitive leel had a positive knock-on effect on another aspect which was
considered to be of crucial importance, the building up of confidence leels.

As regarts the use of specific soeial/affective strategies, the opportunity to ask
clarifying questions was named by some students as positive, whi le group work did not
appear 1o have been recognised as amajor Tecilitating fector, thus confirming
observations made In Section 2.3 above.
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8.3.2 Levels ofStudent Awareness ofLearning Responsibilities and their
Implementation

As was pointed out previassly, the acceptance of respansibility forone’s leaming
progress must be seen as one of the ultimate aims of all third level education. This
section examines towhat extent the subjects under examination have not only accepted
the above goal of assuming resposibility but what steps they have taken in order t
implement this aspiration.

At the beginning of the year, the majority of students had indicated in the interviews
that they were well aware of the increased responsibility for their own language leaming
progress anarting them at tird leel. Results 1o the next question confirm thet, in
theory at lesst, students have fully taken on board that tesk.  Students were asked t©
name the two parties they believed were responsible for their language leaming

progress. Answers are shown intable 8.45.

Table 8.45
Statement Answers

rel abs
Firstly myself, secondly the lecturer 81 56
Firstly the lecturer, secondly myself 10 7
Responsibility is shared between myselfand lecturer 4 3

The next guestion sought to establish Ifstudents felt trat, intreir firstyear atDCU, they
had learmthow to go about working on their language skills independentlly and
efficently. Students were asked to tidk one of the responses shown in tablle 8.46.

Table 8.46
Statement Answers
rel abs
Yes . 28 19
Not yet but getting there 35 45
0 2
1knew how to go about Ihis from my secondary school 4 3

Students who answered “es” were then asked to statewhere they had developed their
independent leaming sdlls, whether in both treir language classes, mainly in treir
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German language class or mainly intheir other language cless. 12% (8) stated that they
leamt itin both their language classss, while 7% (B) stated itwas mainly in treir
German class. 1 student indicated that itwas mainly inthe other language class that she
had learmt about independentwork and 12% (8) did not answer this question.

Thus, as exected, formany students the transition from being spoon-fed at second leel
1o adapting to the need to take responsibility of their leamiing efforts proved to be
Tfraughtwith diffiaulty. Not surprisingly, therefore, a mgjority of students stated that
they were only beginning to find their fest after one year at third leel. Inthe
interviens, most students rerterated the difficulty ofknowing thaett you have to assume
responsibility and actual ly proceeding to take charge. However, a small number

(16%/1 1) also pointed out that they had expected things to be a lotmore traumatic and
that both class sizes and lecturers” assistance had done much tomake the transition
smoother than anticipated.

At the beginning of the year the mgjority of students had also indicated tret, intheory at
lesst, they were prepared for the increased grammatical challlenges anaiting them at
third leel. Inorder to assess whether the expected challenges were borne aut, students
were again asked, inthe questiomaire, what they thought had been the biggest
differences between the level of grammatical knowledge required at second level and at
third leel. Answers are shown intable 8.47, with answers for 1996 also showing. 12%
(®) gave nultiple answers with regard to third leel.

Table 8.47
Statements Answers
-97 '96
re] abs rel abs
Regarding second level: .
*  Only superficial and minimum amount of grammatical 25 17 32 22
knowledge is required .
*  Grammar is exclusively geared towards the Leaving 10 T 19 3
Certificate
* Fluency is more important than accuracy 1 o 0 0
Regarding third level:
*More In-depth knowledge ¢« B e U o B N
* More accuracyé e 26 ¢ 18 ¢ 29 o
+ Guessing has been replaced by knowledge A T [ A P
« Grammar helps you in all aspects of language use R I R R
* More terminological work L O
* More independent work » w0 ¢ T e 4 e 3
Not much difference between second and third level 6 4 9 6
No answer 1 1 10 7
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Bearing inmind that an additional 9% of students (6) made multiple comments
compared to October 1996, these results are not dissimilar to the previous findings and
therefore further proofttet, intheory at kesst, leamers had been aware of the increased
grammatical challlenges about to be placed on them by third level and had iplicrtly
accepted those Increased demands. However, one striking feature in student answers to
this question InMay 1997 was the greater use of intensifying adverbs when describing
the differences. Thus, therewas amarked increase inthe use of adverbs such as “&”,
"much™ and "alot” compared to the October 1996 suney, indicating that perhaps the
changes were even greater than had been anticipated. For instance, students stated that
Tarmore In-depth knowledge®™ was required at third leel and accuracy was much more
importantl They also prefaced treir remarks by saying that there were Mmajor
differences® between the two leels. 4% of students @) stated that they felt they were
assumed t know much more than they did.

As regards the statement that guessing has been replaced by knowledge, several students
stated that being more familiarwith grammatical rulles and knowing the rationale behind
certain those rules had allowed them, inboth language reception but above all in
production, to increasinglywork out the correct structures Iogically and tomake
informed doices, rather than going by the “sounds g™ or "locks g™ principle. There
was also a snall increase inthe number of studentswho explicitly recognised that
grammar ismeant to sernve as a tool for effective language use.

As was also pointed out at the beginning of the year, whi le students appeared to be
aware ofthe increased grammatical challenges atthird leel, many initially seemed to
have no more than vague notions as to how this increase should be achieved and

signalled that they required guidance (cf. table 8.8). Students were therefore asked to
statewhat steps they had actually taken, inthelr firstyear at university, Inorder towork
on their grammar knowledge and gplication. Students were again asked to choose

from a given Iet. Answers are shown intable 8.48
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Table 8.48 (multiple answers possible)

Statement ALFG ALGS IMLFG IMLGS IBLFG IBLGS Total
rei abs rei abs rel abs rel abs rel abs rel abs rel abs

Ilattended (@lmost)every 89 17 1o 5 75 9 67 B B 60 8l 56
class

|did the homeworkfor 89 17 60 3 67 & 67 . wo 4 60 . 78 54
the grammar class

rusedthe TVinSALLU 37 7 80 4 58 7 67 . 5 e 80 s 5% 40

| worked through a 2 . 60 3 58 7 M4 % 5 w1 428
grammar book myself

| did exercises outside 5 . 60 3 33 4 22 2 U 0 0 N
the class

1 used the computer YA 60 3 42 5 o 0 % 5 1 29 2
programmes in SALLU

| worked together with 26 5 20 1 0 0 11 1 7 1 0 1 3 9
another student

No answer 1 1

Some of the answers regarding Class attendance ,nomework and working through a
grammar book were qalifiedby stdents adding “insemester two" (for all three aspects)
or "sometimes® (for the latter two agpects), again an indication thatmany students need
more time than athers to cope with the transition from second to third leel. An
examination of attendance records verified students™ answers with regard to trelr class
attendance claims. There was also gereral agreement among course teachers that those
who claimed they had done regular homework for the grammar class, had 1ndeed
appeared to be well prepared inclass. Al other aspects were obviously not directly
\erthigble, although the relatively high number of studentswho used the TV inthe ==
acoess centre (SALLU) would appear realistic, as does the relatively low figure of 30%
of learmers (21) who claimed to have done exercises outside the class (. also the resulits
for a similar question regarding independent work intsble 8.33 abowe). The pivotal role
the grammar class would appear to have played in students®™ grammar acouisition efforts
was thus again confirmed.

Itcould be argued at this point that the mere existence of the grammar classwas
courtterproductive to the wider educational programme aim of encouraging students to
take on more responsibility themselves.  According to this argurent, therewas no
incertive for students to seize the infdiative, as everythingwas handed to them on aplate
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inthe grammar diass. This interpretationwould appear to be confirmed by the above
result regarding the call for regular engagement ingrammar exercises outside the
classroom context which the vast mgjor ity of students apparertly have disregarded, thus
Tailing to demonstrate independent leaming ebiliies. Charges of thiskind are, however,
unjustafied, for two reasons. Firstly, aswas pointed out in Chapter Two above,
autonomy Isnot determined by physical location but denotes *'geistige Unabhangigkeit'™
(Rosier, 1998: 4). One of the defining daracteristics of third level learming isthat
learmers have choices regarding their learming behaviour. Thus, while they have the
choice to attend class and to carry out written assigments, by the same token the
opposite isalso tne. Therefore, ifleamers experienced the grammar programme as
helpful (which most would appear to have done), then tieir decision to attend that class
and to carry out written assignments must be seen not as acts by passive recipients but
as celiberately applied leaming strategies.

Secondly, a look at students® overall assessment load in the second semester (e the
semester inwhich an increasing number of students at lesst ealised the need toput in
extrawork, although they may not have acted on this realisation) revealed that there was
an abundance of deadlines to be met throughout the serester. Therefore, whatever
independent leaming time had been allocated in the course design to the practising of
German grammar was abandoned by learmers for the sake of devoting time tomore
pressing natters, such as assessments in other subjects. Leamers reduced thelr German
grammar efforts to class attendance and to carrying out specific assigments. Thus, the
decision not to devote more time to German grammar issues was not so much indicative
of a lack of learmer awareness of their regpasibilities as being dictated by delivery
pressure.  Itoould, of course, be argued that this In itseHwas a sign that students lack
time-management s<allswhich are a vital component of independent leaming dalls.
However, itcould be argued with equal validity that learmers™ assessment load was quite
simply excessive and must be reduced ifthe main focus of leaming isto be redirected
from the product onto the process (. discussion of this aspect with regard to second
level inChapter Three above). Viewed inthis ligt, the mgjority of students (although
obviously not all) probably applied themselves to the best of treir abilities by attending
the grammar class and carrying out specific assigments. Put differently, given the
enormous assessment pressure, there isa strong possibility thet many studerts would
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not have engaged ingrammar work atall, had itnot been for the grammar class and the
assignment ofwritten homework (. confirmation for this in student interviews above) .
However, the fact that less than a third of learmers engaged inwork outside the grammar
class nonetheless poses a diffiaulty, not interms of a lack of learmer responsibility, but
as regards the proceduralisation of declarative knowledge (the importance ofwhich was
emphasised in Chapters Two and Seven). The lack ofIn-Class practice was previously
ariticisad by students in connection with the implementation of the grammar class (-
tables 8.35 and 8. 44). This di lemma will be discussed inmore detail inthe firal section
ofthis depter.

Students were next asked to add to this listall other ecavitieswhich helped them
improve treir grammar knowledge inthe course oftheyear. 28% (19) named the

following addrtional measures:

= revision of Leaving Certificate notes (9%) (©)

= revisionofDCU coursenotes (7%) ®)

= writtenwork as alesis for improving grammar (6%) @
= reading ofmagazines (4%) 3

« contact with native Germans (1%) O

= additional help from parentwho saGerman teacher (1%) O

A lookatthe 9% (6) of IBL and IML studentswho stated that they had revised their
Leaving Certificate notes revealed that all but one of these students were among the
strongest in each group. The fact that these students keep using notes which they
obviously experienced as helpful confimms the importance of course notes as a point of
reference. A comparison with answers regarding the usefulness of DCU course notes
for future reference, as presented intable 8.43 above, showed that one of the students
who used her Leaving Certificate notes as a source of reference said she found theDCU
notes "not immensely helpful’’, whi le all others were positive about them.

The next question inthe questiomaire sought to establishhow students assessed thelr
grammar leaming effort inyear one and which additional measures, not mentioned in
the previous question, they might employ. Students were asked, what, ifanything, they
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would do differently next year as regards improving treir grammar (provided itneeded

improving) . Answers are shown intable 8.49.

Tablle 8.49 (hultiple answers possible)

Statement Answers

rel abs
1. Regarding continuous revision outside tile classroom
[would do more thorough and more regular revision work 65 45
outside the class
2. Regarding practice
would do more exercises 17 12
[ would do more/ all the homework 4 3
[ would include it more in my essays/use newer structures in-~ 3 2
my essays (rather than look for an easier alternatlve?
[ would try and practise my grammar more, especially when — » 1
speaking
3. Regarding the use of reference books
I would work through a (few) grammar book(s) 12 8
[ would study the grammar points from a book in English first .
Other
| would learn the terminology as il comes up 3 2
[ would go to more grammar classes 3 2
Find anative German speaker 3 2
Spend more time working with members of my class 3 2
1would like to think about grammar in more detail when i 2 1
read German texts so as to see it in use and to leam from that
Make ,mrself,wrlte shorter sentences as confusion overword . 1
order is less likely
Structure the rules for myself . .
Speak German to mysel . 1 1
Try to get the grammar as correct as possible . .
Try and use the computers in SALLU 1 1
| am now taking grinds and possibly also next year 1 1
Work harder . o . 1 .
Concentrate on a single topic and not leave it until I have it 1 .
off to perfection
No answer .

As sevident from the above answers, most students realise that they did not put inthe
work outside the classroon. Whi le this seems a rather obvious point tomake - itcould
be argued trat it is all very well for students to come to this realisationwhen tistoo
late - itisunlikely that these answers were simply put down because students assumed
that a certain degree of sel=fagellationwas required. As was pointed out previously,
the heavy assessment load undoubtedly took itstoll even among the most dedicated and
diligat of students.  ltcame asno surprise then thatmany leamers quoted time pressure
as one reason as towhy many ofthe "good intentias™ listed above did not materialise
thisyear. Inthe case of those studying a German/Spanish language combination
another reasonwas the enormous workload put on them by the ab initio language.
Many of these leamers confessed, inthe interview, that theirown work and that of
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others in the class had primarily focused on that language. Thus, whille attending cless,
handing up and correcting homework, and gererally trying treir best to keep up with
German, they found tet, invarigbly, they had concentrated to a large degree on the new
language. At the same time they pointed out thet, had itnot been for the grammar class,
they wou ld have neglected their German language skills to an even greater extent.

A number of students expressed the hope that itwou ld be essier to do work outside the
classroom inyear two since they had now been given the basis from which to proceed
more independently. Since, as answers to the previous question showed, class
attendance and the handing up ofhomework had been satisfactory with regard to the
vast majority of studets, these two strategies were not included by many inthe listof
their planned changes.

The second last in this series of questions again sought to elicit student conceptions
regarding leamer resposibilies.  Students were asked what advice theywould give to
next year™s firstyear stuoaits. Table 8.50 shows their answers.

Table 8.50 (nultiple answers possible)

Advice Answers

rei abs
1. Regarding class attendance/ participation and assignment ofwork
* (oo the classes . ¢ 59 o 4
* Do all the work you are given ¢ 2 o U
* Donot e afraid to ask questions LR o 7

2. Regarding revision and other class-related work

* Work regularly from the beginning . o 45 o 3
- Make time for'revision and exercises outside the classroom - X L
- Beprepared for a lot of work -9 - e
- Donot let something go until you understand it < e ¢ 4
- Use all the facilities available to you © e - 4
*  Buy a good German grammar book © 4 ¢ 3
* Ifyou are weak at something, practise it and pay particular attention to it « 3 .o,
+ Have a good filing system for all the handouts 3 v

Use your own initiative and try out different approaches to learning the
language , , , . .
* Apply what you have leamt in the grammar in class in your work .
* Realise your weaknesses

-

Other:
+ Do nothe disheartened by difficult grammar or terminology - it takes a while

but it does come 1
*  Acquaint yourselfwith the terminology at the start of the year . :
No answer 1 1

Class attendance sthus confimed by amajority of students as an essertaal ly beneficial
Step © Improving oe"s grammar .  Some students pointed out that classes should be
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attended with a positive attituok, with one student giving the following piece of advice:
*'Do not look on grammar as boring and difficult — approach itwith an open mind -you
may be surprised!'.

Others made the point thatmere attendance was not sufficient but that learmers needed
topay attertion aswell.  In their additional comments, one student gave as her
explanation for the importance of class attendance ""because you will leam something
new inevery single one'’, while another one stated that atttendance was beneficial "'even
ifyou thinkyou know all the grammar’'. Another one explained tret, inher view, "‘the
classes are really important ifyou aren“tgreat at itfrom school. But they are sl useful
for revision and you can answer gquestions that others can™t and you can explain itto
then'”. Students were also quite emphatic about the need towork regularly from the
beginning, apiece of advice many of the present cohortwou ld appear not to have
Tolloned for themselves or have discovered (too) Eie.

Some of the comments regarding the workload included the followving: "Don™t look at it
as fyou are only doing 3 hours of German aweek, that’s abig mistake™, "Tt'sa tough
course but ifyou do all the work you"ll manage™ and **Do german (sic) ifyou like loads
ofwork'’. A number of students pointed out that inthe long run, the hard work would
pay off; one added "Tt’syour education and you should put some effort into it

The number of drfferent answers was 23 which underlines the difference iIn students®
conceptions as to how to best organise thelr language leaming. The multitude and
length of the answers also indicate that students are aware of the significance of the
learmer™s own contribution and responsibility with regard to the learming process - in
theory at lesst. Many of the above recommendations will be included in future course
booklets, since itishoped that incoming students might be more receptive to advice
Trom experienced peers than to that given by the teeder.

In the questiomaire, students were also asked ifthere should be a grammar assessment
atthe end of the year. Answers are shown intzble 8.51.
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Table 8.51

Statement ALFG ALGS IMLFG IMLGS IBLFG IBLGS Total

rei abs rei abs rcl abs rei abs rcl abs rei abs rel abs
Yes 68 13 40 2 58 7 33 3 14 2 30 3 43 30
No 32 6 60 3 42 5 67 6 71 10 70 7 54 37
No answer 0 0 0 0 0 0 0 0 14 2 0 0 3 2

Students are clearly it on this isse, with enormous differences between individual
groups. Thus, while only 14% of IBLFG (2) favour the introduction of such an
assessnent, amajority of68% ALFG (13) support the notion.

Students were again asked to give reasons for thelr ansners. Responses of those in
favour of an assessment are shown intable 8.52, responses of those against itare
presented intable 8.53. 3% of students (2) did not answer this question.

Tablle 8.52 (nultiple answers possible)

Arguments in favour of an assessment Answers
. . rel abs

[t will make students leam their grammar 30 2
Grammar is so important 10 7
Itis a good way of measuring student progress 6 4
This is how the course designers find out if the class is 3 2
worthwhile .
So that students can demonstrate their grammar knowledge 1 1
Table 8.53
Arguments apainst a grammar assessment Answers

. . rel abs
Grammar is marked in other aspects of the course anyway 43 30
Students do not need the pressure of another assessment/the 10 7
workload would be too much
Grammar is an integral part of language 6 4
Grammar learning is something everybody can do at their 3 2
own pace only
Itis up to students themselves to leam the grammar 3 2

"Because | would fail - Ldon't feel confident enough with my
grammar yet"

[ay
=

Most ofthe arguments put forward In favour ofF agrammar assessment suggest that a
very sizegble number of students, especially inthe ALFG group, would have preferred
the pressure of an examination to having to make decisions about their grammar

acquisttion themselves.  Thiis underlines earlier statements made by students regarding
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their ability towork independently (. table 8.46) where the majority of learmers stated
that they are not fullly confident about this aspect yet. On the other hand, an equally
large number of students seemed to realise that engaging in grammar work willl pay off
without the immediate pressure of a dedicated grammar assessment.

To sum up results for this section, aswas pointed out at the beginning of this sectian,
each investigation of attitudes brings with itthe danger of the Hawthorne effect. There
5, however, ample evidence inthe present investigation - students were sufficiantly
ataal intreir replies and comments -to allow the conclusion that respondents were
truthful in thelr overall acceptance of the grammar course.  This openness In responses
reflects the good relations all teadhers reported to have builtup with thelr classes inthe
course of the year. According to the teaders, the rapport had resulted in a classroom
atmosphere where student suggestions and constructive criticianwere regularly
encouraged and noted.

Overall reaults for Sections 8.3.1 and 8.3.2 indicate that the majority of students would
appear to have a positive cognitive attituoe towards the learmming and usage of grammar
(although they are il no more intrirsically interested in the subject matter), aswell as
having gained in confidence by grasping the underlying structures which make up the
German grammar system. According to the students®™ own perogptions, the programme
thus hellped them on an affective, aswell as a cognitive and metacognitive leel.

As regards the issue of increasing learmer independence, itwould appear that the
grammar programme provided the pivotal point for learmers™ engagement with

grammar. Although class-independent fol lon-up work and other inrtiatives indicating
an increasing degree of autonomous leaming behaviour were not seen through to the
extent envisaged by course desigrers, itis doubtful that an absence of the grammar class
would have yielded more positive results in this regpect. On the cotrary, itwould
appear that, had students been lkeftto their own devices, many would not have not
known where to startbrushing up on treir grammar or how to go about it, whi le others
wou ld not have had the disciplire to do 0. The net resultwould have been that students
had no engagement with grammar, either as part of a structured programme or as part of
their independent leaming approach. This s further proof that students must be guided
towards becoming increasingly independent, rather than being thrown into the deep
end.
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Whi le the overall programme recgptionwas indeed positive, criticisn of individual
aspects as well as the plethora of suggestions for alteratios indicate that the course was
far from perfect. Although many of the answers are indicative of the heterogeneity of
most classroans, prompting the inevitzble reply that it is impossible to please everyone,
all com m ents were obviously very carefully considered in the revision process.
Particular attertionwas given towhat cortinues to present one of the single biggest
stumbling blocks on the road to proceduralisation, the lack of practice. The use of
terminology was another issuewhichwas addressed in the revisionprocess.  Subsequent
programme alteratias will be autlined in the final section of this depter.

Responses also clearly show that certain groups had diffiaulty, not with the grammar
programme as such, but with other leaming aspects which hampered their efforts. Thus
itisno coincidence, trat, with one exception, the 10% of students (7)) who stated that
they did not feel confident about treir level of granmatical knowledge aswell as 10%
() of tre overall 16% (11) who were not happy with the grammar programme were all
from the IMLGS and I1BLGS dlass. Considering thatboth learmers and class teacher
reported to have enjoyed good class relatias, the diffiaulty these groups experienced
wi'th regard to the grammar leaming process must be seen as a clear indication of the
double burden of having to cope with, firstly, the demands placed on learmers by their
ab initio language and, secondly -and possibly even more significantly -, the
urfortunate time-tabling sitationwhich took a considerable toll on many learmers®
concentration and energy leels.
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8.3.3 Metalinguistic and Linguistic Knowledge Levels

As was pointed out in Section 7.4 above (implementation of the syllaous), not all 1tems
received the kmd of coverage thathad inftaallybeen intended. However, the diminished
coverage did not have a crucially negative impact on the overall implementation ofthe
programme. Naturally, none ofthe “negllected” 1tems were tested in Section 8.3.3.
Errors made with regard to any ofthese features iIn the essays at the beginning of the
year and at the end of semester two were also disregarded in both error counts (cf-
Section 8.2.4 above and Section 8.3.4below).

There are two subsections to this section: Section 8.3.3.1 examines some aspects of
metalinguistic knowledge leels, whille 8.3.3.2 looks at combined metalinguistic and
linguistic knowledge leels. Resultswere obtained by questiomnaire (fora copy ofthe
questionnaire see Appendix ).
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8.3.3.1 Metalinguistic Knowledge Levels

In the questiomaire, students were asked two questions regarding terminological
knowledge. The firstquestion asked students to define anumber ofgrammar terms and
toprovide an example for each term in German. Students were also requested t©
indicate when they were not familiarwith a specific term.  All terms listed in this and
the followving question had been covered repeatedly In cIa&18 -

In October 1996, the 1tems listedbelow had all been identified as problematic concepts,
since only aminority of students had managed to provide correct examples for them.

As regards 1tems 1.-4., no correct examples had been provided atall. Furthermore,
items 1.-65. and item 11. were among those which amajority of students indicated they

had never come across before.

Table 8.54 shows the reallts.

Table 8.54

Answers Correct 1 Incorrect * Not familiar No answer
?IBTransitive verb 2? a1b9S Ei aZbSS gi ai’s 27; aﬁ
2. Complement 41 28 29 D 7 5 23 16
3. Transitive verb 41 28 RY) 2 7 5 D 14
4. Subjunctive 4 28 0] 7 0] 7 39 2
5. Compound noun 48 3 0] 7 r 8 30 N
6 Weak verb 59 41 3 23 4 3 3 2
7. Auxiliary verb 65 45 i r 4 3 13 9
8Adverb @ 47 i r 1 1 3 9
9. Strong verb 67 46 25 17 4 3 4 3
10. Agreement 10 48 r 8 1 1 17 r
11. Imperative 38 61 4 3 1 1 6 4

1This category included the provision of either one of the following combinations: a correct definition
plus a correct example, a correct definition and no example, no definition and a correct example and an

incomplete definition plus a correct example.

BThe only exception being mepassive. However, this item was covered in all translation classes.
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This category included the provision of either one of the following combinations: a correct definition
plus an incorrect example, an incorrect definition plus a correct example, an incorrect definition and no
example, an incorrect definition and an incorrect example, an incomplete definition and no example and
an incomplete definition plus an incorrect example.

*3 Both adjectival agreement and subject-verb agreement were accepted as correct answers.

Terms were better known this time round, across the board. Although amajority of
students gl have difficultywith the concept of INTFANSItIve Verds, the number of correct
examples rose by almost 30% (19). Figures for the other 1tems for which no correct
examples had been provided in the previous test(complement, transitive verb and
SUbjUﬂCtiVG)were up by more than 40% (28). While figures forauxiliary verh and
adverb rose significantly (fronbelow 20% well above 60%/ 45 and 47 respectively),
definitians provided here were largely incomplete (s they had been in both the October
1995 and October 1996 researdh). The most sighrficant improvements occurred with
regard to the lesttwo iters inthe list, 40IEEMeNt and imperative, both ofwhich had
been below 20% (14) inthe 1996 t=L

The second guestion investigating metalinguistic knowledge lewels asked students to
provide an example of certain terms inGerman (studentswere specifically asked not to
provide a delinitian). Learmers were again asked to indicate when they were not
Tamiliar with certain rtars.

As with the previous question, all items had been identafied as problematic, for the same
reasons aswere outlined above.

Results are shown intable 8.55. Figures for correct examples provided inthe 1996 test

are allso provided.
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Table 8.55

Answers

Term

1 Verbal phrase

2. Weak noun

3. Present participle

4. Noun phrase

5. Uncountable noun

6 Pluperfect tense

1. Suffix

8Declension of articles
9. Interrogative article
10. The passive

11. Demonstrative article
12. Past participle

13. Relative pronoun
14. Regular verb

15. Prefix

16. Negative article

17. Possessive article
18. Personal pronoun

19, Irregular verh

Correct

97
12

94

14
2
28
3l
32
3
36
3
44
46
48
9
5
5
65

I\)‘ow\'l\Jbl\JOOI\)O

= R G

18
19
17
26

Incorrect
v
43 30
5 I
65 45
9 6
4 3
% 18
3 9
9

9

25 I
3 2
45 3
9 13
N A
6 4
4 3
6 4
75
0O O

Not

familiar
i
2 b
8 19
7 5
26 18
43 30
L 7
6 1
D U
9 13
4 3
v 1
0O O
3 2
1 1
7 5
4 3
1 1
1 1
3 2

No
answer
!

™
8 19
BH U
4 O
48 33
328
5
N A
26 18
26 18
23 16
9 D
1 1
4 D
1 1
v r
6 4

7 5

6 4

3 2

Results show that some of the 1tems which were problematic at the beginning of the
year dtilll caused difficulty atthe end. Thus, concepts such as Verbal phrase, weak noun,
presentparticiple, noun phrase and uncountable noun are stimlonly known ©20% (14)
of students or less (items 1.-5.). There has also been only a relatively stall increase In

knowledge levels witth regard to thelUperfect tense (item6.). Likewise, although the

number of correct examples provided has gone up by 32% (from 15 t 37), almost half
the studentts (31) stilll proviided an incorrect examplle for the concept offjastparticiple

(item 12.). Increases of approximately 50% occurred with regard to demonstrative
article @up by 49%, from 2 ©36), irregular verh up by 56%, from 26 o 65), POSSessive
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article up by 58%, from 19 to 59), Negative article (upby 60%, from 18 0 59),
personalpronoun (up by 62%, from 17 1o 59) andpPrefix (up by 67%, from2 o 4).
There was quite a striking difference between the number of correct examples for
regullar verbs and those for inregullar verbs (67%/46 compared t 94%/65). Many ofthe
examples quoted under the former actually belonged to the latter category, hence the
relatively high number of incorrect answers (30%Ww/21). Figures for the concepts of
prefix and suffix alsovaried considerably: while SUffiX is still only known t41% of
students (28), 70% (48) provided a correct exanple for)I€fiX. Both the greater increase
forirregular verbs and prefix aremost likely due 1o the stronger emphasiis whichwas
put on these two concepts in the classroom, compared to regular verhs (e te "default
form™) and SUffIX (whiich diid not receive as much coverage as had been hoped).

An examination of group results for these two questions revealed enormous differences
between individual groups (. tzble 8.56 below), apattermwhich was to continue
through most of the investigation. The total number ofpoints allocated to question one
was 22 (one poirnt each for a correct definition and a correct example), while 19 points
(one point for each item) were allocated to question two. The total allocation ofpoints
between the two questions was thus 41.

Table 8.56 (out of 100%)

Group Mean question 1 Mean question 2 Mean questions 1and 2
ALGS b4 55.80 60.20
IBLFG 61.92 57.21 59.64
ALFG 56.42 58.89 57.36
IMLFG 3991 42 41.16
IBLGS 44.80 34.20 39.80
IMLGS 32.55 31.44 34.17
Total 50.42 49.01 49.72

As regards question 1, the soores forbothALGS and I1BLFG are almost twice that of
IMLGS. Both IML groups and IBLGS arewell below the average, inboth each
individual question and owerall. There Isthus a considerable gap ofmore than 16% iIn
the overall resultbetween the top three groups and the three remaining groups. While
there s Iittledifference between IMLFG and IBLGS, IMLGS clearly lags behind even
thesetwo. ALGS performs best on question 1 and on guestions 1 and 2 together, with
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IBLFG and ALFG following closely behind inthe overall score. The results forAL
students had been expected to be fairlyhigh, as ftwas assumed that the nature of their
studieswould lead them to attributemore importance to metalinguistic knowledge than
wou ld be the case Inother groups. However, overall soores even for those above the
average are not quite as high as would have been expected after the emphasis trat had
been put on metalinguistic knowledge inthe course of the teaching. This must be taken
as further confirmation ofthe previously reported diffiaultywhich students have with
regard to this issue (. tables 8.34 and 8.37 abowe).
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8.3.3.2 Some Aspects of Combined Metalinguistic and Linguistic Knowledge Levels

Unlike in October 1996, when, for reasons outlined above, the kind of linguistic and
metal inguistic knowledge under investigation in this sectionwas ascertained in
interviens, the end of semester two investigationwas conducted by questiomaire. The
questionnaire cotains four questions which were not put to students inthe October
1996 interviens. Two ofthese belong to part 1, while the other two formpart Il.  For
all other questions, figures for 1996 are shown inbradkets.

As will become dbvious, results for some of the questions reveal enormous differences
between individual groups. Where these major differences occur, results for each group
will be shown whenever possible.

Unless otherwise stated, each correct answer was allocated one point, with a total of 120
points achievable. Since the 1996 resultswere calaulated out of a ttal of only 25
students, therewill be no conversion into absolute figures.

Results

Part 1

In the first question, studentswere asked to provide the firstperson singular preterite
and perfect forms of threeverbs. As regards the second verb (iCh darfgehen), itshould
be noted thet, whi le this Itemwas discussed in the context ofmodal verb formation, this
discussionwas not conducted in great cetail. Under the original sylldas, treformation
oftheperfect tense involvingmodal verhs was to have been covered more extersively
under verbal phrase, part 1l ('double infinite’). However, aswas pointed out in
Chapter Seven above, thispart of the syllabuswas never implemented, due to time
arstraints.

Results for all three verbs are shown intsble 8.57.
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Table 8.57

verb ich werde ich darfgehen ich reserviere
Answers 1997 1996 1997 1996 1997
. rel abs rel rel abs rel rel abs

Correct preterite form b4 44 44 48 33 36 87 60
Correct perfect form n 50 52 14 10 12 62 43
Both correct preterite and ho* 38 36 12 . 4 59 41

erfectform™

0 answer preterite 1 5 10 7 1 5
No answer perfect 7 5 29 20 6 4

*ALFG: 74%; IMLGS 33%

The overwhelming majority of students provided the correct preterite form for the first
person singular of the verb “reservieran” (87/60) , while a clear majority provided the
ocorrect preterite form for the verb “werden™ (64%/44). Figures were considerably lower
for the preterite form of the phrase "ichdarfgehen™, and, as expected, students performed
poor ly regarding the same 1tem inthe perfect tensel9. Figures were also lower for the
perfect tense of "ich reserviere™ than for the preterite, although a majority stilll provided
the correct form, while the number of correct answers for the perfect tense of “ichwerde”
was higher than that for the preterite. Overall, amgjority of students provided correct
answers regarding both tenses for "werden® and “reservieran”. 2 AL and I1BL students
each, butno I ML student got all 3 verbs rigit inboth tenses. Whi le therewere no
significant differences between individual groups regarding “ichdarfgehen®™ and "ich
reyviere”, the gap was more considerable as regards "idhwerde®: while 74% ALFG
students (14) scored on both preterite and perfect form, the figure for the weakest group,
IMLGS, was 33% @Q)-

A comparison with 1996 figures shows that the biggest improvement has taken place
wi'th regard to the perfect tense of the verb "ichreserviaere®, aswell as with regard to the
verb “ichwerde®, where figures for both correct preterite and correct perfect tense forms
were up by about 20%. Improvement on the other two verbs has been less sighrficat.

9The number of different incorrect forms for the perfect tense amounted to thirty.
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In the second question, students were asked to provide the correct form of the
subjunctive for the fol loving sentences:

Sentence 1= Ach, wenn ichdoch nur genug Geld I'(Ichhabe
aber nicht genug Geld)

Sentence 2: Ach, wenn ichdoch nur reich I (Ich bin aber nidit
reich)

Answers are shown intable 8.5/.

Table 8.57

Correct answers ‘hatte’ ‘wére'

Group 1997 1996 1997 1996
rel abs rel rel abs rel

ALFG 84 16 79 15

ALGS 60 3 60 3

IMLFG 67 . 58 7

IMLGS 44 4 33 3

IBLFG 64 9 57 8

IBLGS 60 6 40 4

Total 67 46 32 58 40 24

While atotal 58% of students (40) provided the correct subjunctive form of the verb
"=, 6 7% (46) provided the correct form of"haben®™. Compared with 1996, both figures
have more than doubled. ALFG scored highest on both verbs whille IMLGS scored
lonest.

There were two parts to the next question on verb valency. Inpart one, studentswere
asked which element in a clause decides which other elements are required ina given

claue. Answers are shown intzsble 8.58.

341



Table 8.58

Answers Correct answer Incorrect answer No answer

(“themain verb™)

Group 1997 1996 1997 1996 1997 1996
rel abs rel rel abs rel rel abs rel
ALFO 6s 13 32 6 0 0
ALGS 60 3 40 2 0 o
IMLFG 33 4 3 4 3 4
IMLGS 22 2 22 2 5 5
IBLFG 57 s 36 5 7 .
IBLGS 30 3 30 3 40 14
Total 48 33 16 32 22 20 14

Slightly less than fifty percent of the overall answers to this question were correct (33).-

However, since only 16% of studerits had been able to provide a correct answer to this
question at the beginning of the year, the increese 0F32% isnot negligible. A ook at
individual group performances reveals again considerable differences. Thus, ALFG s

soore 0f 68% (13) isthree times as high as the lonest score, that of IMLGS at22% Q).

Groups which scored below the overall average 0f48% also include IMLFG and
IBLGS.

In part two of this question, students were presernted with a text and asked to underline
in each clause the elements that decide which complements are required.

The text read as folloas:

Vielejunge Leute beschweren sich, daf die dltere Generation sie einfach nicht verstehen will
Sie sagen, sie haben noch nie in ihrem Leben das machen kdnnen, was sie wollen. Dabei
(ibersehen siejedoch, daR ihre Eltern die gleichen Probleme mit ihren Eltern hatten, als sie
jung waren,

Tablle 8.59 shows the answers 1o this question.

Table 8.59

Group ALFG ALGS IMLFG IMLGS IBLFG IBLGS Total
Correct answer rel abs rel abs rel abs rel abs rel abs rel abs rel
S|Ch bESChWEren 53 10 40 2 17 2 11 1 50 7 10 1 33
verstehen 26 5 20 1 0 0 o 0 7 . 0 0 10
Sagen 37 7 20 2 8 1 0 0 36 5 20 2 23
maChen 5 1 0 0 0 0 0 0 7 1 0 0 3
wollen 26 5 40 2 0 0 11 1 29 4 0 0 17
(Ibersehen a7 7 0 . 0 0 uoo1 3 o1 25
hatten 37 7 20 2 8 0 11 1 21 3 0 0 19
waren 32 6 20 2 8 0 11 1 36 5 0 0 20
No answer to this partof 16 3 20 2 ;3 4 B 7 7 : 5 5 30
the question
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Inboth the IMLGS and the IBLGS groups, therewas an exceptional ly high number of
studernts who did not even attempt to answer this question, pushing the total percentage
up © 30% (21). But even groups with above average soores in the firstpart of the
question (ALFG, ALGS and IBLFG), performed rather poorly on some ofthe verbs,
although they at lesst attempted 1o provide ansiers. Thus, although the rate of correct
responses has obviously improved compared to 1996 when no student attempted to
answer this guestion, twould appear that even those who know the “theoretical answer™
o the issue ofvalency are sl il equipped to provide practical evidence of that
knowledge. However, two “reers" caseswere also recorded, whereby students whose
answers to the previous question had been “tae" and "main clause™ managed to
underline 6 out of 8 verbs correctly.

In the next question regarding valency, students were asked toname two very common

verbs that requiire two nominative cases. Answers are shown intable 8.60.

Table 8.60
Answer 1 correctly named 2 correctly named 1 or 2 correctly No answer to the
verb verbs named verbs entire question
1997 1996
GrouD rel abs rel abs rel abs rel rel abs
ALFG 21 4 58 1 79 15 21 4
ALGS 40 2 60 3 100 O 0 o
IMLFG 3 4 33 4 66 s 3 4
IMLGS 22 2 0 0 22 1 18 1
IBLFG 22 3 64 9 86 12 14 2
IBLGS 30 3 20 2 50 5 50 5
Total 26 18 42 29 o8 47 32 32 22

Whille InOctober 1996 atotal of 32% of students named one verb correctly and none
named two, this time amgjority of68% (47) students provided at lesst one correct
example and 42% (29) out of these named two. AIIALGS managed to provide at lesst
one correct example. As isobvious from the teble, amgjority of IMLGS students again
did not attempt to answer this question (78% or 7 out of 9) and not one student inthat
group provided two correct examples. Both itand the 1BLGS group also remain clearly
below the average when itcomes to providing either one or two correct exarples. The
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verb "= was the most commonly listedverb (listedby 65%/45 of students), fol lowed

by “werden® (36W25).

The next question asked students rfthree given verbs required an accusative doject, a

dative one or both. The verbs were “erkiaraT™, “pessen”™ and “verpessen™. Answers are

shown intable 8.61.

Table 8.61

Answers
GrouD
ALFG

ALGS
IMLFG
INLGS
IBLFG
1BLGS

Total

Correct answer

“erklaren”

97 "%
rel abs rel
63 1

80

58

71 10

0 4

55 38 44

Correct answer

“passen*
97 "%
re) abs rel
2

50 6

5 7

0 4

a 28 o

Correct answer

"verpassen”

97

rel abs rel
47 9

g0 4

67 8

44 4

50 7

60 6

55 38 32

No answer

1997
rel abs

11 2
0 0
0 0
22 2
0 0

20 2

9 6

More than halfof all students provided correct answers for two of the three verbs
Cadaran™ and “verpessen™), whille 41% (28) were able to name the correct case for the

verb “pessn”. This isalso the verb where the most signrficant improvement took place

between October 1996 and May 1997. Only IBLFG and IMLFG reached above average

soores for all three verbs. IMLGS again performed very poorly on the supposedly best
known ofthese three verts, “arklaen™: only 1 student (11%) provided the correct case(S)

for this\erb.

The next question asked students to state the case which the vast mgjority ofverbs

require ifaverb takes only one doject. Answers are shown intable 8.62.
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Table 8.62

Answers Correct answer
(Caccusative™)

Groun 1997 1996
rei abs rei

ALFG 84 16

ALGS 60 3

IMLFG 83 10

IMLGS 56 5

IBLFG 100 14

IBLGS 70 7

Total 80 55 32

All 14 1BLFG students answered this question correctly.  The high total as well as
percentage figures for individual groups would suggest that this rule of thumb has been
well memorised: the number of correct answers increased by 48% between the
beginning ofthe year and the end of semester two.

Students were next asked what a dative doject normal ly refers to, ina clause ttat

contains both a dative and an accusative doject. Answers are shown intable 8.63

below.
Table 8.63
Answers Correct answer No answer
(“partner/usually a person™)
Grouo 1997 1996 1997
rel abs rei rel abs
ALFG 53 10 21 4
ALGS 40 2 0 0
IMLFG 3 4 50 6
IMLGS 3 3 56 5
IBLFG 79 1 7 1
IBLGS 40 4 10 1
Total 49 34 36 25 17

At 79%) (11 out of 14), I BLFG again scored by far the highest reult. Al'though almost
halfof all students wou ld appear to recognise what the dative case expresses, many sill
do not. What #sstriking, once more, isthe high number of*no answers® among IMLGS
students and this time also among the IMLFG group (66%/5 and 50%/6 respectively).
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Next followed a questionwhich asked students to state inwhich case the subject of a

sentence Isplaced. Answers are shown intable 8.64.

Table 8.64

Answers

Group

ALFG
ALGS
IMLFG
IMLGS
IBLFG
IBLGS
Total

Correct answer

1997

rel

89
60
15
67
93
90
83

No answer
1996 1997
abs re) rel
7
13
9
5 68 4

The mean of83% (57) isone of the highest scored in the ettire questioaire, following

an increase of 15% between October 1996 and May 1997.

The next question asked students to provide the correct gender and plural for a number

ofvery commonly used nouns. Answers are shown intables 8.65 and 8.6%.

Table 8.65 (Gender)

Answers

Groun

ALFG
ALGS
IMLFG
IMLGS
IBLFG
IBLGS
Total

Correct gender

"Problem®
1997

rel abs
89 i
100 5
83 10
78 7
w00 14
80 8
88 b1

Correct gender

"Jahr*

1996 1997

rel

64

13

10

11

52

346

1996

rel

72

Correct gender

“Arbeit”
1997
rel

68

40
92
67
60
[/

13

11

12

50

1996

rel

72

Correct gender

“Zeit”

1997 1996
rel abs rel
84 16

60 3

67 s

78 7

0 14

70 7

80 55 76



Table 8.66 (Number)

Answers Correct plural Correct Correct Correct Correct Correct

“Problem® plural plural plural plural plural

“Jahr® “Arbeit” “Zert” “Freund” “Studentin®

Group 97 "9%6 o7 "9%6 97 "% 97 "% 97 "9%6 97 "9%6

rel  abs rel rel abs rel rel abs rel rel abs rel rel abs rel rel abs rel
ALFG % 18 63 1 6 3 % 3 63 . es 13
ALGS 10 9 80 4 20 1 20 1 0 . 60 3
IMLFG 92 & 8 7 % 3 3 4 42 5 67
IMLGS 89 67 . u o1 44 4 33 44 4
IBLFG o 14 71 10 ¥» 5 ¥ 5 86 12 9 u
IBLGS 80 5 5 60 - 0 4 0 3 0 4

Total B 64 . 64 44 M4 B 19 16 0 . 24 54 3 B 62 48 48

Apart from the question on definite articles (. table 8.68 below), thiswas the only
questionwhich all students attempted to answer. The average for the answers regarding
gender was well above fifty percent, with the gender for the noun "Problem” known

best. As regards comparisons with the beginning of the year, the only major
improvement that has taken place iswith regard to trat noun (i.e. “"Prdblen™), the number
of correct answers forwhich increasedby 24%. The number of correct answers with
regard to itsplural Tform has also increased by approximately the same margin. The only
other major increase in this category has been in connection with the noun "Hr". The
lesser used plurals of “&it” and “Artert™ are il far from being widely known and the
very small increase of 3% (2) inthe number of correct answers for the plural form of
“Freund” confinms the difficulty ttetmany students have with this form even after ithas
been repeatedly pointed aut. 1BLFG by far outperforms al other groups, being the only
group whose average scores are either above ar, inone case, within 2% points ofthe
average soores for both gender and number. IMLGS performed farbetter on this and
the previous question than on most of the other questions.

The next question asked students to name three noun endings which always indicate a
feminine gender, two which indicate mascul ine gender and one which indicates a neuter
gender. Answers are shown intsble 8.67.
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Table 8.67

Answers 1 correct 2 correct 3 correct 1 correct 2 correct Correct
answer answers answers answer answers answer
feminine feminine feminine masculine masculine neuter

Group 97 9% 97 9% 97 9% 97 9% 97 % 97 96
rei abs rei rei abs rei rei abs rei rei abs rei rei abs rei rei abs rei

ALFG 5 4 TR 58 5 1 71 47 9

ALGS 40 2 20 1 20 1 0 0 20 1 40 2

IMLFG o o 3 4 5 3 o o o o 34

I M LGS 0 0 33 3 0 0 0 0 0 0 11 1

IBLFG ¥ 5 U . 43 . T o o 64 9

IBLGS o o 40 4 20 2 o o 0 0 3

TOtal 12 8 12 23 ].6 28 33 23 8 3 2 0 12 8 0 41 28 36

The ranking order is idertical with that in October 1996. Thus feminine noun suffixes
areknown best -some 68% of students (48) provided at lesst one correct answer here.
Neuter suffixes arenext at41% (28), while masculine suffixes received only 17% (10)
of correct answers @IAL students, with one exogption). Compared to 1996, the
number of studentswho know at lesst one feminine suffixwas up by 18%, with the
majority this time being able to name three correct suffixes. The figure formasculine
suffixeswas up by 15%, while the one for neuter suffixeswas up only 5%.

The next two questions were not put to studerts in October 1996 and there are therefore
no comparative data awileble. Studerts were asked to decline a the definite article in
alll cases and b.Prsonalpronouns. since therewere no major differences between
individual groups, only total figures willl be presented. Tables 8.68 and 8.69 show the

results.

Table 8.63

Answers Correct Incorrect

Article rei abs rei abs
Masculine accusative 99 6 . .
Masculine dative 93 64 7 5
Masculine genitive 83 57 i 12
Feminine accusative 9 6 4 3
Feminine dative 97 67 3 2
Feminine genitive 93 64 7 5
Neuter accusative 97 67 3 2
Neuter dative 58 b1 12 s
Neuter genitive 5 59 14 10
Plural accusative 9% 65 o 4
Plural dative 75 52 25 17
Plural genitive 15 52 25 17
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As isobvious from the table, most forms of the definite articlewould appear to be well
known, with the dative and genitive plurals registering the lonest score at 75% (B2). An
oerall 61% of students (42) got al the answers right, while 10% of students (7)
delivered halfor less than halfthe correct answers.

Table 8.69 (Persomal pronouns)

Pronoun /Answers Correct Incorrect No answer
rei abs rei abs rei abs
Istperson singular .
st person singular, accusative 91 63 . ] o 0
15t person singular, dative 90 62 1 . . 1
2ndperson singular .
2Nd person singular informal, accusative 92 63 I 1 0 0
>Nd person singular formal, accusative 3 9 6 4 4, 51
>Nd person singular informal, dative 8 61 3 2 ! 2
>nd person singular formal, dative 14 10 1 1 [ 53
3rd person singular _ .
3rd person singular masculine, accusative 57 39 36 25 0 0
3rd person singular feminine, accusative 46 32 23 16 23 16
3rd person singular neuter, accusative 41 28 16 1 36 25
3rd person singular masculine, dative 59 41 29 20 4 3
3rd person singular feminine, dative 49 34 20 14 23 16
3rd person singular neuter, dative 30 21 25 17 38 26
Lstperson plural .
15t person plural, accusative 7 53 10 7 6 4
st person plural, dative 12 50 10 7 10 7
2nd person plural
2Nnd person plural informal, accusative 2 50 14 10 6 4
2Nd person plural formal, accusative 17 12 4 3 [l 49
2nd person plural informal, dative 7L 49 9 6 13 9
2nd person plural formal, dative i 12 3 2 n' 50
3rdpersonplural _
3rd person plural, accusative 5l 3% 20 23 9 6
3rd person plural, dative 45 kil 41 28 7 5

With the exception of seven percent of studats, all attempted to answer this part of the
question.

Owerall, the best known concepts are those of the first person singullar and second
person singullar informal, inboth accusative and dative @l around 90%/61-63). These
are fol loned by the farstperson plural and second person plural informal inboth cases
@l above 700/49-53) . There Isa strikingly high number of "o answers® regarding the
formal Form ofthe second person (. ) -even studentswho fillld in alll or most other
forms correctly failed to deliver these forms, either due to an oversight or because they
were unfamiliar with the forms. As regards the third person forms, mascul ine forms are
slightly better known than both feminine and plural forms: 57% (39) and 59% (41) of
learmers respectively provided the correct accusative and dative mascul ine forms, as
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opposed th46% (32) and 49% (34) forthe feminine forms and 51% (3H) and 45% (3D
forthe plural forms. At 41% (21) and 30% (21) results for neuter pronouns are lower
dill. One very common mistake was the mix-up ofpersonal and reflexive pronouns (cf.
*2) -even otherwise very strong students made this mistake.

Next, students were asked to judge 1fthe following sentence was grammatical ly correct
and to briefly explain their ansner:

"Das Madchen kann er nicht so gut sehen

One point each was allocated for the correct answer and an gppropriate explanation.
Answers are presented intzble 8.70.

Table 8.70
Answer Correct answer Correct answer, Incorrect answer No answer

and correct irrelevant and explanation

explanation explanation
Group 97 "% 1997 1997 1997

rel abs rel rel abs rel abs rel abs
ALFG aq 9 16 3 3 1 0 0
ALGS 40 2 o 0 40 2 20 1
IMLFG 8 1 0 0 50 6 42 5
IMLGS 0 0 22 2 56 5 22 2
IBLFG 21 3 0 0 79 11 0 0
IBLGS 20 2 10 1 40 4 30 3
Total PA T VA 9 6 51 35 16 1

63% ofFALFG (12) recognised trat the sentence was in fact grammatical ly correct, with
47% (Q) out of those 63% being able to provide an appropriate explanation. On the
other hand, only 1 IMLFG student got the answer rigit (80). 48% out of the overall
51% percentwho stated that the sentence was incorrect said that '&” should have been
"I, Thus, although the number of studerits who recognised the existence of flexible
word order has increased by 25% (17), the vast majority of students are dill not aware
of this option inthe German language.

The next question asked students to state what effect certain conjunctions and adverbials
have on word order. Since therewere no considerable differences between individual
groups, totals are given for both conjunctions and adverbials on the one hand (cf. table
8.71) and the ol lowing question on prepositions on the other (. table 8.72).
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Table 8.71 (Conjunctions and adverbials)

Answers Correct Incorrect No answer
Con unction/adverbial 1997 1996 1997 1996 1997

rel abs rel rel abs rel rel abs
‘wenn' 94 65 88 6 12 0 o
‘aber' 90 62 76 9 6 24 1 1
trotzdem' 65 47 48 29 20 52 3 2
‘denn' i 53 12 2 16 28 0 0

Rules regarding the effect of the conjunctions "wemn® and “aer™ on word order were
named correctly by almost all students (94% and 90% respectively/65 and 62), and
figures for "dam” have improved by 5% . The rate for “trotzdem® has increased most,
having gone up by 20%.

Students were next asked to provide the correct cases for a given listofprepositions
(students were reminded to put down both cases for double track prepositias).

Table 8.72 (Prepositias)

Answers Correct Incorrect No answer
Preposition 1997 1996 1997 1996 1997

rel abs rel rel abs rel rel abs
aUS 90 62 88 9 6 12 1 1
auf 59 41 56 33 23 44 7 5
gegen 65 45 44 28 19 56 6 4
trotz 17 53 64 13 9 36 10 7
zZwischen 45 ki 40 42 29 60 13 9

The biggest increases compared to October 1996 occurred with regard to "gegen” where
the number of correct answers Isup by 21%, and “totZ” (Uup 13%). The increases for “auf
and "zwischen® were extremely small (Up 3% and 5%). Students gave the same type of
incorrect answers with regard to these two as they had done at the beginning of the year,
failing to mention one of the two cases.

Students were then asked to name the relevant rules regarding government of
prepositions.  Again, answers did not vary significantly firrom group to group; therefore
totals only willl be presented. Answers are shown intable 8.73.

Table 8.73 (Two points were allocated for each correct ansier)

Correct and complete Partially correct (but No answer

answer 1 incomplete) answer 2

1997 1996 1997 1996 1997 1996

rel abs rel rel abs rel rel abs rel
Answers 75 52 56 10 7 28 14 10 16

351



5

*1 l.e. most prepositions have fixed cases but nine can take either the dative or the accusative - they take

the accusative when there is motion towards a goal and the dative when there is motion within an

enclosed space or rest.

*2 This includes statements which name the rest/motion distinction and the subsequent use of the

accusative or dative but fail to mention that there are prepositions with fixed cases.

The number of studerts who were able to provide correct rules was up by almost 20%

compared to October 1996. At the beginning of the year, no studert had specified the
use of the accusative and the dative with double-track prepositions to the extent that

they did this time @.e. including the concept ofmotion towards a goal as opposed to

motion with an enclosed space and state of rest).

Part Il

As was pointed out above, no comparative data are avai lable for this or the next

question.

Students were asked to identify the function ofelements inthe folllowving t&Xt. Answers

are preserted intable 8.74.

Jahre liegen vor einem Neugeborenen in

Deutschland, wenn es sich aus dem Mut-

terschoR gekdmpft hat. Diese statistisch

zugemessene Lebenszeit erscheint ciner-
scits bedriickend begrenzt, andererseits unvorsteli-
bar lang fiir den, dem sie bevorsteht: Das Phano-
men Zeit ist paradox. Nie zuvor lebten Menschen
s0 lange wie heute, kaum jemals zuvor haben sie
ihre Existenz mit so vielen Aktivitaten geftillt. Und
doch: Je starker wir die Zeit fesseln, desto schnel-
ler scheint sie zu entkommen,
Dabei erleben wir nur knapp zwei Drittel un-
serer. L?@ssl?nne bei vollem BewuRtsein. Den
Rest, y I Jahre, verschlafen wir. Ganze
Jahre vergehen dabei im Traum: Je nach Alter
fiillen diese imagindren Abenteuer zwischen 5 und
25 Prozent unserer Schlummerzeit.

Source: GE0, ro. 2, 1997

20

2.5*

30

33

Zu eigener Verfiigung stehen »ns insgesamt etwa

bestimmten ,,Freizeit” lieRe sich.alles Erdenkliche
bewirken-zum Beispiel der Bau einer kellergroRen
Modelleisenbahn oder die Komposition einerOper
nach der anderen. Doch nach a][?r@/lijhsal im
Haushalt, die immer noch gut yJ Jahre ei-
nes Frauenlebens verschlingt (Méngerakommen
nur auf 5,4 Jahre), und nach fast Jahren
Mannerarbeit fiirs tégliche Brot (Frauen sind nur
knapp 3,9 Jahre erwerbstétig) ist Neigung und
Energie fiir kreatives Tun offenbar erin?. Die
meisten greifen in ihrer Freizeit nach der Infrarot-
bedienung: Rechnet man die Stunden vor dem
Bildschirm zusammen, hat am Ende seines Lebens
jeder Deutsche fast f) Jahre lang femgesehen.
Nur Iebensnotwendi?e Tétigkeiten konnen der
Hingabe an den Flimmerkasten einigermaRen
Konkunrenz machen:



Table 8.74

Correct answer Incorrect/ Most common No answer
Line/Concept ambiguous incorrect/ambiguous answers
answer
re) abs rei abs o rei ahs
5 adverb 17 12 % 38 ad{)ect|ve: 19% 28 19
subject complement: 9%

complement: 7%
present participle: 7%

819 sie 55 3 42 29 Ihre Existenz: 20% 3 2
Menschen: 14%
18/19 Jahre 19 3 74 51 uns: 46% 7 5
o Verfligung: 17%
19/20 adverbial oftime 1o 7 49 34 subject: 1% 41 28
26-29 subject 7 12 25 7 subject complement: 1% 58 40
31-33 jeder Deutsche 2o 14 61 42 man: 45% ' 19 13
RV .
a. dative object 7 5 45 kil subject: 32% 48 3
b. accusative object 29 20 2 16 dative object: 10% 48 3

The "roanswer™ collumn includes the three percent of studerts (2) who gave no answer to
the etare question.

As i1scbvious from the table, the overall number of correct answers isvery low, with the
exception of lire 80, where 55% of students (38) identified the subject correctly.
However, aswith other questions, therewere considerable differences between
individual group performances. IBLFG scored by farbest on three out ofnine
occasions (lires 5, 89 and 26-29), withALFG and ALGS outperforming the other
groups in linss 19/20 and 34-36 (Caccusative dojecty).

As sevident from the high number of incorrect answers for lires 31-33, there Isa
significattnumber of studerts who do not know the difference between a subclause that
isnot introduced by a conjunction and amain clause (cf. ). Less than 10% of students
() 1dentafied halfor more than halfofthe structures correctly.

Results wou ld suggest that this type of exercise which requires amalytical saill students
are not accustomed to from thelr secondary school teaching continues to cause major
difficulty to the vast mgjority of leamers.

The firal question asked students to identify eleven grammatical mistakes Inatext.
Students were asked to underline the mistakes, number them, explainwhy the forms are
wrong and provide the correct version.  Students were given an example illustratinghow
toproceed. The text isas follons (Inbrackets are the numbers corresponding to the
numbers intzble 8.75 below):
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Evita: Tango totalitr

Es gibt Filme und Trailer, also kurze Filme, diefir Filme werben. Der Film Evita
dauern (1) zwar 135 Minuten, aber dennoch ist der Film keinen (2) Film, sondern ist (3)
er mehr wie ein Trailer, in demfir Eva Peron Werbung gemacht werde (4).

Sie wrde (5) unehelich geboren, ist mit 15 Jahren mit ein (6) Tangospieler nach
Buenos Aires gegangen, ist durch die Seifenopern im Radio beriihmt worden (6), hat
dann der (7)faschistische (8) General Juan Peron geheiratet, und hat die Armen (9)
Geld und Kleidung geschenkt - das ist eigentlich ein Leben, dem (10) es nur ins Kino
(11) gibt,

Source: Der Splegel ,n0. 2, 1997 (amended \ersion)

One point eachwas al located for the correct identification and explanation on the one
hand and the appropriate correction on the other. Answers are shown intable 8.75.

Table 8.75
Answer Correctly identified Correctly identitied Correctly identified Not identified
and correct version but no correct version but incorrect version
delivered delivered delivered (or correct
version for incorrect
reason)
rei abs rei abs rel abs rel abs
Mistake nninber
. 78 54 0 0 0 0 16 1
2 25 i 4 3 9 6 57 39
3 22 15 0 0 s 4 67 46
4 30 21 1 1 13 9 49 34
5 5% 38 4 3 1 1 33 23
s 55 38 4 3 3 2 32 22
7 48 3 9 6 1 . 36 25
s i 12 1 1 22 5 54 3
9 20 14 1 1 I 5 65 45
10) 33 2 6 4 16 1 39 2
(1 1 ) 7 5 0 0 0 0 87 60

6% of students (4) gave no answer to the etire question.

The highest number of correct answers was provided for mistake number one, subject-
noun agreement (78Ww54), followed by mistakes numbers five and six (indicative
pretexrite form of"werden®™ as opposed to subjunctive on the one hand, and dative form of
the definite artacle (55% ead/38)). Next comes number seven, the past participle of
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“werden” In connection with another verb (48%/33) and mistake number ten, relative
pronoun in the accusative as opposed to the dative (33W23). 30% of students (21)
identified mistake number four, the Indicative present tense of "werden™. The other
mistakes were identified by less than a quarter of the studarts, withamere 7% B)
recognising tret, inthe instance of the lsstmistake, the dative and not the accusative
should have been used. The lack of identificationwith regard to the lest feature is
particularlyworrying - itwould appear that students ertherwalked into the old trap of
putting everything into the accusative after “es gibt”™ or that they failed to see the
difference between dative and accusative after the double-track preposition “iT. There
were also quite anumber of features that students EI'I'OHGOUSW identified as being
inoorrect.

As regards individual group differeces, I BLFG outscored the weakest group, IMLGS,
by more thanathirdon 1tens 4., 5., 6. and 10. The average score for IBLFG students in
this exercisewas also almost 2.5 times as high as ttet of IMLGS. However, owerall
soores even for IBLFG and that of the next nearest group, ALFG, were slightly below
frfty peroent, suggesting that there are sl quite a lotof gaps to be filledeven in these
grous. Thus, just aswith the previous question, results strongly suggest thetmuch
more work isneeded in all groups regarding this type of exercise in the semesters to
come.

To sum up this sectian, itwould seem that some degree of improvement In certain areas
of learmaxrs™ metalinguistic and linguistic knowledge has taken place between the
beginning of the year and the end. As indicated by results intables 8.54 and 8.55, more
students wou ld appear t be familiar with a greater range of concepts aswell as having
improved on other agoects. As Section 8.3.3.2 shows, figures for all questions put
students inboth October 1996 and May 1997 were up inthe latter investigation.
However, there can also be little doubt about the continuing problems inthe above
arees. Firstly, some of the above improvements must be described as very modest.
Results also show that the highest overall soores were achieved on questions with which
themajority of studerts woulld be expected to be familiar from treir Leaving Certificate
preparation (., for example, results intables 8.65, 8.65, 8.63, 8.69 and 8.71).
Secondly, even though metalinguistic knowledge levels have gone up with regard to
certain conocepts, other, equally stressed features are still not known to the majority of
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learmers. Thirdly, and perhaps most sighificantly, results for questions involving the use
of analytical s«ills (which had formed one of the central cognitive tenets of the course)
showed that figures regarding the successful use of these sdllswere among the lonest
inthe entire investigation (-, for example, tables 8.53, 8.59 and 8.70 aswell as tables
8.74 and 8.7/5). This isa clear indication that analytical abillities are by no means as
developed as the course designers would have envisaged at the autset, or indeed as
perceived by students themselves (- Section 8.3.1 above). Thus, although a large
number of learmers had stated that thelr grasping of the under lying grammar system in
the course of year one had al lowed them to approach grammar acquisition and use ina
much more logical and structured manner, this perceived increase in their ebilities did
not manifest rtsekfconvincingly in this part of the research.

Whi le the above observations are unquestionably valid with regard to overall
performances, italso emerged inthe course of the investigation that there were again
considerable differences between individual group performances. Table 8.77 shows the
different scores for individual groups aswell as for the overall studert cohort for
Section 8.3.3.2, while table 8.78 shows the combined results for both this and the
previous section (8.3.3.D).

Table 8.77 (out of 100%)

Gruup Mean StdD
IBLFO 60.57 11.09
ALFG 5389 16.34
ALGS 41.20 11.34
IMLFG 4491 12.80
IBLGS 44.20 11.69
IMLGS 36.77 15.04
Total 49.56 1527

As has been evident throughout the analysis of resulits for individual questions, 1BLFG
outperformed the ather groups, leading the nearest following group, ALFG, by almost
7%, while atthe other end of the scale IMLGS is even sligitly furtrer removed from the
nearest group above it There is fairly little difference between the scores for ALGS,
IMLFG and IBLGS. The standard deviation of 15.27 s again high, with the one for
ALFG being particularly high at 16.34.

356



Table 8.78 (outof 100%)

Groun Mean StdD
IBLFG 60.42 10.60
ALFG 54.84 16.83
ALGS 50.60 1176
IMLFG 44.00 1161
IBLGS 4290 9.94

IMLGS 36.22 1179
Total 49.62 14.95

There isno change inthe ranking order compared to the previous teble. However,
soores forALGS go up by 3.5%, a reflection of their good terminological knowledge
leels. At 16.83, the standard deviation forALFG seven higher than for the previous
stofraailts.

Correlation results revealed a correlation between both terminological and
linguistic/retalinguistic knowledge levels on the one hand and class attendance on the
otrer, aswell as between the former and engagement in the written assignment scheme.
Both correlations were of absolute sighificance.

To sum up, results for this sectionwou ld suggest that the major ity of improvements
which took place with regard to grammatical knowledge levels could not be described
as dramatic, although some groups would appear to have benefited from the programme
10 a greater extent than otrers.
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8.3.4 Levels ofAccuracy in Free-style Written Production

As was pointed out above, the only one of the linguistic aims explicitly examined by
aurrentD CU examination regulations was the degree of accuracy which students
produced in their end-of-semester two examinations (both oral and witten). The rulles
laiddown for the end of semester two, post-Leaving Certificate module, state ttet, in
order to pass the written examination, the percentage rate for morphosyntactic errors
must not exceed between 15% and 20%. Production accuracy was examined inthe
essays which formed part of the end-of-semester two written examination. Students

were asked to choose from three essay tpics. Topics were as follons:

1. Stellen Sie sich vor, es ist 23.00 Uhr und Sie sitzen in der U-Bahn in Berlin. Neben
Ihnen sitzt ein tirkischer Junge und vor Ihnen sitzen 2 Neo-Nazis. Nach einiger Zeit
beginnen die Neo-Nazis, die ziemlich viel getrunken haben, den tiirkischen Jungen zu
beschimpfen. Ausser Ihnen und den 3 Jungen ist niemand im Abteil. Was wiirden Sie
tun? Geben Sie Grindefdir Ihre Reaktion an.

2. In wenigen Wochenfinden in Irland Wahlen statt. Und wie immer werden viele der
Wahlberechtigten nicht wahlen. Mehr und mehr Leutefordern daher, dass alle Biirger
vom Staat dazu gezwungen werden sollten, ihr Wahlrecht auszutiben, z. B. dadurch,
dass bei Nichtaustibung des Wahlrechts eine Geldstrafe bezahlt werden muss. Was
halten Sie von diesem Vorschlag?

3. Biergérten sind berall in Deutschland beliebte Ortefiir ein gemiitliches
Zusammentreffen in der Freizeit. Soll man etwa bei schdnem Wetter sein Bier in einer
verrducherten Kneipe trinken? Problematisch wird dieses Vergniigenjedochfir
diejenigen, die in der Nahe des Biergartens ihr Zuhause haben.

Stellen Sie sich vor, Sie bereiten sich aufeine Biirgerversammlung vor, wo das
Biergarten-Problem mit Anwohnern und Kneipenbesitzer diskutiert werden soll.
Schreiben Sie einen Diskussionsbeitragfiir diese Versammlung.

The recommended length of the essay was 300 words.
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Results

Tables 8.79 10 8.81 presant the results for the three categories established previously,

lexical errars, grammatical errors and 0rthographic enars. With the exception of the
punctuation and orthographic errarswhich were counted as 0.5 ofan errar, all enrors

were counted as 1. The number inbrackets indicate the October 1996 figures.

Tablle 8.79:Lexical errors (total number ofenars: 164)

Category %

1997 1996
Verbs 3 13
Adjectives and adverbs 30 40
Nouns 32 17

The total number of errors has gone up from 141 to 164 -not a considerable increese,
but an increase nonetheless. There are probably several reasons for this (time pressure,
nenvousness), the most likely one being the nature of the topics. These have to be seen
asmore demanding than the topic at the beginning of semester ane, prompting students
to use more sophisticated vocabulary. The biggest increasewas in the number ofnoun
enrorswhich almost doublled between the beginning of semester one and the end of
semester two. The falll inthe number of adjectival errors isdue to an overall decrease iIn
the use of adjectives (this decrease also accountts for the very slight fall in the number of
grammatical errors regarding this itam, as shown intzble 8.80 below).
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Table 8.80:Grammatical errors (otal number of errors *: 842)

Cateeorv Y%
1997 1996
I. Verbal phrase

1 Valency ofthe verb s (fs)
2. Verb and tense formation; use of the tenses 12 (15)
3. Verb/noun agreement 5 %)
Total % number oferrors inverbal phrase 25 ( )

IT. Noun Dhrase

1 Gender ofnouns _ 12 @
2. Declension ofnouns, articles and pronouns; 1 (123
use of articles

¢ plurals 6 (s)
3. Formation, declension and comparison of 9 (10)
adjectives and adverbs

Total % number oferrors in noun phrase 38 (37)

Ni. Prepositional phrase

Government of prepositions 5 ©
IV. Syntax

1. Word order of the verh in main clauses 4 4
2. Word order of the verb in subclauses 4 N
3. Word order of adverbials; word order 3 )
suiTOunding infinitive clauses

Total % number ofsyntax errors 1 ®
V. Pa¢iples

Prepositions 3 3
Conjunctions 3 8
Total % number oferrors involving particles 6 @
VI. Punctuation - incorrect omission or 8 0)

addition of commas

*including punctuation errors
Other errors accounted for 7%, with megovernment ofnouns accounting for 3% of

enas.

Table 8.81:0rthographic errors (otal number oferars: 124)

Cateeory ) %
1 Incorrect use of capital letters 55
2. General spelling 45

As evident from the above tables, a comparison between overall student performances
at the beginning of semester one and the end of semester two shows fairly little change.
There are onlly few items whose percentage rates vary by 2% ormore.

The number ofermorsmade in connection witth tenseformation/use ofthe tenses dropped
by 3%, due to the fact ttet, inall three essays, the main tense used was the present
tese. Thus errorswhich had been made inthe 1996 essay, especially in the formation
of the perfect tense, could be avoided this time.
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The 3% increase inthe number of(J€N(ET errors is consistent with the increase inthe
number of lexical noun errars: studertts obviously used nouns with which they were not
fami liar and/or whose gender was unknown to them.

The biggest reduction in emorswas achieved intheJOVEINMent ofprepositions. Here,
the number of errorswent down from 9% 5%. Unlike the drop in tenseformation
enors, this decrease was not due to avoidance of trat feature.

The owerall enors inthe areaofsyntaX increased, from 8% to 11%. This again isa sign
ofthe more complex nature of the task put o students at the end of semester two. The
use of SUDCIAUSES was up by 100% (aswas the number of syrmtactic emorsmade inthis
areg) and the overall length of sentences, accompanied by the increased use of
adverbials, aswell as the use ofinfinitive constructions, had also increased
substantially, contributing to the 3% error Incresse.

Firally, the number of errors regarding the use of commas was down by 2% and the
number of orthographic errors decreased from a total of 179 1o 124, with a sighificait
decrease in the number of errors involving capital letters ¢from 110 w 68). Whille the
figure for Verp-noun agreement was up slightly (by 1%), itshould be noted trat the
choice of subject used inthe 1997 essays varied considerably, compared to 1996, when
themain subject used was “idT.

An analysis of group results revealed trat there were again significant differences
between individual groups with regard to the various features. For instance, while the
number ofJeNUEr emorswere halved INALFG, they doubled in IMLFG and tripled in
IMLGS. As regards the increase inenrors inthe use ofSUNCIaUsSes, thesewere primarily
due to the increase Inerrorsmade INALFG and ALGS, even though the use of
subclauses had risen across the board. Whii le the error count regardingﬂwegovemment
0 fprepositions was down in all groups, with the exception of IMLGS, itdecreased most
significatly in1BLFG and IMLFG. Both the percentages for enrors inthe use of
commas and capital Ietters were down across the board, while SPelling errors decreased
primarily inthetwo AL groups. The differences in increases and decreases cbviously
came as a surprise since discussions with those teaching the above groups atthe end of
semester two had revealed no difference in emphasis when dealing with the various

grammar points incless. Yet there can be littledoubt (and thiswill be underlined by the
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results shown intable 8.82) that there were considerable differences between individual

groups.
Tablle 8.82 shows a comparison of the error percentages for each group aswell as the
total inboth 1996 and 1997.

Table 8.82:Error percertages

Groun Mean Difference Standard Deviation
1996 1997 1996 1997
ALFG 16.18 11.89 -4.29 763 553
IMLFG 16.95 1391 -3.04 7.04 545
IBLFG 1178 9.14 -2.64 5.10 388
IBLGS 14.95 14.63 -0.32 517 4.69
ALGS 14.64 15.28 +0.64 424 4.89
IMLGS nm 12.83 +1.06 3.80 4.63
Total 1457 12.56 -2.01 6.19 517

As sevident from table 8.8, the oerall mean in 1997 amounted to 12.56, compared t©
14.57 inOctober 1996. Given the aut-offerror rate of 15% -20% which must not be
exceeded in order to fulfil the morphosynitactic course requirements, thismean is
obviously still quite high. However, itshould be remembered that the topics on which
studerts were asked to elaborate were considerably more demanding than the topic put
1o them at the beginning of the year. As was pointed out above, syntactic constructions
on thewhole had become more complex, although a small minority of students il
adhered 1o very basic structures (ut see comments regarding accuracy levels among
these studentts bellow) . As was also poirted aut, the requirement to vary sentence
structures contributed to a significant increase inthe number of errors involving
subclauses. With the exception of three studants, therewas also far less reliance on st
phrases and leant-offchunks oftedt. Another point to bear inmind is that the standard
deviation of 6.19 isalso high, underlining the differences in individual student
performances.

As regards the considerable differences inperformance improvements between
individual groups, the number of errors In the three groups invollving a German/ French
language combination decreased by between 2.6 and 4.2, whi le groups studying the
conbination that isregarded as themore demanding (i.e. German/Spanish) did erther
not improve significantdy, inthe casewith IBLGS, or fared sligitlyworse than in
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October 1996, such asALGS and IMLGS. The group average forALGS atthe end of
the year isthus within the 15% -20% cut-offband, while IBLGS are very close to that
band. Inthe case of IMLGS, #tshouldbe noted that this group had the lowest error
count inOctober 1996 and that in the overall comparison with other groups itstll
comes third, after IBLFG and ALFG. ktshould also be pointed out thet, inview of the
high averages of both ALFG and IMLFG atthe beginning of the year (16.18 and 16.95
respectively), itwas hardly surprising that their error count should have decreased more
than that of ather groups. On the other hand, considering the more demanding task at
the end of semester two, itcould equally have gone up. Also, the fact tret I BLFG -
which had the second lonest error count at the beginning of the year -managed to
reduce that count even further should be seen as confirmation that the programme
yielded amore positive result in some groups than inothers.  Interms of overall ervor
rates, IBLFG and ALFG have the lonest rates at 9.14 and 11.89 respectively.

The differences in performances between October 1996 and May 1997 are starkestwhen
looking at individual student performances. Thus, 13% of students (9) whose error
count had been above the mean of 14.57 in October 1996, managed to reduce this count
by between 50% and 70%. Perhaps not suprisingly, they were all part of the
German/French language combination. Although, aswas noted above, some students
il used very basic syntactic structures, accompanied by lexical and syrtactic
repetitias, by the end of semester two, they showed much higher levels of accuracy.-

As was stated in Chapter Seven above, the current programme was, from the outset,
considered as a stepping store, laiddown inorder to help students become, with time,
increasingly accurate. No dramatic improvements interms of error reduction had been
expected by the end of the second semester ofyear one, especially inview of the greater
complexity of topics fromwhich students were asked to select and the inevitable
increase innervousness due to the examination sittatian. A look at the overall results
for the entiire studertt cohort would confim that the changes that took place do indeed
not aonstitute a significant overall improvement. At the same time, when examining the
performances of individual groups and, even more <o, of individual students itbecomes
evident that accuracy leels have, iInfact, risen quite substattially inmany cases. As
regards the course aim of easing the transitionbetween second and third, results show
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ttat, according to current exam regullations, atotal of33% (23) would have failed to
meet theminimum accuracy requirements in October 1996, while thisnumber had
fallento 17% (12) inMay 1997. Although there isa lack of inmediate improvement in
accuracy levels across the board, R. Hllis™ (elayed effect hypothesis gives rise tohope
that even those students who have not yet increased those levelswill improve their
performances with Increased practice.

Returning to the relationship between explicit knowledge leels on the one hand and
accuracy leels inwritten production on the other, correlation results confirmed the
strong interface hypothesis. There was an absolute correlationbetween the number of
erTors in the essay and students” linguistic and metalinguistiic knowledge leels™ .
Correlation results also revealed a correlationbetween accuracy levels and attendance,
significat atthe 98% leel, aswell as an absolute correlationbetween accuracy levels
and engagement in the written assignment scheme.

The differences between the German/Spanish groups and the French/German were
confirmed In ttests carried out with regard 1o production accuracy, terminological
knowledge and linguistic/metalinguistic knowledge leels.

DResults reveal, however, two major surprises. First of all, IMLFG performed much better regarding
accuracy levels than would have been expected after the results on ethut knowledge levels where
performances were more or less on a par with IBLGS and even slightly below those for ALGS. The
second surprise is the poor performance of ALGS regarding PerUCIIO.n accuracy. However, it has to be
remembered that the overall hlgh mean for this group for me_allnEmstlc and linguistic knowledge levels
is due, in particular, to the good performances on terminological Knowledge: as regards combined
metalinguistic and linguistic knowledge levels, rates were considerably lower, with little difference
between this group and IBLGS or IMLFG performances.
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8.4 Summary and Conclusions for the German Grammar Programme

The principal aim of the grammar programme was to ease the transition from second to
third level with regard to the acouisition and goplication of German grammar. Results
for all the aspects under investigationwou ld suggest that this aim was achieved with
greater success for some aspects and leamers than for others. As regards the only aim
which iseglicitly examined under currenit D CU examination regulations, accuracy
leels by the end of semester two had increased to an extent that al loved 50% more
students to fulfil the granmatiical course requirements and stay below the cut—offrate
than would have qualified at the beginning ofthe year. Two important motivational
achievements were the more posrtive cognitive attituoe towards grammar acquisition
and the increase in confidence levelswhich learmers overall reported at the end of
samester wo. Results would suggest that the programme corntributed not somuch toa
restructuring of learmer interlanguage as to familiarising students with the concept of
structu ring their language representations in the firstplace. However, while the vast
majority of learmers declared that they were positively disposed towards the overall
approach and implementation of the programme, the considerable differences between
individual groups and individual leamers with regard to both knowledge and
performance levels would suggest that the scheme yielded more immediately positive
ocognirtive and metacognitive results in some groups than inothers. There are also
certain aspects which woulld appear not to have worked out quite as envisaged Inmost
grous. One ofthe biggest concems cortinues 1o be the relatively low leels of learmers®
owverall analytical abilities. Results in Section 8.3.3 revealed quite a gap between
students® increased positive peroceptions and their actual competence leels. Thus, while
the clearingup of “fuzzy notias™ and the increase in analytical abiltdeshad been
stressed as being among the most helpful aspects of the grammar classby a large
number of students, the evidence In Section 8.3.3 fails to support these conmtentions.
Other problematic issues - although not necessarily one affecting all students - include
many learmaers” obvious aversion to the use of terminollogical use and knowledge and the
lack of practice gyportunities. There would also appear to be a clear need to create more
challenging tasks for the stronger students as well as aneed to assistweaker students ©
an even greater extent.
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A specific problem which would appear to have affected many, rfnot most members of
IMLGS and IBLGS groups this year was the unfortunate time-tabling sittation.  Thus,
whi le the majority of studerts from these groups stated that they we I comed both the
concept and the approach of the grammar programme, they also described the fact that
the class took place at the end ofwhat was for them an exhausting day as a strainwhich
prevented them from gaining themaximum beefit. The difficuldeswhich students
studying this language combination experience anyway (i.e. the problem ofdedicating
sufficiant time t both treir languages) were thus compounded. It is therefore perhaps
not surprising thet, interms of overall group performances, results for IMLGS and
IBLGS students were lower than those for all other groups in Section 8.3.3, whille
results for all German/Spanish corbinations were below the German/French
combinattions In Section 8.34.

As regards the issue of leamer resposibility, resultswould suggest that leamers, while
recognising that regoasibility, greatly appreciated the programme®™s guidance through
what isperceived by most as a daunting subject matter. As was pointed out previously,
if learmers are asked to work on the development of their declarative and procedural
knowledge with littleor no structural assistance, they are unlikely to engage in these
tds. Thus, rather than viewing leamers™ overall support for the grammar programme
as a aall for continued spoon-feeding, itshoulld be seen as an appreciation of the kind of
guidance, on both contert and procedural matters, which, itishoped, will increasingly
allow learmers to Iive up 1o the expectations placed on them by third level language
studlies.

As regards the consequences of the present research for the future structure of the
grammar programme, the followving conclusions have been drawn:

1. The sgparate grammar class istobe continued. Considering the disparity of students®
second level educational background, alll students must, upon entry into university,
receive, as a student quoted above put it, “'a fair chance''. The grammar classwill thus
continue to offer, firstly, the structural framework the course organisers are convinced Is
needed for performances that are not just fluent but also increasingly accurate.

Secondly, itwill continue to offer the kind of guidance which, itishoped, will

eventual ly enable learmers towork independently.
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2. Other core elements of the programme, such as regullar output practice and corrective
Teedback will also be maintained, for two reasons: both elements were perceived as
bereficial by the vast mgjority of the present group of subjects, and the theoretical
position adopted by proponents of the strong interface was confirmed by the correlation
figues. There will, however, be an added emphasis on the need foremrprevention as
opposed o error COTECtion. one way ofencouraging the prevention of erorswhich is
aurverttly being practised isby asking students to sitdown together when writing essays,
making diary ettries etc. and conferring with each other about grammar issues before
writing things down. Students are also asked fairly freguently to produce short pieces of
writtenwork in class, with small groups of two or three producing one piece in
consultationwith each otier.  ltishoped that this methodology will hellp learmers to get
into the habit of taking time to reflect before the actual production process begins.

3. As was pointed out in Chapter Seven above, since the changeover from
communicatively oriented to amalytical language use proved to be more troublesome
than had been anticipated, the syl labus progression did not go quite according to plan.
Inview of the considerable degree of diffiauktywhich many students displayed with
regard to grasping fundamental structures, and inview of the continuing display ofa
lack of consideration for matters of accuracy among many students, itwas decided trat
the syllabus istobe amended as follons: firstly, certain items, such as the (eclension of
demonstrative and interrogative pronouns, theformation ofnouns and adjectives, the
comparison ofadjectives, are tobe given less in-depth coverage in future. Other
aspects, such as)0SSESSIVE pronouns, prepositional adjectives, relative pronouns with a
preposition, thepassive, the double infinitive and the past conditional arenot tobe deatt
with atall inyear one of the various degree courses. Furthermore, the distinction
between complements and adverbials isbe dropped since ithas not proved to be of
pedagogical value91 (. Fisdher, 1990 and Brons-Albert, 1990, both ofwhom claim thaet
there Isno need for the introduction of this distinction; cf. alsoWeinrichwho does not
make that distincdan). As regards other anendments, the introductory testhas also
been revised. The second year syllabus has been modified inorder to ensure that it
takes over where firstyear kftoff. That syllabus also provides for the revision of
certainelenents. A fourth year syllabus has yet to be designed.

2L The distinction actually proved to be a source of significant confusion for the majority of students.
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4. A most pressing issle to be solved iIn the inmediate future is that of helping learmers
to improve their aalytical ddlls. Itisobvious from the above resulits that the use of
these ddllsneeds to be both emphasised and practised even more than has been the case
so far. This inwlves increasing the practice of those skillswithin the grammar class
itlf, aswell as extending the analysismore frequently to the non-grammar classes.

5. The terminology barrier needs to be overcome. This involves, firstofdl, helping
more stuoents to develop at lesst a positive COQNItIVe attitide towards the use of
terminology (ifnot a positive affective attatuce).  ltalso involves increasing actual
knowledge leels. Ithas been decided tret, wherever possible, the terms tobe used In
the German grammar classwill be introduced and clarified using exclusively English
examples first.

6. A crucial issuewhich arose out of the learmer evaluation of the grammar programme
is the fregquent complaint of a lack of practice goportunities. Recently acquired rules
were applied briefly in class and again as part oFhomework but were rarely reinforced
in the study periods which are attached to language modules for those exact purposes.
Considering the very narrow time-frame inwhich those involved inthe German
language module are forced to goerate, the solution to thisproblem isunlikely to lie in
an Increase In inclass practice.  Instead, lecturersmust impress on learmers even more
emphatical ly than has been the case so far the use of study periods. Students also need
o be reminded that the study periods for each module are not transferable and are to be
used for trat module only. Inother words, the two hours ofnon-classroom based time
allocated to the German language modulle are to be used for actavities involving that
language only and must not be cut short because ofpressing assignments in other
abjects. This kind ofmature attituce towards ae™s studies will inevitably take time ©
develop. Even though learmers know intheory trat no subject isever to be neglected
because of exam pressure in other slbjects, itmay be that learmars® study patterns, in
thelr firstyear at lesst, need 1o be extermal ly guided to a greater extent than previously
practised. To thispurpose, the two study periods allocated to the German language
coursewill in future be scheduled Into both studets™ and lecturars™ time-tables. Rooms
will be allocated for group work or individual study and students will be informed that
lecturerswill make themselves available on a regular besis (although not necessarily for
every study period) to help with queries. Another possibleway of "edging on® students
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which is acurrently conducted by some lecturers isthe introduction of regularly held
informal grammar tests, including questions on grammar terminology. These tests are
short (5-10) and test a variety of items previously covered inthe grammar classes, thus
giving learrers a reliable indication of their present knowledge leels. Some of these
tests are taken wp, others arenct. Since poor performances In those tests are a source of
some embarrassment tomost leamers, they provide an extermal incentive for students t
engage in the sLbject matter on a regular basis without emtailing the anxietywhich
accompanies official tests. They thus act as akind of “'enforced’” learmer =
assessment. Although itcould be argued that thismethodology Is counterproductive t
the concept ofamore Independent and process-oriented leaming approach, itmay also
twum out to be just the kind of guidance fromwhich learmers benefit intGallybut will be
able to dispense with once they have grown accustomed to the concept of studying with
aview 1o preparing for longer term dojectives, such as end-of-semester examinations.

6. More time will be spent on the discussion ofgrammar books which are available in
the lirary. Learmers will be taken through the listof recommended books (see
Appendix F) and will be advised to familiarise themselves with those books with a view
to eventual Iy buying the one that suits their individual needs best.  Although the course
notes continue to play an important part, itisrecognised that they do not fulfil the
postulate of carpleteness.

7. Strong students need to be chal lenged more than they have been so far.
Heterogeneity isevidently amajor problem and this investigation has primary focused
on students whose grammatical knowledge and performance leelswere inneed of
significant improvement (i.e. themgjority of stidats). However, those with fairly good
entrance levels need to be catered for aswell. The possibilitywill be investigated of
setting up work groups inwhich “strag™ students tutor weaker ones, thus tuming them -
wi'th their permission - into “advisars™ towhom weaker ones can tum. The student-as-
teacher scheme 1salso to be Introduced in all clesses.

8. One language combination which continues to be plagued by considerable difficulties
is the Spanish-German language conbination. The cll formore practice outside the
classroom may be particularly difficult to heed for those studying an ab initio language
alongside their intermediate German language. Results confirm the anecdotal evidence
gathered in the course of the years that students have great difficulty in improving treir
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linguistic s<lls inone language, whi le at the same time concentrating on a language
which they have taken up from scratth. Considering the already daunting workload of
groups with an ab inrtdo language, itseems futile to expect these students to put Inmore
extrawork autside the classroon. At the same time, theworkload inthe classroom
should not be increased ertter, 1fan overload iIstobe awoided. “Watering down™ the
grammar programme isalso not a viable gption since all the 1temns thatwere covered
under the actual (although not the originally envisaged syllabus) are considered to be of
such a basic nature that thelir importance must be impressed on students as earlyon as
possible.  Htwas pointed out in Chapter Three above, that aparadox exists with regard to
the entry points required for the German/Spanish language carbination. Thus, while it
wou ld appear tobe more demanding than the French/German carbination, the points
required for entry into university are actually lower than the latter, due to the lower
demand. The findings of this dissertationwoulld stronglly support the demand discussed
in Chapter Three above that the points system be thoroughly revised.

Firally, itshould be noted that, with the beginning of the academic year 1997/1998, the
owverall assessment load for the above degree courseswas lowered. This development
should help alleviate some of the time pressure problems referred to above.
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Chapter Nine

Conclusions and Future Outlook
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The aim ofthe grammar programme under investigation in this thesiswas to fecilitaie
the transition between second and third level with regard to the acguisition of German
grammar. The facilitaticmwas to take place on a sccio-affective, cognitive and
metacognitive leel.

An examination of the background against which German language istaught in Irish
second level institutias showed thet, inthe course of the 1980s, German developed
from a language which was leamtby a small ditistminority of students to a subject
whose popullarity soared inthe late 1980s before levelling offin 1993/4. The rise in
numbers was triggered by a change inthe second leel modem languages syllabi and in
the examination regulations. This change was supported by the determined backing
from Irish educational and pol itico-econanic instituticos who rallied in order to make
German amore prolific language at second aswell as atthird leel.

As regards second level aurricular requirements under the communiicative approach,
both the 1983 and the 1995 senior cycle syllebi have been shown to be arbitious and
demanding inview ofthe limited allocation of time second level teachers are given in
order to train learmers in a considerable range of salls. Much asmany teacherswould
like to spend more time on certain agpects, including grammar acquisition, there are
cogent reasons as towhy, atthe end of the day, they decide against it As was pointed
out above, teadhers are acutely aware of the fect that their students”® prime interest isto
achieve themaximum number of points in the Leaving Certificate examination. Since
the correct goplication of a very limited number ofgrammar concepts inavery limrted
context will secure high marks in that examination, and since learmers are generously
rewarded for displaying a reasonably good range of vocabulary and for making frequent
use intreir freestyle production of sst idiamatic expressions, much classroom energy
and time isdevoted to the development of those particular agpects, atthe likely expense
of in-depth grammar leaming. In actual fact, the range of skills to be covered allow for
littke in-cepth treatment of ANY SKill, and, strictly speaking, skinming the surface isall
second level teachers can humanly be expected tomanage. Inparticular, those teaching

mixed abillity classss as well as those teaching large size classes may never be ina
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position to spend what could be considered sufficient time on the skillls to be trainedL.
As regards the specific Issle ofgrammar teaching, according to the teachers interviewed
in the course ofthis resecarch, a sizesble number of treir col leagues would also appear
not to possess the necessary grammatical knowledge themselves and can therefore not
be expected to adequately familiarise treir leamerswith even the most basic aspects of
the target language. To sum up, whille second level provides learmers with some degree
of &ill insome aress, in-depth structural grammar knowledge would appear to be the
inevitable casualty ofboth the firstand the present communicative syllaous.

Whi le the primary focus of attention in this thesis has been on the action third level
might consider in order o ease the transirtion for school-leavers, and while itis fully
recognised that second and third level pursue very different educational aims, some
changes at second level might nevertheless be warranted. Those involved In educational
establishments are only too aware that theway students develop at second level has a
cnueial bearing on how they behave at third leel, reflected in, for instance, thelr attituce
towards having to assume respansibility for their own actians, or the way they organise
their studies, to name but two exarples. Itisat second level (building on, doviously,
primary level education) thatmany of the foundations which are crucial for successful
further studies are kaid. However, many of these tasks are neglected due to time
pressure and other pressures. The way things stand atthismoment intime, both the
aurriaular and strmuctural/institutiaal demands which are placed on language teachers at
second level beg the questionhow much actual leaming (as opposed to exam
preparation) aswell as learming how to leam can realistically be expected to take place.
Considering some of the factors itis certainly no snall feat trat many teachers 4ill
manage to "produce” students with outstanding linguistac skills aswell as an awareness
oftteir own resposibilities inthe leaming prooess. As was pointed out above, many
teachers are only too well aware of the difficaulties that students with little gppreciation
ofthe importance of accuracy and at lesst aminimal degree of structural knowledge
encounter at third leel. They are conscious of the Impact which treir teaching has on a
student™s chances of accompl ishment at third leel, knowing that students who erter

1Thus oral skills are often neglected until schools receive the role plays and picture sequences which
form the oral part of the Leaving Certificate examination and which are supposed to be practised (i..
learnt off by heart) in the run-up to the examination.
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ool lege equipped with at lesst a basic understanding and knowledge of the grammar
system are at an invaluable advantage throughout their third level studies.

An amalysis of the present researchwou ld suggest that the following changes in
educational planning and syllabus design at second level might be particularly bereficial
o those students who continue treir language studies at third leel:

1 In isbriefing session to principals and vice-principals in 1994, the Department of
Education and Science recommends that, funds permitting, Higher and Ordinary level
students be taught separately. The only instituticnwhich can ensure that those funds are
avai lable to all schools is the Department it

2. On amore radical note, separate syllabuses could be established for Leaving
Certificate Higher and Ordinary lewel, with the Higher level syllaous introducing more
intheway of grammar foundation and analytical sdlls. This move obviously
presupposes a change inthe university entrance system.  Hfthe points system remained
as itis atpresant, the same number of studentswould opt for the Higher leel as s
aurrently the case, sinae, twill be remembered, aC3 inthatpaper yields as many points
asanAl inthe Ordinary lewel examination.

3. The cll by Fischer and Schewe (forthcoming) to extend the initial training period for
second lewvel teachers would appear worth considering. There isalso a clear need Inany
educational environment to provide continuous linguistic and methodological training
for all teedhers. Institutiaos and individuals such as the German Teachers®™ Association,
the Goethe Institute and the German inspectors at the Department ofEducation and
Science have made tremendous contributions inthis respect. However, chronic lack of
educational funding seriously jegpardises stadards. The obvious consequence of
regular monetary shortcomings is an over-reliance on the dedication of individual
teadhers o their jabs. For instance, as a rule teachers do not get any time in lieu for
attending GD 1 seminars twice a year on a Saturday or other events which they feel they
need to attend in order to keep up to date with German aultural, polidcal, economic and
linguistac developments: most activities undertaken in this area are done on an etirely
wvoluntary basis with virtially no official recognition. More funding for in-service
training istherefore essendal . The introduction of time in liey, along tre linesofa
"Bildungsurlaub™ might also be considered.
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4. Changes in the points system might everitual ly al low all teachers —not just language
teachers - 1o spend more classroom time on familiarising thelr students with the concept
of independent leaming.

5. The CEB 1987 recommendation of a cross-aurricullar approach o Ianguage
awareness atsecond level (including English and Irish) and 0nforms ofassessment o
include learmer self-assessment and continuous assessment might be reconsidered.

6. The practice of asking poorly qalified teachers to guide leamers through the
aocouisition process of a second language which, even under the most advantageous
circunstances, axstitutes amost daurnting taskmust be stopped since itcan only be
described as a fundamental Iy unjust and irresponsible act vis-a-vis all parties

concermed.

To retum to the impact of the changed situation at second level on third leel, regardless
of the under lying reasons for acurricular and other changes at second leel, there can be
little doubt that the introduction of the functional-notional syl labus and the concomitant
changes inweightings inthe Leaving Certificate examinations have brought about a
marked shift in school-leavers™ conpetences. As a consequence, the majority of first
year university students no longer possess the kind of in—depth graimatical knowledge
which inthe past had allonved third level lecturers to focus primarily on lexical and
pragmatic aspects of language leaming aswell as on the firer points of grammar. These
aurriaular changes at second level have thus caused major adgptational difficulties for
third level institutions which now found themsellves confronted with the question as to
how to best respond to this sittation. Most German departments at third level decided,
inthe course of the last decade, that they had little choice but to reconsider thelr
expectations and instructioal starting points, noticesbly with regard to the teaching of
structural L2 properties and matters of accuracy in productive language use. Lecturers
atD CU decided that therewas a clear need to devise aprogramme whichwould actively
assist studentts 1n acquiring and applying the kind of grammatical knowledge expected at
third leel. This programme formed the certtral part of the present investigation. s
dbjectives were to fecilitate the second to third level transition on a socio-affective,
cognirtive and metacognitive leel. More secifically the programme sought to help
students
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1 to achieve the accuracy standards which are required in order to pass the second
semester written and oral examinations

2. to develop rule knowledge indefined areas aswell as an understanding ofthe
underlying system of German grammar ¢ analytical competence)

3. to acguire terminological knowledge of commonly used terms

4. to demonstrate an awareness of treirown grammar learming regorsibilities.

As became apparent inthe previous dgpter, resultswith regard 1o the achievement of
the four aims were mixed. As regards accuracy standards, therewas no drastic
reduction in individual error categories and in some student groups the error count
remained static or even rose slightly. Other groups managed to lower their overall error
leels, and accuracy levels among some 16% of learmers improved by between 50% and
70%. Therewas little evidence that cognitive-aralytical s«ills had progressed to the
extent that had been init@ally envisaged. Similarly, the level of terminological
knowledge reached by the end of the year was far from satisfectory. Findings would
suggest that the most positive results were yielded on an affective level on the one hand
and a cognitive-motivational level on the other: responses suggest that the programme
contributed to an increase In learmars™ grammar leaming confidence levels by dispelling
fuzzy notions which they had previously held about a variety of grammar concepts. The
vast mgjority of students also acknowledged the communicative function ofgrammar .
By expressing a positive cognitive attitude towards the role of grammar acquisition in
the overall language leaming process, they indicated that they had intermalised a cnucial
course gal. Itishoped tat, with continuous practice, this grammar leaming
motivation will be increasingly accompanied by the regullar recall of grammar rules and
the gpplication of analytical skills inboth receptive and productive language use. Since,
aswas pointed out inChapter Two above, cotflicting attituoes towards the leaming task
@g- aP0SitiVe cognitive attitidevs. aNe(ative affective attitce) are ultinetely
undesirable, itisalso hoped that goal intermalisation, growing confidence and
increasingly successful language use will evenitual ly result in the type ofmotivation all
education aspires to achieve: intrirsic motivation.
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As regards the fourth aim above, while students recognise the need to become
increasingly independent, putting that realisation Into practice has proved to be rather
diffiailt

The lessons which were drawn from the current research for the structure of the German
grammar programme were also outlined inthe previous depter. Thus, the German
language programme will continue tobe daracterised by a considerable grammar
component, while obviously not neglecting other aspects of the language, nor indeed the
opportunity to put the grammar acquired Into practice in other parts of the course. The
regullar provision of output practice and corrective feedback also continue tobe
emphasised as part of that programme. The original syllabus has had to be shortened in
view of the diffiaulty which the mgjority of students displayed with regard to even the
most fundamental aspects of the L2 structure. Thus, some of the aspects which were
included inthe firstyear syllabus have now been moved into the second year grammar
syllabs.

The main aim remains t help students improve their metalinguistic and linguistic
knowledge leels, especial ly their cognitive-analytical sdlls. For this purpose, more
emphasis than has been the case up to now will have to be placed on the practice of
those skills inthe other German language classes and courses. A closely related
challenge isthe development of amore positive cognitive attitude amongst all students
regarding the need to fami liarise themselves with basic terminological knowledge.

As regards the issue of increased learmer resposibility, itwas pointed out above that
autonomy in language learming and classroom-based instruction are not two mutual ly
exclusive conogpts. Thus, the decision to expose the present target group to instructed
grammar learming does not contradict the aspiration to encourage all learmers tobecome
increasingly independent intheir leaming approach. Rather, itwould appear that the
grammar class has provided leamers with the kind of guidance ttetmay be
indispensable In thelirworking towards increasing autonomy, both on a content matter
leel and as regards the identification of the most surtable leaming approaches.

With regard to overall linguistic standards of university graduates, the present research
would suggest that itis a fallacy to believe that ifonly third level introduce a substantial
grammar component intheir courses, standards will retum to the high leelswhich were

the norm under gramar-translation. While programmes such as the one which formed
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the focus of this researchmay be able 1o raise awareness levels of the communicative
function of grammar, avert fossilisation Insome areas with some students and contribute
o some increase inaccuracy leels, itwill have become obvious that they are
essentdally of a remedial rature. Thus, unless certain changes are implemented at
second leel, leels of accuracy and thus true proficiency standards among the majority
of third level graduates are likely to remain well below those which were achieved prior
1o the introduction of the communicative approach. ltmay of course be that educational
policy makers look at this fall in standards as essily being offset by the advantages that
the coomunicative approach ispurported to have brought about for the employment
prospects ofyoung people witth “comunicative™ (as opposed to tre) linguistic
proficiency. In lrelad, like iInmany other countries, there iIsnow a considerable cohort
of students forwhom employment goportunities in telemarketing, teleservices elc. are
opening up on adailybesis. Ifthe "comunicative® type of studernt continues to be
economical ly more desirable, the true linguistwill very rapidly become aphenomenon
of the past whi le programmes such as the one under investigation inthis researchwill
tum Into an anachronism.

Future Research

Since the grammar programme investigated in this dissertationwas based on long-term
dbjectives, all aspects examined and discussed above - socio-affective, cognitive and
metacognitive Issues -will have to be re-examined inthe sbjects™ firal year in
1999/2000 . That investigationwilll have to raise retrospective guestions about the role
ofthe grammar class inboth studerits™ grammar learming process and their overall
language leaming process. Only thenwill itbe possible to reach definite conclusions
wi'th regard to the success or failure of the grammar programme.

The requirement for syllabus development does not end with semester two but
transcends iInto the second and also fourth year of the abovementioned degree courses.
Whi le a second year syllabus has already been drawn up and taught, the fourth year
syllabus is aurrently being devised. No evaluation of the second year syllabus has taken
place to date.

2For logistical reasons they could not be investigated in the students' second year of study.
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The above research investigated the effect of the 1983 syllabus only; inttaal results of the
diagnostic surveys held in October 1997 (1e. with the firstLeaving Certificate cohort to
be taught under the 1995 senior cycle syllaous) suggest trat not much change in
grammatical competence or performance lewels istobe expected from that syllaous.
However, this anecdotal evidence needs tobe verified. Ideally, research among the new
cohort should be carried out on both a cross-sectioal and longitudinal besis. For
instance, the abovementioned aiteria (effect of the programme on socio-affective,
cognirtive and metacognitive aspects of language leaming) could be investigated among
the same student cohort inthose stuoents™ first, second and faral year of study.

Inview of the fact that some lecturers are currently practisingwhat was above referred
to an "erforced” learmer self-assessment by conducting regullar informal tests, itmight
also be worthwhi le investigating whether this methodology has any beneficial effect on
students® learming efforts autside the classroan.  Another area of investigation isthe
extert to which students make use of time-tabled study periods, the choice ofwork they
undertake during those periods and the effect this has on both thelir accuracy and overall
proficiency standards.

Firally, permanent monitoring of educational policies at second level isrequired since
any changes wi'th regard to examination marking schemes, examination methods (such
as changes in the oral examination) efc. are likely to have repercussions for third leel.
As regards this lest isse, therewould also appear to be a strong case formore freguent
information exchanges between practitioners at those two leels. When in 1998 the
Association of Third-Level Teachers of German was founded, itwas decided that one of
the subcommittees was to focus on second-level lirks. This forummay well tum out to
provide the appropriate platformwhere ideas could be shared and concems could be
voiced and discussed, 1o the potential berefit of all those involved in the teaching and

learming of German in Irelad.
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Appendix A

Second Level Teachers' questionnaire, February 1996
(regarding 1983 syllabus)



The answers given inthis questionnaire will be used for Educational research purposes
only. Your name or the name ofyour school will not be disclosed to a third party.

Name:

School :



N.B. All questions relate to Higher Leaving Certificate German. Please feel free to
comment on anything that you would like to expand on.

l.a. Please indicate on the scale below the degree of emphasis which you put on the
folloving aspects of German language learming inyour Leaving Certificate classes:

no emphasis little fairlystrong strog very strong
atall emphasis emphasis emphasis emphasis

reading ] ] ] ] ]
listening [ ] ] ] ]
writing ] ] ] ] ]
speaking O O ] O ]
grammar [ ] ] ] ]
vocabulary

acquisition [ ] ] ] ]
pronunciationD O ] ] O

b. Ifyou were able to teach German language free of exam pressure or constraints such
as time and class sizewould you shift the emphasis inanyway? Yes O No O

Ifthe answer isyes, please indicate inwhich direction those shiftswould take place.

more emphasis less emphasis
reading ] ]

listening ] ]

writing ] ]

speaking ] ]

grammar ] ]
vocabulary

acquisition ] ]
pronunciation ] ]



2. As regards the language pmficiencyOf Leaving Certificate stuoents, please indicate
on the scalebelow how important an aim you consider grammatical accuracy compared
to overall linguistic fluency?

ofno
very fairly of little importance
_ important important important importance  whatsoever
Grammatical
accuracy
IS L] [] L] L] []

3 .What isyour approach regarding the correction of errors (bothwritten and oral)?
Please tick the appropriate box.

a Written

I correct
al enrors most errors  themost blatant very few no

enors enors enors
[] ] [ [ []

b. oral

I correct
al most the most blatant very few none
O ] [] O [



4. What do you consider a serious grammatical mistake? Please tick.

Type oferror: Serious mistake? Yes

- gender ofnouns
declension ofnouns
government of
nouns
adjectives
verbs
prepositions
adjectival endings
pronouns
personal
p0ssessive
reflexive
interrogative
formation of
regular verbs
irregular verhs
modal verbs
auxiliary
separable and non-separable
past participles
the imperative
the conditional
- verb-noun agreement
- position ofthe verh
in main clauses
in subclauses
in questions
*  conjunction (eg ‘wenn/als’)

O

O

cgggg

cgegougoge gege

ey

[]

- the difference between preposition, conjunction and adverbial
+ thepassive (ie the use of‘werden’)
 ‘Umlaute. on

adjectives

nouns

verhs
* negation

the difference betweennicht’ and ‘kein’

position of *nicht’in asentence

UDU DD

nin

No

oooog ooooooood oood ooooo oo

o™

oOod



5. When explaining German grammar, do you use

Yes No
a agrammar book O O
b. the grammar section inthe textbook O O
C. your own notes/handouts? O O

ITthe answer to a or b. above isyes, please state which book(s) you are using:

6. Do you recommend a reference book for German grammar? Yes O No

ITthe answer isyes, please statewhich book(s) you recommend:

7.Do you

a st time aside for elicit grammar teaching L]
b. deal with a point of grammar as itarises, eg inthe cortext of a reading Ll
comprehension or apiece ofwriting

c. do both a and b. ? []
Ifyou st time aside please indicate how much time.

Up to 5 minutes per item

Up to 10 minutes per item

Up to 15 minutes per item
More than 15 minutes per Item
(Please specify:

O 000

8. Do you

present students with anew grammar rule yourself O
ket students figure out anew rule by themselves O
do amixture of the above two ? O



9. Do you do follow-up grammar exercises? Yes O No O

Ifthe answer syes, do you do these exercises

inclass O
as part ofhomework O
both in class and as part ofFhomework? O

How much time do you spend on fol lon-up exercises?

up t 10 minutes per new rule O
up to 20 minutes per new rule O
more than 20 minutes O
Other (please

specify):

10. Do you explain grammar

through English O
through Irish D
through German O
through a combination of the languages listed above? O

1. To what extent do you use grammar terminology? Please tid<.
I use grammar terminology

constantly
Tfrequently

rarely
never

o O 0o

12. Please statewhich attituoe the mgjority ofyour students display towards German
grammar .

They fird it

boring
interesting

a necessary evil
challenging
Tairly easy
drffiault

very diffiault
impossible

Oo0oo0oo0oo0OooOgoaogoao



13. a Please indicate the degree of coverage of the following points of grammar you yourself give using

the scale below or the degree you expect those items to have been covered previously using the

same scale.

SCALE: 1= 2= 3= 4= 5=
no fairly very
coverage superficial thorough thorough thorough
atall coverage coverage coverage coverage

Cover yourself Expect students to have covered
in previous classes

A. gender ofnouns O D

B. the cases 0 0

c. wordformation

1 adjectival endings m D

2. conparative/superlative O O

3. strong/weak nouns O O

4. plural ofnouns O O

D.pronouns

1 personal O O

2. possessive O D

3. relatie O D

4. interrogative O O

E. verbformation(for tenseformation see F.)

1 regular O D

2. imegular D D

3. reflexive O D

4. segparable and non-separable O O

5 axiliary O O

6. modal O O

7. formation of theimperative 0O O

8. formation of theconditional O O

F. tenseformation

' present tense 0O D

- preterite O D

e present perfect O O

e pluperfect O D

- future O D

G. position ofthe verb

L inmain clausses O O

2. Insubclauses O O

3. inquestions O O

H. Word order (Time, Manner, Place) o D

1.conjunctions D D

J.prepositions D D

K. negatlor] O D

L. thepassive O D



b. Using the Itabove, please indicate the three aress that in your experience students fird
most diffiautt as well as the three they find essiest.

Most drffiault Essiest

1 O 1. O
2 O 2 O
3 O 3 O

13. Ifyou are willing to discuss your answers to this questiomnaire or any other matters
pertaining to the subject with me please tadk the box. O

Thank you very much for your co-operation.



AppendixB

Second level teachers’ questionnaire, October 1997
(regarding 1995 syllabus)



1 _How important do you thirk grammatical accuracy isfortre JUNIOr Certificate? Please

arcleyour ansier.
very important important fairly inportant not not
very important important atdl

2_ Please irdicate what emphas u place on tre folloving features of teaching German t©
Higher Level Leaving Certlflcafé stLdents by tidking the appropriiate boxes @fyou have both
Higher and Ordinary Level studerts inthe same class please ansier all questions below for
atire das):

strong emphasis fairly strong emphasis not a very strong emphasis
Vocabulary learning
Writing
Reading
Grammar
Speaking
Listening

3. Iifyou compare the old and the new syllidaus, do you fird tretwirth the introduction of the
new syllaous you teach

a asmuch grammar as before (= there has beenno change atall)

b. asmuch grammar as before but in adifferatmanner

C lessgranmar

d. more grammar

4. Has there been any change inthe emphasis you put on vocabulary leaming under the new
sylldws?

a o, the emphasis isthe same as under the old sylldhs

b. yes, there ismore of an enphasis

c.yes, there s less of an enphasis

5. Given time arstraints, which strategy do you pursue when teaching grammar?
a | foous above dll on the Leaving Cartificate syllaos

b. 1foaus above dl on the Leaving Cartificate examination

¢ I foous above dll on both the Leaving Cert sylladous and exam

d 1 regularly go beyond what sreguired for tre Leaving Gartificate

6. Again, given time arstraints, towhat extent does your grammar teaching atLeaving Gert
Higher Level include gramatical aralysis/arsing?

Gramatical analysis B

a done regullarly

b. done oocasically

C. done rarely

d. never done

7. Do you agree ttetmany students ladk a besic knowledge of grammar conogpts
inBglidviridr? yes no

8. Do you kelieve that foryour Leaving Gartificate Higher Level students grammatical
accuracy inwrittenwork is

a more Important then fluency

b. less important then fluency

C. as important as fluency



9. What isthe perogption of German among your Leaving Gertificate students? Please tidc
a German sas diffiaultas othermodern langueges

b. German ismore difficult then othermodem langueges

C. German i less difficilt then othermodem languages

10. Please statehow important inyour grammar teaching toHigher Level Leaving Gartificate
students the folloving grammatical itens are:

Item very inportant  fairly not o
importarnt inportant  inportant

verb formation

tese formation

sbject~verb agreement

the most commonly used verts and treir

cas=s

prepositiaos and trelr cases

gender of the most common 1y used nouns

plurals of the most commonly used nouns

cpital ketters on nouns

declension of artidles

declension of pronouns

adjectival endings

Umllaute

word order

11. Do you believe thata student can getan A oraB 1 or 2 intre Leaving Gartaficate Higher
leel without having a good knowledge of the besics of German grammar (egwithoutbeing
able touse the rtems under 10. correctly Inmost Instances)?

yEs no

12. a How would you rate the folloving essay by a Leaving GartificateHigher leel student?
Please cirdleyour ansier .

AufsatzzMeing Zeit in der Schule und meine Erwartungen an die Universitét

Sart 5 Jahre habe 1chDeutsch indie Sdhule gelermtund ichmul3 ehrlich zugeben, dal? ichdses
Fach indie Schule ganz prima fade. Ichhabe mich immer sehr gutmit meine Lehrerinnen und
die andere Studentin verstanden und obwohl wir hétten viele Arlert, wir hatten viel Spal
gemacht auch. Ich habe einBrieffreudin in Gelserkirden, eire Stadt im "Ruhrpott”’, diemir
Jedes Monat ein langer Briefgesdhriebthat. Fir das Zert an die Lhiversitét ichhoffe, einen
guten Zeit irs dritte Jehr zu haben, wann ich im Ausland

Tare. 1ch frece mich sehr darauf, fremden Kulture und verschiedenen Leuten

kennenlemen. Hoffentdich klgpt alles. Drick mir die Daumen!

very good good fairly good Tairly poor poor

b. Hthiswere an essay by one ofyour Leaving Gertificate stuoents whiich mistakes would you
bring to his/her attentia? Please underline those mistakes.



13. Which agpect inthe trarsitian from second 1o third leel German do you believe sthe
sirgle most diffiautt aspect with whiich students are asked 1o cope?

Thank you very much for your co-operation!



Appendix C
Student questionnaire, October 1995



The folloving gquestiamaire isdesigned to provide the German Language Course co-ordinator
with information tretwill help to fedlitate the trarsitian from secondary school to ininersity. tt
B important tretyou take time inanswering all guestions and ask for clarification ifneeded.

The information given inthis guestiorairewill be used for Educational Research purposes
aly. At no timewill your name be disclosed to a third party.

Name:

ForwhichDCU caurscareyou envolled? ACL 1 ( AL1 O IML 1 O

Which secondary sahool didyou attend?

With questions 1 and 2 we would like tofind out aboutyour learning experience with German.

1 Ples=e imicte, using the scalle from 1 1o 5 below, the degree of emphasis which was put on
the folloving agpects of language leamiing attyour secondary school.

1= o emphasis atal

2= Iittleemphasis
SCALE: 3= fairly strag emphasis

4= strag emphasis

5= very strog emphasis

listenirg O
reading O
writing O
speaking O
grammar O
prounciation O

vocahulary leaming O

2a Did you use agrammar book foryour German language cless?
Yes O No O

Ifthe ansier BYes, plesse state the name of the bodk(s)-



b. Didyou fird thisbook/these books useful?  Yes O No O

Plegse give reesaons for your ansier .

With questions 3 and 4 we would like tofind out howyou think German and English compare
with one another.

3. German soften said tobe quite a difficult language to lean. Do you agree with this?
What do you fird particularily diffsault about German? What do you fird easy?

4. As regarts vocaulary, gramar, sellirg, pronunciation and other agpects of language
leaming, what features do English and German share and where do they differ redically?

Shared features:

Differing features:



I\/\lith questions 5 and 6 we would like tofind out whatyou think about German grammar
earning.

5. Ples=e indicate, using the a scale from 1o 5 belov, whether you agree or dissgree with the
folloving statemants:

1= stragly disegree
2= disgree
SCALE: 3= reither agree nor disagree
4= agree
5= strogly agree

1 enjoy learning languages

1 enjoy leamiing German

1 fird German grammar interesting

(German) grammar isanecessary evil

I firdGerman grammar fairly easy

I firdGerman grammar inpossible t© leam

The bestway to leeama language isto leam the grammar fist. The restwill follow
automatically

Unless you are good atgrammar you will never be good at the language

The bestway to learmm grammar istobe preserted with arule folloned  byeercises O
The bestway to leam grammar isto figure aut arule for aeself, \erify itand then

oOQdondoo

0 o

do earcises a
Grammar should be taught eplicitly ina grammar cless

e atsecondary leel D
e athirdleel HI
All grammar should be explained through English or Irish O
Students shoulldbe made familiarwith grammar terminology a
Grammar should be taught inthe context of a listenirg or reading carnprehension,

when speaking orwrirting the languege but not inagrammar class O
1 do notwant to leearm granmar, 1 justwant tobe able to comunicate inGerman O
Gramatical correctress isnot as inportant as being able to speak andwrite fluetly . O
I want to be correctedwhen making amistake iInmy wrirtten German O
Iwant tobe correctedwhen making amistake speaking German O

6. Language learmers (inany foreign languege) often remark trat they know aparticular rule by
heartbut tretwhen itcomes to gpplying tre rule Ina hon-grammar” context (e.g- an essay) the
rulle does not seem topresent intreirminds. Can you confirm this from your own experience
and if, have you any explanation as towhy thismight be the cas=?



With questions 7to 9 we would like to see howfamiliar you are with grammatical terminology.

7. Thiis gquestion concerms terminology thatyou may have come across inany ofyour language
clesss, be itHglish, Ingh, German orany otter.

Please give cehinitias of the folloving grammar terms and give one example foreach item in
erther English or German.

1 awb:

2. anaxiliaryverb:

3. amodal varb:

4. tre inperative:

5. apsstrtaciple:

7. apersomal pronoun:



8. an adjective:

9. a conjunction:

. asdbclause:

8. Please read the folloving text and provide the gramatical tems for thewords ttetare
uderlined.

Rotkdppchen (nach James Thurber)

Eiines schonen Nachmiittags vartete einwilder” Wo I f ineinem firsterenWal d carauf, dal? eiirf
kleines Madchen mit einem gro3en Korb voll mit vielen Lebenamitteln fir seire Grol3nutter3
vorbeikommen wirde. Endlichkam4auch des kleine Madchen und derSbose Wo l T fragte es 6:
“Bringst du diesen7harrliden Korb zu deirer s lideen Grolinutter?’ Das kleine Madchen sagte
Ja, und 9der Wol T fragtemlU = einerweichen Stimme, wo denn die lidoe Grolimutter wohnt.
Das kleire Madchen hat Iles ihm gesagt Pund er stsdrell Binden tiefenWald gelaufen.
Als Mdas Madchen die Tur des altenHauses seiner Grolinutter 6frete, sah es jemanden in
eirerweif3en Nachthaube im gro3en Bettb liegm. Das M & dchen IBwar noch keine 3 Sdritte
auf das Bett zugegangen 17, da sah es, dal? nicht seire alte Grolinutter, sondem der bose Wol F
darin kg, denn selst in eirerweilRen Nachthaube sight einbdser Wo 1 F18einer Grolinutter
nidit anllicher als der Metro-Goldwyn-Léwe dem Prasidenten der Vereinigten Staaten.
Deshalb nahm das kleine Madchen elnen schmeren Revolver, den Bes immer dabel hatte, um
sich siderer zu fuhlen, aus seinem Korb und schol? den bésen Wol F 1ot

Moral: es istheutzutage niditmehr <o leiditwie fither, einemkleinenMadchen etwas
vorzumachen.
(Jemandem etwas vormachen —1o fool someone)



1= 11=

2= 12-
3= 13=
4=
5= _15=
6- _16=_
7= _17=_
8= _18=
o= 19-
10- 20-

9. Have another look at the text and answer the questions below.

Eines schonen Nachmirttags wartetel"einwilder Wol F ineinem firsterenWal d carauf, daf €I
kleines Méadchen1mit einem groken Korb voll mit vielen Lebensmitteln fir seire GroRmutter
vorbeikommen wilrdeIl. _Bdlichkam auch das kleine Madchen, und der bose Wol T fragtedil,
es: Bringstiv.du diesen herrlichen Korb2, zu deirer lieben Grofmutter? Das KleireMadchen
sagte Ja, und der Wo I F fragte es mirt elner weichen Stinme, wQ denn die lide Grolinutter
wohnit. Das kleireMadchen sagte es M3, und er liefsarett I den tiefen Waldd.

Als das Madchen die Tur des alten HasessSeiner Grofmutter . sfficiev -, sah es jemanden in
einerweilRen Nachthaube im grof3en Bett liggm. Das Madchen war noch keine 3 Sdritte auf
das grof3e Bett zugegangen, da sah™l, es, dal? nidit seiire allte Gra3nutter, sondem der bose
Wol T darin kg, denn selist ineirnerweil3en Nachthaube sigdt\IL ein bdser Wol T elrer
Grolinutter nidit @nlider als der Metro-Goldwyn-Lowe dem Présiderten derV_ereinf(qtm
Stzaten. Deshalb nahm® 111, das klleineMadchen eiinen schweren Revolver aUS Seinem Korb6,
und schol3 den bsenWo I 1o

a. Cases

Please state for each of the fol loving itams what case they are and why this particular case hes
been usd.

Lein kleines Madchen
2.diesen herrlichen Korb

3.1hm

4.in den tiefen Wald
h.seiner GroRmutter
Oaus seinem Korh



h. Word order

Please statewhy the fol loving vertss gppear intteir particular place in the serntences aove.

. wartete:

[l wiirde:

1. fragte:
V. bringst:
VI. sah:
VII. sieht:
VIII. nahm:

V\[itth l3uestion 10 we would like to see ifyou can identify and explain certain grammatical
mistakes.

Plesse identify any grammar mistakes intre first paragraph of tre tebelow by underlining
them. Then have a look at-the SECONC Paragraph and give ressors as towhy thewords thet are
uderlined arsttute amistake.

Die lideFamilie

Man kann sich ssire Familie leicer nidht auszusuchen. Wir haben alle schon erldat, dal? unsere
Familie uns furchttar auf dieNerven gahen. Wie ofthat jeder schon gehdren: “Du mul3t nidit
ausgehen, bis du hest deine Hausaufgaben gemachit! ”” Oder - “Du werdest nie elre gute Beruf
erlermen?’”” Oder: “* Andere Eltermwurden nicht so tolerant seinwie wir?”’Den Stref3 am gril3ten
gibtes immer morgens bevor der Schule.

Ich firck, es mii3te ein Gesetz geben, dsi"sagt, dald jede Person sich seiine ZEHem aussuchen
kamn. Wenn einem soldnen "Cesetz edastiarte, es konnte 4atirich pessieren, dalid einige
Menschen, die kel die andere Siicht sehr belidbt sird, fir immer und ewig bleiben Fallein. Das
wére auch nicht riditag. Es wird schon eirne guter 7Grund daffiir geten, dal’ die Dinge so sird,
wie siesird.



Mistake No.: Reason why this is a mistake:
1

Last hut not lesst: Ifyou were put in dharge of organising German grammar leaming (@tboth
secondary and third level), whaitt wou ld your recomendaitions/suggestiions be? (Answers such
a5 “Scrap italtogetherwall not be acospted ..)

Thank you very much for your co-operation.



AppendixD
Third level lecturers' questionnaire, October 1997



The answers given inthisguesticraire will be used for Educational ressarch purposes anly.
Your name will not be disclosd.

Name:



Please feel free to comment on anything that you would like to expand on.

1. a. Please indicate on the scalle below the degree of emphasis whiich you put on the folloving
agpects of German language leaming inyour AIrstYear Language classes:

no emphesis itk fairlystog  strog very strog

atall emphasis emphasis emphasis emphasis
reading ] ] ] ] ]
listening ] ] ] ] ]
writing ] ] ] ] ]
speaking ] ] ] ] ]
grammar [ ] ] ] ]
vocabulary
acquisition 1 ] ] ] ]
pronunciationD IZI O ] O

2. What do you thirk should be the overall leamiing outcomes of the Airst Year German
language course (1.e. what should stuonts be ablle to do by the end of Year One)?



3. As regards the language proficiency of First Year language students, please indicate on the
scale below how important an aim you consider grammatical accuracy compared to overall
linguistic fluency?

ofno
very fairly of little importance
. important important important importance  whatsoever
Grammatical
accuracy
IS ] ] ] ] ]

4, What is your approach regarding the correction of errors (both written and oral)?
Please tick the appropriate box.

a. written
| correct
all errors most errors  the most blatant very few no
errors errors errors
O O O O O
b. oral
Lcorrect
all most the most blatant very few none
([ U U U U



5. What do you consider a seriaus gramatical mistake from aArstYear stuoent? Please tad

Tvpe of e Serious mistake? Yes

O
0

%ender ofnouns
eclension ofnouns
valency
ofnouns

adjectives

\Brts .
- government ofprepositions
- adjectival endings
* pronouns
persoral
possessive
refleae

O

I O R
oOoood

Ooooagd
ooog

*

interrogative
formation of
regularverts
inregularverbs
modal verbs
axiliary
separable and non-separable
pest participles
the Inperative
the aoditioal
- Verb-noun aﬁreement
* position ofthe verh
inmain classs
insuclauses
Anguestios
conjunction (eg wenvals?) o _
the difference between preposition, conjunction and adverbial
thepassive Getre use of wwerden?)
'Umlaute’ on
adjectives
nouns
verts
- negation
the difference between hidit”and ein” O O
position of hidt” ina satence O

0 I I O O O O
Oooooooon

o 0 0 0
O 0 R R 0 R I A
oOonO oooooao

OO

6. Do you use agrammar book to eplainGerman graimar? Yes O No O

Iftre ansier Byes, please statewhich ane(s):




7. Do you
a sttime asice for eglicitgrammar teaching

b. deal with apoint of grammar as itanisss, eg inthe context ofa reading
comprehensiion or apiece ofwriting

c.dobotha. andb. ?

Ifyou st time aside please indicate how much tine.

Up to 5minutes per item

Up to 10minutes per item

Up to 15 minutes per item
More than 15 minutes per 1tem
(Plesse secify:

O0O0Ood

8. Do you

present students with a new grammar rule yourself
let students figure out a new rule by themselves
do a mixture of the above two ?

O oo

9. Do you do follow-up grammar exercises? ~ Yes [ No
If the answer is yes, do you do these exercises

in class Ll
as part of homework O
both in class and as part of homework? O

How much time do you spend on follow-up exercises?

up to 10 minutes pernew rule O
up o 20 minutes per new rule O
more than 20 minutes O
Other (please secify):

10. Do you explaingrammar

through English

through Irish

through German

through a carbination of the languages listed above?

0O oo



11, To what extent do you use grammar terminology? Please tick.

| use grammar terminology
constantly O
frequently D
rarely J
never D

12. Please state which attitude the majority of your students display towards German grammar.

They find it

boring
interesting

a necessary evil
challenging
fairly easy
difficult

very difficult
impossible

oooooodn



13. Please indicate the degree of coverage of the folloving poirnts of grammar you yourselfgive
using the scale bellow or the degree you expect those itens to have been covered at
secondary leel using the same sEle.

SCALE: 1= 2= 3= 4= 5=
no serficial Tairly thorough very
coverage coverage thorough coverage thorough
atdl coverage coverage

Cover vaurself BExpect studets to have covered
atsecondary leel

A. ﬂ]ender ofnouns O O

B. e cases 0 O

c. wordformation

1 adjectival endings 0 O

2. aoparative/ayerlative O O

3. strong/Mesknouns O O

4. plual ofnouns O a

D .pronouns

1 persoal O a

2. possessive O O

3 relaae O O

4. Interropine a O

E. verbformation

1 regular O O

2. inegular O u

3 reflexive O 0

4. separable and non-separable 0 0

5. auxiliary O O

6. modal 0 O

1. formation of the imperative O O

8. formation of the conditional O 0

F.position of the verb

1 inmain clauses O 0

2. insubclauses 0 0

3. In questions 0 0

G. conjunctions 0 O

H. prepositions 0 O

1.adverbials 0 0

J.the difference between G, H and | O O

K. tenseformation

*  present tense 0 O

- preterite O O

- present perfect O O

- pluperfect O O

- future O O

L. negation O O

M. thepassive 0 0



14, What assistance do you offer weak disinterested students with regard to the studying of German
grammar?

15, Ifyou are willing to discuss your answers to this questionnaire or any other matters pertaining to
the subject with me please tick the box. O

Thank you very much for your co-operation.



AppendixE
Curriculum for the German grammar class



1. Verbal phrase - part one:

11 Subject-verb agreement

1.2 Verb inflection, tense formation and use of the tenses
1.3 Some special verbs

14 Mood

1.5 Position of the verb in the sentence- verbal bracket
1.6 Valency of the verh

Introduction

Brainstorming session - students are asked what they know about German verbs. Concepts such as
regular and irregular verbs, separable verbs, modals etc. will be mentioned which can be put into the
order in which they will be covered in the coining sessions. All of the terminology for the verbal phrase

(cf. Table 6.1 above) will be introduced this way.

Main aspects to be pointed out/action:

1. The starting point for the grammar class are words/groups of words and how they are combined to
make up sentences. The verb is the pivotal element in the sentence by virtue of, firstly, its position and,
secondly, determining which elements are required. It is always the main verb which determines the
necessary elements (e.g. in the sentence ‘ich habe ihn gesehenlit is the verb ‘sehen’ that decides that the



accusative is required here, not the verb 'haben’). Possibly use the analogy of the bunch of keys, presented

inTesniere, 1982: 1291

2. Some facts:

= Every sentence has to have a verb - with the obvious exception of utterances such as ‘danke’, ‘bitte’,
'ja, 'nein'.

= Approximately 99% of sentences also have a subject (two of the exceptions being rare constructions
such as 'mich friert' and passive constructions such as 'hier wird gearbeitet’).

= Some verbs take one object, others two (eg ‘ich habe einen CD Spieler gewonnen' - 'sie hat ihm den
Schltssel bereits gegeben’).

= Some verbs require other elements - some examples: ‘fahren’ requires a complement of direction, e.g.
‘wir sind schnell in die Stadt gefahren'; ‘'stehen’ and 'liegen’ require a complement of place, e.g. 'das
Buch lieet auf dem Sofa': 'sein’, 'werden' and 'bleiben' require a subject complement, e.g.: 'er wird

sicher ein guter Vater".

The verb is at the heart of every sentence - (almost) every sentence has one, therefore it makes sense to
start analysing linguistic features by concentrating on the verb first; another reason for looking at the verb

first is that it is easy to identify.

11 Subject-verh agreement

N.B. This feature accounts for a significant number of errors and merits some close attention in terms of
both explanation, practice and constant pointing out.

Main aspects to be pointed out/action:

1 There has to be agreement between the verb and the subject in terms of person (1st, 2nd and 3rd) and
number (singular and plural), e.g. ‘ich mache', ‘die Hauser sind’, ‘das Spiel beginnt'.

2. Frequent errors include the use of collective nouns such as ‘die Familie’, ‘die Jugend', ‘die Polizei' as
well as ‘'die Mehrheit der jungen Leute' in combination with aplural noun - collective nouns in German
are followed by a singular verb, e.g. ‘die Familie machLnicht mit' and ‘die Jugend von heute ist faul'.

3. The difference between finite and non-finite verbs. Unlike finite verbs, non-finite verb forms (i.e.

infinitive and participles) do not change .

1.2 Verb inflection, tense formation and use of the tenses

1Quoting Fourquet, Teshiere explains how the centre key ring in a bunch of keys could be used to
explain the central position of the main verb on which all other elements are dependent.
2Unless, obviously, they are used as adjectives preceding a noun.



Main aspects to be pointed out/action:

1 Verb formation: with regard to most verbs, four forms must be known in order to conjugate all possible
verb forms - the infinitive, 3rd person singularpresent tense, 3rdperson singular preterite andpast
participle (cf. Engel, 1988). From now on there will be no more strong verbs - all new verbs in German

are weak verbs, e.g. 'surfen,’ 'joggen', 'emailen’, ‘recyclen/recyceln’ etc..

2. Tense formation:

There are two simple tenses, thereseNnt and thepreterite, and four complex ones: theperfect, the
pluperfect, thefuture and thefuture perfect; conjugate some strong verbs in all tenses.

The future tense is formed by using a form of werden, notwollen, as many students seem to think

(more on the conjugation of werden below).

- Because of the well-known problems that students have with the formation of theperfect tense and
past participles, special attention has to be paid to this particular grammatical item (cf. Hammer's
German Grammar and Usage, 1991). The formation of regular verbs, including verbs ending in *-
ieren’ needs to be discussed. Provide students with a list of irregular verbs based on the one presented
in '‘Grammatik zum Uben’, pp 210-216 and inform them that these are the irregular verbs which they
are expected to use correctly by the end of semester two.

- haben orsein in the perfect? Sein is used with verbs of movement ('ich bm selbst gefahren’, 'sie sind
uns am Hafen begegnet’), verbs expressing a change of state (‘wir sind schonum funfUhr
aufgewacht': likewise ‘einschlafen’, ‘passieren/geschehen/zustof3en’), and with 'bleiben’, ‘sein’,
'werden'. There are anumber of verbs which can take both Sein and haben, e.g. the verb ‘fahren':
haben is used when there is a direct object, e.g. ‘ich habe das Auto selbst gefahren’ (cf. German
Elementary Grammar, p. 27, for alist of these verbs).

3. The use of tenses (cf. Hammer's German Grammar and Usage, 1991: 278-291)

= According to Hammer's German Grammar and Usage, the PreSent {ense is used to refer to present,
habitual or ‘timeless’ actions, to the future and sometimes to the past (‘narrative present’), e.g. ‘'ich
koche gerade Kaffee', 'der Wecker klingelt jeden Morgen um 6 Uhr', 'Deutschland liegt in der Mitte
Europas'’,” morgen gibt es Fisch'; invent a short story to illustrate the narrative past.

- As regards the difference between thereterite andtheperfect tense, the latter is the preferred tense
for referring to actions the effect of which is still felt in the present, e.g. ‘es hat heute nacht geschneit’
and 'sie hat sich das Bein gebrochen'. The past tense is more commonly used when actions are
reported that belong to the past and where there is little or no reference to the present, e.g. ‘'ich hatte
Angst und deswegen ging ich immer schneller’. Other than that, the difference is mainly one of
written versus spoken language use.

- Thepresenttense, and not theperfect, is normally used when referring to an action which started at

some point in the past and is still going on in the present ("up-to-now sentences”, p. 279), e.g. ‘ich



lerne seit 5 Jahren Deutsch’ or 'sie wohnen seit 10 Monaten dort'. However, the perfect is used in
negative statements such as 'ich habe ihn seit Jahren nicht gesehen'.

e The pluperfect is used for actions that happened prior to other actions in the past; it is often
accompanied by the conjunction 'nachdem’, e.g. 'nachdem wir den Abwasch gemacht hatten, durften
wir rausgehen'’. Unlike Hiberno-English, the pluperfect is used extensively in German.

- Thefuture is hardly ever used to refer to future events (the PreSent is used instead) - it is most likely
to be used in order to convey the concept of intention or prediction, e.g. ‘der Zug wird wie immer

Verspatung haben'.
1.3 Some special verbs
Main aspects to be pointed out/action:

1 haben and $ein as auxiliaries and as full verbs (cf. German Elementary Grammar, p. 30-33)

2. werden as an auxiliary for the formation of the future tense and for assumptions in the past, present

and future; WErden as afull verb in the present, preterite, perfect and pluperfect (German Elementary

Grammar, p. 40/41) (special attention has to be paid to this verb because students constantly confuse it

with forms such as ‘ware' etc.); werden as an auxiliary to form the passive will be covered under point 6.1

below, 'The passive'.

3.Modal verbs - wollen, diirfen, kénnen, sollen, miissen, mégen; the "semi-auxiliary” (nicht/nur)

brauchen (Hammer's German Grammar and Usage, p. 252).

= The 3rd person singular is identical with the 1st person singular, e.g. ‘ich darf - sie darf.

= Their formation in connection with another verb in the present, preterite and perfect3 e.g. 'wir missen
mitgehen’, ‘wir muf3ten mitgehen’, ‘wir haben mitgehen missen' (not ‘gemul3t’).

= Modals can also be used as full verbs - discuss their use and their formation in the perfect tense
(‘'gewollt’, ‘gesollt’, ‘gekonnt’ etc., e.g. 'Als Kind muf3te ich immer um 7 Uhr ins Bett. - Ach, das habe
ich nie gemuf3t, or 'Du wolltest doch Tee, oder? - Nein, ich habe Kaffee gewollt'. Itis always correct
to use amodal verb in connection with another verb but amodal verb often cannot be used on its
own, e.g. 'Elke kann Chinesisch' vs. 'kannst du mir das Salz?' (cf. German Elementary Grammar, p. 40
and Hammer's German Grammar and Usage, p. 330/331).

 NoZU with modal verbs (N.B. this is a very common source of error); one exception to this rule is the
semi-auxiliary (nicht/nur) brauchen.

*  The difference between S0l1en and Sollten - the latter corresponds to the English ‘should'.

4. Separable and non-separable verbs (cf. German Elementary Grammar p.27-29 for the 3 categories; cf.

also Hammer's German Grammar and Usage, p. 495ff on the meaning of prefixes; cf. Grammatik mit

Sinn und Verstand, p.47fffor alist of basic verbs and their most common prefixes). The formation of

30nly briefly touch upon the use of the double infinitive - it will be dealt with in more detail under
verbal phrase, part Il.



separable verbs in infinitive clauses, e.g. ‘wir haben nicht vor, heute abend auszugehen'; the past
participles of separable verbs, ‘endlich habe ich einmal ausgeschlafen’. Point out the importance of stress ,
e.g. 'lbersetzen' (past participle: 'Ubersetzt' - to translate) and 'Ubersetzen' (past participle: 'Ubergesetzt’ -
to cross ariver).

5. The two verbs KENNEN and Wissen (cf. German Elementary Grammar, p. 42-45 on their formation and

14 Mood - part |
Main aspects to be pointed out/action:

1. Apart from the indicative, there are two other moods, the SUDjUNCtIVE and the imperative. Use of these
depends on whether what is to be expressed is a fact (in which case the indicative is used, e.g. 'ich »ehe
zum Arzt"), apossibility (subjunctive, e.g. ‘ich kdnnte zum Arzt gehen") or an order (imperative, e.g., ‘geh
zum Arzt!").

2. Formation and use of the imperative (Geiman Elementary Grammar, p. 59/60).

3. The Subjunctive:

= The "present’ conditional of modal verbs as well as the verbs haben, sein and werden; all other verbs
are to be circumscribed using a form of WUI’de, e.g. 'sie wurde am liebsten ins Theater gehen'4

- Indirect speech, students are not required to actively use the subjunctive in indirect speech until the
third semester but they should be alerted to the existence of the subjunctive fairly early on. Students can
be easily confused by text items such as: 'sie sagt, sie habe noch nichts von der Stadt gesehen’, given that

the form for the third person singular they would have leamnt is: 'sie hat' and not 'sie habe.
1.5 Position of the verb/verbal bracket (including conjunctions")
Main aspects to be pointed out/action:

1 There are three basic positions for the verb (cf. Hammer's German Grammar and Usage, p. 454/455):

- Verb first pIace =yes-no questions, e.g. 'regnet es?'; imperative, 'vergil das nicht!Z some subclauses
without conjunction (e.g. conditional without WENN, as in 'kommit sie heute nicht, kommt sie morgen’).

- Verb second pIace =main clauses, e.g. 'danach sprach keiner mehr'; clauses with coordinating
conjunctions, e.g. ‘aber wir wul3ten nichts davon'; w-questions, e.g. ‘wann ist das denn passiert?1

- Verb final pIace = subordinate clauses with a conjunction, e.g. 'ich habe gehort, dal? das Essen dort
nicht gut ist'.

2. Identification of main clause and subclause - which clause makes sense on its own and which does not.

The different types of clauses (main clauses, subordinate clauses, infinitive clauses) as well as the role of

4The conditional forms of all other verbs will not be introduced until semester three.



commas and punctuation will be have to be dealt with in quite some detail because of their importance,

firstly, for the word order and, secondly, because of their impact on valency (more below).

= The main coordinating and subordinating conjunctions (for an extensive list see German Elementary
Grammar, p. 134-154; the 'modem’ use ofWeil and 0bwohl in spoken German; include UM...ZU and
damit). Go through both subclause and main clause to demonstrate the changes in the verb placement,
e.g. 'obwohl der Plan nicht der beste war, wurde er dennoch angenommen'. Also, give examples of
coordinating conjunctions after which the word order changes because another element is added: ‘es
regnete und naturlich hatte keiner Lust, zu Ful® zu laufen'. The difficulty with conjunctions is two-
fold: with some, students are unsure about their effect on word order (especially denn andd a) and
with others students know the rules and it is a matter of getting them to apply those rules consistently
in free-style production (e.g. weil, obwohl, dald etc.).

- Infinitive clauses', verbs followed by an infinitive clause versus verbs which follow modal verbs - the
use ofZl, e.g. ‘wir hofften, noch etwas langer bleiben zu konnenlvs. ‘wir wollten gerne noch etwas
langer bleiben’. Infinitive clauses are not usually enclosed (this is amajor source of errors on word
order): thus it is correct to say, for example," ich habe versprochen, meine Hausaufgaben heute abend
zu machen' but not ‘ich habe meine Hausaufgaben heute abend zu machen versprochen (cf. Hammer,
p. 482 (0)).

« Punctuation, especially the use of commas (cf. German Elementary Grammar, p. 226-231 for the
main rules regarding punctuation): commas are part of the grammar - unlike English, no comma is
used after adverbials of time or place at the beginning of the sentence (e.g. ‘um 6 Uhr am nachsten

Morgen fuhr der Zug weiter").
1.6. Valency of the verb

Valency can be divided into morphosyntactic and semantic valency. As Fischer (1990) points out, for
English native speakers learning German as their L2, the former is of more crucial relevance as it is in
this area that the vast majority of errors are made. However, semantic valency must be indicated in cases
of ambiguity between L1 and L2 (e.g. to eat - 'essen’ and 'fressen’)@ Both dative and accusative objects
will also need to be given some semantic definition as arough guideline for identification/comprehension
purposes (see below), although this does not remove the necessity of noting down and learning the
syntactic valency of each verb.

Subjects are not introduced as complements but as constituent parts of 99% of German phrases. Phrases
without a subject such as 'mich friert' and passive construction such as *hier wird gearbeitet’ or 'ihm wurde

sofort geholfen' are introduced as exceptions to the rule. As Brons-Albert (1990) points out, although

50a constitutes aparticular difficulty since it is used as a conjunction as well as an adverbial of time and
place - the difference between 'da’ as a conjunction and ‘da’ as an adverbial should be explained since it
has repercussions on word order

6For a detailed discussion of semantic valency see Helbig, 1982 and Muller-Kuippers, 1991.



there are no semantic or pragmatic reasons to attribute a special role to the subject7, there is one strong

syntactic argument in its favour and that is the agreement between it and the verb.

Main aspects to be pointed out/action:

1 Always note valency (cf. Rail et al., 1977: 83ff for examplesd when writing down new structures. All
valency indications should be accompanied by examples, e.g. 'sie hat mir einen Hund geschenktl

2. Apart from the verb and the subject, there are certain other elements that, depending on the verb, could
be obligatory - without them the sentence would be grammatically incomplete or incorrect. These
elements are called complements. They are not to be confused with adverbials/adverbs which merely give
additional semantic information but are not strictly necessary in the grammatical sense (e.g. in the clause
‘er verliel3 am frihen Morgen das Haus', 'das Haus' is a complement without which the sentence would be
grammatically incomplete, while ‘am frihen Morgen' provides vital additional information but could be
left out grammatically).

3. Reiterate that it is always the main verb and not the auxiliary or the modal verb which determines the
valency, e.g. in the clause 'die Kinder haben dem alten Mann geholfen’, it is 'helfen’ that decides that a
dative object is required - the verb 'haben’ has no effect on valency.

4. The following are the most basic types of complements (loosely based on German Elementary

Grammar, p. 11-12):

1 S+V, eg. 'Das Konzert beginnt'.

S +V + Subject Complement9 e.g. 'Sigrid wird FuRballspielerin. ‘Hermann ist ein ausgezeichneter
Student'. 'Susie und Adelheid werden schnell rot'. 'Richard ist wie ein Vater zu ihm'. The main verbs
in this category are: sein, bIeiben, Werden, scheinen, gelten als - nouns following these verbs are
always in the nominative case. Put differently, these verbs require two nominatives.

S+V +Accusative Object, e.g. 'Sic hat zwei Schwestern'.

S +V +Dative Object, e.g. 'Das Stuck hat mir bestens gefallen'.

S+V +Genitive Object, e.g. 'Sie beschuldigten die Tater eines schlimmen Verbrechens'.

S +V +Prepositional Object, e.g. 'Er wartet auf seine Freunde'.

S +V + Direction Complement, e.g. 'Sie geht in die Stadt'.

O N o 0 M W

S+V +Place Complement, e.g. Das Bild hangt an der Wand'.

5. Discuss in some detail the function, distribution and the frequency of cases (leaving aside prepositions

for the moment):

7Quoting Engel (1972), she states that since the subject introduces the topic in no more than 60% of
sentences, subject and topic cannot be equated. Similarly, as Engel (1988) observes, there are sufficient
exceptions to the rule of thumb that the subject equals the agent to force an abandonment of that rule.
8For example, 'sich freuen auf +A'; ‘geben + dat + acc'; ‘schenken (symbol for human being) D (symbol
for object) A'; j-m etwas (A) verpassen.

9 There are only few verbs requiring an object complement, one being the verb NENNEN , e.g. 'Sie nannte
ihn einen Lugner'.



- The NOMIinative - the most basic form, the form that is entered in dictionaries. It is used to express the
subject; the subject has to agree with the finite verb, e.g. ‘die Kinder meiner Schwester benehmen sich
unmoglich’. A subject can be very long and can consist of an entire clauselQ

- The accusative - expresses the idea of'goal’, ‘target’ or ‘object’; if there is only one object in sentence
this is usually it (e.g. 'die Gotter bestraften ihn schwer").

- The dative - expresses the idea of a ‘partner' to whom or for whom something is done - this partner
does not have to be a human being but often is. The dative is frequently used in combination with the
accusative, e.g. 'sie schenken ihm einen neuen Computer'.

- The(eén itive - it is most frequently used to denote possession and is the equivalent of the English ‘of
e.g. das Haus Mmeiner Schwester.

¢ Students should abandon the notions of 'direct’ and ‘indirect’ object and refer to these objects by case
instead. ‘Direct/indirect’ is usually only used when there are two objects in a sentence but even then
identification along the direct/indirect paradigm may be difficult because the object might be in the
genitive, e.g. 'der Richter beschuldigte ihn eines schweren Verbrechens': also, some verbs that take a
direct object in English, take an ‘indirect’ object in German, e.g. 'danken’ and 'helfen'.

= Discuss some common verbs and their valency.

6. How to look up the valency of verbs in a dictionary, using one English-German (Collins) and one all-
German dictionary (Langenscheidts Fremdwdrterbuch): verbs requiring an accusative object are often
marked v. t. = transitive verb while other verbs are marked in the dictionary is as v i =intransitive verb,
meaning they do not take an accusative object. Alternatively, verbs might be marked asj- N (for verbs
taking the accusative) orj-m (for verbs taking the dative) or reflexive.

6. Once the concept of valency has been introduced, it needs to be emphasised again and again -

explaining it once will not be sufficient.
2. Noun phrase
Introduction: see introduction for verbal phrase.

2.1 Definition of nouns; gender and number of nouns

2.2 Declension of nouns and determiners; use of determiners
2.3 Pronouns

2.4 Adjectives and adverbs

2.5 Comparison of adjectives and superlatives

2.6 Formation of nouns and adjectives

DENglish knows long subjects aswell, e.g. 'The seemingly impossibility of finding a solution to one of
the most daunting tasks to have faced the country and which had already defeated the minds of some of
the best people in government was enough to depress even the most optimistic’.



2.1 Definition of nouns: gender and number of nouns
Main aspects to be pointed out/action:

1 Definition of anoun: aword is anoun if it can take an article {der, di¢, das) - all nouns take capital
letters, e.g. ‘der Gedanke', ‘die Meinung’, ‘das Gluck'.

2. Very few nouns have anatural gender (e.g. 'die Frau' and ‘der Mann', but: ‘das Madchen’) - most
genders are completely arbitrary (e.g. ‘der Palast, Idle Villa', ‘das Haus'; ‘der Loffel’, |die Gabel', ‘das
Messer"). Gender and number of nouns therefore have to be learnt with the noun1l Point out groups of
words with a particular gender (e.g. days of the week, the months of the year and the seasons are always
masculine, as are cars, e.g. ‘der Juli’, ‘der Opel’; trees, numbers, ships and planes are feminine, e.g. ‘die
Eiche', 'die drei', 'die Titanic’, ‘'die Boing 747"). Only introduce one or two of the categorical rules
regarding gender® e.g. -chen always indicates a neuter noun, e.g. ‘das Madchen'; -ismus indicates that
the noun is masculine, e.g. der Kapitalismus while heit/keit, ung’ indicate a feminine noun, e.g. 'die
Freiheit', 'die Gemutlichkeit', ‘die Zeitung'. Some nouns have two genders (e.g. 'der/das Pony', 'der/die
Leiter', 'der/das Teil', 'der/die Mark’, ‘das/die Steuer’) and afew even three (‘der/das/die Band"),

notwithstanding regional variations.
2.2 Declension and use of determiners

While the basic function of cases was introduced under valency, this point focuses on aspects of

declension of both nouns and determiners.
Mam aspects to be pointed out/action:

1 In English, the function of nouns can only be expressed with the help of word order or prepositions.
Unlike English, German can also make use ofCaS€S (English only uses cases for pronouns, such as

him/ hiS). In German, if anoun is accompanied by an article or an adjective, the ending of either tells us
the case of the noun. The placement of many (not all) of the elements is a question of emphasis, not of
grammatical accuracy13 The existence of a case system allows for more flexibility and means that many
elements can appear in various places in the sentence. This is why it is so important to know the gender
and declension of articles, nouns and adjectives. For example, the sentence 'ich schenke meinem Bruder
zu Weihnachten einen Pullover' can be rendered in a number of different ways, such as 'meinem Bruder

schenke ich zu Weihnachten einen Pullover' (emphasising that it is the brother who is given ajumper, not

1 Cf. Engel, 1988 and Gotze, 1996

TPTeachers were to be advised that, alternatively, they could introduce the technique provided in the
teachers' notes. This technique can be found in Sperber (1989: 152 - "aus... wird...").

BCf. Hawkins, 1986.
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the sister or parents etc.), or 'zu Weihnachten schenke ich meinem Bruder einen Pullover' (emphasising
that it is for Christmas that the brother is given the jumper, not for his birthday).

2. The main determiners in the nominative case: the (efinite article, the indefinite article, the negative
article, the demonstrative article, thepossessive articleas tne interrogative article.

3. Decline the most common nouns, such as 'Freund', ‘Jahr', 'Student’, ‘Leute’, 'Leben’, 'Arbeit’ with the
definite and, in the singular, also with the indefinite article. Also decline one weak noun.

4. According to 'Hammer's German Grammar and Usage'’, English and German agree in 85% cases, as
regards the use of definite, indefinite and no articles. Exceptions can be found in ‘Hammer's German
Grammar and Usage', p. 60. One exception which is not quoted in 'Hammer" but is a frequent source of
error is ' die Universitat ist ganz anders als die Schule’ - learners often leave out the definite article in both
instances. Proper names do not usually take an article; however, articles are used to refer to celebrities,
e.g. 'die Callas', and, in the south of Germany in particular, in spoken German, e.g. 'die Sophie', 'der Hans'
(cf. Weinrich, 1993).

5. The difference between keiN and Nicht (cf. Hammer's German Grammar and Usage, p. 108/109).

2.3 Pronouns

Main aspects to be pointed out/action (for declension and use of all pronouns listed below, except

Indefinites, cf. German Elementary Grammar, p. 97 -120):

1 Personal pronouns - they do notjust refer to persons but to objects, ideas etc., to whatever nouns they
replace. Itis for this reason that a pronoun must agree with the gender of the noun it replaces.

2. Demonstrative pronouns (2 types - 'der’ 15and 'dieser’).

3 Interrogative pronouns (including ‘wer’, 'wen' and ‘was fur ein' - in the latter, the case following the
preposition ‘fur’ is not determined by *fur’ but by the accompanying verb).

There is no foimal difference between (emonstrative and interrogative pronouns and the respective
determiners.

However, there is a formal difference between the pronoun and the determiner of the next two:

4. P0SSessive pronouns (e.g. 'das ist kein Spielzeug' - 'das ist keins')

5. Indefinites (Grammatik zum Uben, p. 152 - 155):

(k)einer, (k)eine, (k)eins

man (einen, einem) - used frequently in German in translation for the EnglishYOU or they, asin 'they

say it's not true' or ‘as a politician you ought to be on your guard all the time'

jEdEI’ vs alle, alles vs alle (singular vs. plurar)
jemand (often mixed up with ‘jeder’) vs niemand.

HIn groups with a French/German language combination, reference should be made to the difference
between the two languages, seen as it is a major source of confusion (sa, son versus ihr etc./sein etc.)
BDer is introduced as a demonstrative although there is an equally convincing case for introducing it as a
thematic personal pronoun, as done in Weinrich (1993).
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6. Reflexive pronouns.

7.Relative pronouns (excluding relative pronouns with prepositions which will be covered under

Prepositional phrase below):

= Their purpose is to give additional information about a noun.

= Unlike English, relative pronouns cannot be left out in German (e.g. The girl | saw yesterday' has to
be rendered as ‘das Madchen, das ich gestern sah').

. daBjs a conjunction, not arelative pronoun.

< Relative pronouns are determined by, firstly, gender, secondly, number and, thirdly, CdS€ demanded
by the Verb in the relative clause.

= Forms of pronouns: in most instances, relative pronouns are identical with the forms of the definite

article. However, in the genitive and in the dative plural forms deviate.
Points 2.- 6. should be dealt with only briefly. The main points offocus are 1 and 7.
2.4 Declension of adjectives
Main aspects to be pointed out/action:

1 The difference between adjectives andadverbs:Adjectives provide more information about anoun or
pronoun while adverbs tell more about adjectives, verbs, other adverbs or an entire sentence. Examples:
Er ist ein wirklich (adverb) ruhiger (adjective) Mensch.

Er geht schnell iadverb).

Sie geht besonders schnell (both adverbs).

Adverbs are not declined; adjectives are declined when they appear in front of a noun and when the noun

is implied (e.g. 'dieser Wein hier ist ein besonders guter®.

2. Adjectival endings:

Gender and case are either marked in the article or in the adjective. If the article is marked, the adjective
does not need to be marked, e.g. 'hier gibt es das leckere Eis'; when there is no article, the adjective is
marked, e.g. 'das war aber ein grof3er Fehler’

(cf. table in German Elementary Grammar, p. 87). In order to produce the correct adjectival ending,
gender/number, case anaform must be known.

3. Countable and non-countable nouns - when there is no article, 'viel' and 'wenig' are not declined in the

singular, e.g. ‘viel Arbeit' and ‘wenig Zeit' (cf. Hammer's German Grammar and Usage, p. 114/5 (c) and

-



2.5 Comparison of adjectives
Main aspects to be pointed out/action:

1 The formation of regular and special forms (cf. German Elementary Grammar, p. 82 -85); the use of -
eI for all comparative forms (instead of mehr).
2. The declension of comparatives and superlatives preceding nouns (e.g. 'ich habe einen noch

schnelleren Wagen', 'sie nennen einen viel wichtigeren Grund'; 'sie ist doch die wichtigste Person'~).
2.6 Formation of nouns and adjectives
Main aspects to be pointed out/action:

1 Formation ofNOUNS - prefixes and Suffixes; (cf. Hammer' German Grammar and Usage, p. 487 - 492;
for compound nouns cf. German Elementary Grammar, p. 184/5; for adjectives used as nouns, e.g.
‘die/der Angestellte’, cf. Hammer's German Grammar and Usage, p. 124/125; for the 'Fugen-s' cf.
‘Business aufDeutsch’, p. 33);

2. Formation of adjectives (cf. Hammer's German Grammar and Usage, p. 492 - 495, sections 22.3.1. (3),
(©), (g) and 22.3.2 (b); cf. German Elementary Grammar, p.185 for compound adjectives). Mention the

formation of adjectives from participles (both present and past).
3. Prepositional phrases

3.1 Government of prepositions
3.2 Prepositional objects
3.3 Prepositional adverbs (da-/wo-)

3.4 Government of nouns and adjectives
3.1 Prepositions and their cases
Main aspects to be pointed out/action:

1 In all previous instances, it was the verb that has been shown to decide which CaS€ is to be used (e.g.
accusative or dative, as in 'sie fanden den Ball sofort' and ‘wir haben ihnen noch gar nicht daftir gedankt’).
|nprepositional phrases the case is determined by the preposition, plus, in the case of two-track
prepositions, by the verb, e.g. 'der Zug fahrt in die falsche Richtung'. 'Zug steht auf dem gleichen Gleis'.
Where the case is determined by preposition only, it is irrelevant whether or not there is movement

involved, e.g. 'ich gehe zu meinen Freunden' - the preposition 2w always takes the dative case.
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2. The most important prepositions (German Elementary Grammar, p. 123 - 134) - prepositions cannot be
translated literally from one language to the next, they must be learnt as an integral part of the verb (e.g.
‘denken an! (to think of), ‘bestehen aus' (to consist of), 'sich interessieren fur' (to be interested in)).

3. Double-track prepositions: accusative for motion towards a goal, dative for motion within an enclosed

area or rest.

3.2 Prepositional objects

Main aspects to be pointed out/action:

1 As regards two-track prepositions, the cases for prepositional objects have to be learnt individually (cf.
the previous point). However, there are some prepositions which always take the same case, for instance,
‘Uber’ takes the accusative, e.g. 'sie hat sich Uber die CD gefreut’ and ‘vor' takes the dative, e.g. 'sie
furchten sich vor der Dunkelheit': ‘auf usually (but not always) takes the accusative, e.g. ‘wir warten auf

das Christkind' (cf. Hammer's German Grammar and Usage, p. 371 - 380).

3.3 Prepositional adverbs (da—, wo- compounds) (cf. Hammer's German Grammar and Usage, p. 48ff;

Grammatik zum Uben, p. 156)

Main aspects to be pointed out/action:

1 When referring to a specific, concrete object, either a prepositional adverb or a personal pronoun can
be used, e.g. 'danke fur die Kassette - ich habe mich sehr Uber sie/dartber gefreut’. However, the personal
pronoun must be used when referring to persons, e.g. 'die Kinder gehen mit ihr (damit).

2. Prepositional adverbs must be used for abstract ideas, e.g. ‘wie findet ihr den Plan? seid ihr damit
einverstanden?'.

3. Prepositional adverbs are used to refer to the whole sentence, e.g. ‘wir haben 1000 Mark gewonnen -
dartber freuen wir uns naturlich riesig'.

4. A prepositional adverb is used to connect the main clause with either an infinitive clause or a
subclause, e.g. ‘ich soll dich daran erinnern, die Schuhe abzuholen' and ‘ich soll dich daran erinnern, daf3
du die Schuhe abholst'.

5. A prepositional adverb can replace arelative pronoun with a preposition (see below).
3.4 Relative pronouns with prepositions

Main aspects to be pointed out/action:
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1 Relative clauses with apreposition or a prepositional adverb (cf. Hammer's German Grammar and

Usage, p. 89/90)
3.5 Government of nouns and adjectives
Main aspects to be pointed out/action:

1 Nouns with prepositions (cf. Grammatik zum Uben, p. 96).
2. Cases with adjectives (cf. Hammer's German Grammar and Usage, p. 127-130).
3. Adjectives with prepositions - ‘auf and ‘Uber' always take the accusative when used with adjectives (cf.

Hammer's German Grammar and Usage, p. 131/132).
4. Adverbials

Firstly, point out the difference between adverbials vs. adverbs', adverbials can consist of an entire noun
phrase, e.g. ‘am nachsten Morgen', prepositional phrase or subclause whereas an adverb is one word only,

e.g. 'heute’. Secondly, point out the importance of adverbials (and conjunctions) for text cohesion.
4.1 Adverbials and complements
Main aspects to be pointed out/action:

1 (Very briefly) discuss the main types of adverbials: time, place, manner, direction ¢hin', *her’; cf.
Hammer's Geiman Grammar and Usage, p. 134-149 and p. 211-217)

2. As was explained under point 1.6 (valency), there are certain other elements that, depending on the
verb, may be obligatory in sentence. Complements are those elements which are required to make a
sentence grammatically complete and correct. They are not to be confused with adverbials/adverbs which
merely give additional semantic information but are not strictly necessary in the grammatical sense, (cf.
Hammer's German Grammar and Usage, p. 349/350). In prepositional phrases involving two-track
prepositions, the concept of adverbials oftime and place seem to be particularly problematic (see
examples below).

Examples of errors regarding the use of adverbials of time and place (taken from error analysis 1995):
1 Ich mochte eine gute Zeit in das erste Jahr haben.

2. Ich hoffe, daf ich gute Noten in meine Examen bekomme.

3. Indie 4 Jahre hier hoffe ich, viele Leute zu treffen und kennenzulemen.

Ich méchte Fremdsprachen auf die Uni studieren.

In die 4 Jahre DCU mdchte ich mein Deutsch und Franzdsisch verbessern.

o o M

Ich mdchte meine Fertigkeiten in meine 2 Sprachen entwickeln.

15



7. Aber erst mul ich die Prifungen in das erste Jahr bestehen.
8. Vor das Examen setze ich mich unter viel Druck.

9. In mein drittes Jahr hier muf3 ich ins Ausland fahren.

In all of the above clauses, an overgeneralisation is made with regard to the use of the accusative case: in
sentences 1 to 7., the presence of a transitive verb would appear to have prompted many students to put
not only the object complement into the accusative case, as required, but also all other elements,
including adverbials of time and of place.

In clause 8., the accusative case of the direction complement is extended to the adverbial of time. No
distinction is made between complements on the one hand and adverbials on the other in any of the
clauses. Unless boundaries between these two are clear, the correct case cannot be selected.

3. As regards the selection of cases in expressions of time, the mle of thumb is that if there is no
preposition, the accusative is ususally used§ e.g. 'ndchsten Sommer’, ‘letztes Jahr', and if there is a
preposition, it is always followed by the dative, e.g. 'meine Prifungen im ersten Jahr'.

4. Both adverbials of place and place complements answer the question ‘wo?" and are followed by the
dative, e.g. 'wie findest du das Haus an der Ecke’, 'ich wohne in einer Kleinstadt, while direction
complements answer the question ‘wohin?' and are followed by the accusative, e.g. ‘wir fahren morgen

fruh in den Urlaub’.

4.2 The difference between adverbials. conjunctions and prepositions

Main aspects to be pointed out/action:

1 The most commonly used adVerhials and their semantic equivalents in terms ofprepositions and

COﬂjUﬂCtiOﬂS, e.g. 'vorher' (adverb), 'vor' (preposition), 'bevor' (conjunction) (cf. Grammatik zum Uben,

p. 176 for an overview and examples).
5. Word order
Main aspects to be pointed out/action:

1 The basic word order rules in the 'Mittelfeld" (cf. overview in Hammer's German Grammar and Usage,
p. 469)

2. The position ofauch (cf. HammerlGeiman Grammar and Usage, p. 177/178) - unlike the English 'as
well' or 'too’, it hardly ever appears at the end of the clause.

3. The position of nicht:if nicht negates the entire clause, it appears after objects and all adverbs except

those of manner, and before adverbs of manner and all other complements. In any other position, nicht

PBNotwithstanding expressions in the genitive case, such as 'eines Nachmittags'.
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immediately precedes the particular word or phrase it is supposed to negate, e.g. 'ich habe nicht den

Schirm gesucht, sondern die Regenjacke' (cf. Hammer's German Grammar and Usage, p. 478/479).
6. Verbal phrase - part two
6.1 The passive

Main aspects to be pointed out/action:

1 Use of the passive: the passive allows the speaker to refer to an activity without revealing who is
carrying out that activity, e.g. 'heute werden immer weniger Blcher gelesen' (cf. Hammer's German
Grammar and Usage, p. 292). The passive is often used when the source of the action is not known or
when for some reason the speaker does not want to name the source, e.g. 'mehr als 100 Arbeiter wurden
entlassen’.

2. Formation of the passive - the verb Werden in all its tenses has to be repeated, as a full verb and as an
auxiliary; introduce the verb |assen as another way to form the passive (German Elementary Grammar, p.

42/43)

6.2 Mood - part Il fthe "past’ conditional)

Main aspects to be pointed out/action:

1 The 'past’ conditional (cf. Grammatik zum Uben, p. 195).

6.3 The double infinitive fcf. A Practice Grammar of German, p. 97)

Main aspects to be pointed out/action:

1 Revise modal verbs used with another verb in the perfect tense. Add hdren, sehen and 1assen to the list
of verbs, e.g. 'wir haben sie leider nicht sehen kénnen'.

2. Word order in subordinate clauses with a double infinitive, e.g. 'es ist klar, daf3 die Mutter sie hat

beschiitzen wollen'.

17



Appendix F
List of reference works for students and lecturers



Some reference books that might be useful (R - rules; E = selected exercises) (N.B. Not all of the points below will be covered inthe grammar class)

Reference book
Hammer’s Practicing German German Elementary ~ Schaum’s German A practice grammar of  English grammar for
German grammar (R) ~ Grammar (Hammer Grammar (R) grammar (R+E) German &Dre er- students of German
workbook) (E) Schmitt) (R+E) (terminology")
Grammar point
L. Verbalphrase n. 95-125 verh, F 26
1.1 Subject-verh Chapter 12, n.8L(1,2), p. 82(3), p. 17-27 Chapter 6, p. 34ff infinitive, p. 77
agreemejnt and p. 221 ff D. 84 (6), p. @5 {1 (rulesg and conjugation, p. 79
1.2 Verb conjugation, and D. 239 -245 Chapter 12, p. 56ff auxiliary v., p. 92
ttenseformaﬂon, useof  Chapter 14, p. 278 ff (exercises) E?Pgﬁ vaegi \?0 ”
enses 2P
past garticiple, pP 9%
1.3 Some special verbs p. 125-145 modal v., p.95
a. haben, sein, werden (13£1a Ztler 122,29/230 p. 86/7(10)// p. 30-32 and p. 40/41 s%pazrg(t))le/non-separable V.
b. modals Ch'aptérpiz, 12.23,p 22819 p. 138(45), n. 34-40 Chapter 18, p. 94ff o
and3 ZCYf}?pter 1, D. 139- 144(7- 14)ll and Chapter 20, p. 1L1ff
D.
¢. separable/non-separable  Chapter 22, 22.4,p.495 ff . 82 (4), p. 87(11 n.27-29 Chapters 7, 8, and 9,
Vleib%ood p p P B 195(')188 (6(' 8}// p. 145 - 158 " i mood, p. 118
a Imperative ]thapter 12,12.1.1,p.222  p. 124()01 . 59/60 ' Chapter 11, p. 53ff grgmrgﬁ\l/\?e pp 11132
b, sg_btjunctlive-the Chg:ilﬁefqc 16, 16.3 p.51-53 o
conditiona D. o
1.5a. Position ofthe Chapter 21, p. 181/2(6), f 183 (8) p. 134-154 p. 195 -205 conjunction, zf 212
o - b 52 Dt P
b. conjunctions Ch3a %ef; 19 . %842/5 %5%4(%7-73 » . 186-205; p. 216 34, p. 168-170
C. infinitive clauses %hf‘féefﬁc 13,132, B'. gg - 59)2 é -3), i n. 47ff gﬂap%er 312 D. Eiggf alné18
p. P. 95 - 94 (9~ apter 59, p. 109 - L
16. Valency ofthe verb ChaEter 18, P. 147&1), g 149(4), p.9-14 transitive/intransitive v., p.
p. 347 ff p. 16011 (18)// 21



Grammar point
2. Nounphrase

2.1 Gender, number, weak

nouns
2.2 a. The cases
h. determiners/articles

2.3 Pronouns
a. personal pronouns

b. other pronouns (relat.,
demon., reflex)

2.4 3 Adjectives and
adverhs

b. comparison of
adjectives

¢.formation ofnouns,
formation ofadjectives

Reference book

Hammer’s
German grammar

Chapter 1,
n. Lff

Chagter 2,
n. 20ff

Chapter 4, p. 57ffand
Chapter 5, p. 74ff

Chafter 3
n. 41 ff
Chapter 5,
p. T4 ff
Chafter b,
p. 117 ff

Chagter 8,
n. 150 ff

Chapter 22,

workbook

Practisin% German Grammar (Hammer

LA

0. 71-73 (L -4)l

22.2,p. 487fF  p. 194 (1, 2)1I
Chapter 22, 22.3, p. 492ff

. bl
113(8)!

D. 12(522), D. 16&1), n. 17

gp

|

3
i

g, p.20(7)

German
Elementary
Grammar

p.68-7L p. 74

p. 72-80
. 98/99

p. 65 - 67
p. 100- 118
p. 81-90

p. 182-185

Schaum’s

. 1-14

n. 15-27

. 179 - 104

0.47-81

A practice grammar of
German (Dreyer-
Schmitt)

Chagters 1,2and 3,
p. 13ff

Chapter 14, p. 62ff

Chagters 1,2and 3,
n. 13ff

Chapter 4, p. 28ff

Chapter 10, p. 50ff
Chapter 35, p. 170 - 175
Chapter 37, p. 191ff
Chapter 39, p. 204ff

Chapter 40, p. 215ff

Chapter 41, p. 220ff

English grammar for
students of German

noun, p. 4

gender, p. 7,225
number, ? il
agreement, p. 15

article, p. 14
possessive a., p. 181
Interrogative a., f 185
declension, p. 2

case, p. 18
subject/object, p. 21, 43
pronoun p. 47
personal p., p.50
possessive p., p. 136
reflexive p., p. 139
Interrogative p., é] 147
relative p., p. 155

adjective, p. 169
adverb, p. 189
comparison, p. 175



Reference book
Hammer’s German
grammar

Grammar point

3. Prepositionalphrases
3.1 Government of

prepositions Chapter 20, p. 403ff
3.2 Verbs and
prepositions/ Chapter 18, 186, p

37 1ffand Chapter5

prepositional objects
544 p. 89 (relatlve

pronouns)

3.3 Prepositional

adverbs (da-fwo-) Chapter 3, 3.5 E48ﬁ
and Cha 5.5,
89190 and Chap. 6
6.6.2, p. 132/3

3.4 Government of
nouns and adjectives  Chapter 6, 6.6, p. 130ff

4, 1+ 4.2 Adverbials Chagter T,
134ff

D.

4.3 Word order of Chapter 21,

adverbials . 466 ff

4.4 Negation ChaBterS,
108/9

5. Verbalphrase, part

two _

5.1 Thepassive Chapter 15,

n. 292ff

5.2 The subjunctive Chagter 16,

306ff

5.3 Double infinitive Féha}Jter 13,1332, p.
26112

Practising German Grammar (Hammer

workbook)

. 168 - 170(3 -6), p. 171 (8),

n. 173/4(12)1l
D. 47 (8), p. 153 (20)//

(L-3)i

b 100 21!

0. 53(16, 17), p. 189/190(19)//

118
E 121

p. 136- 137(1 -3/

Oty
0.29130 (2), .
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1-
p. 165 - 186511 13), p. 188(17),
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D 125/6? 0, p. 127 (6,7),p. 128 8, 9)l

German Elementary
Grammar

p. 123 -134

p. 113/4

p. 153 - 154 and
p. 156-170
n. 15

p. 206 - 208

n. 61ff

501t

Schaum’s

p. 33-45

p. 183

184
b 103

. 173-177

p. 160-166

p. 158-160

A practice grammar of ~ English grammar for
German (Dreyer- students of German
Schmitt)

prepositions, p. 192
Chapter 57, p. 269ff
Chapter 13, p. 60ff

Chapter 15, p. 72ff
Chapter 35, p. 176ff

Chapter 44, p. 226 - 228

Chapter 22, p. 118ff

Chapter 19, p 103ff active and passive voice,
dzgr}?pter n. 204

2
Plhapter 52, p. 245ff slusk?'unctive, op 122,
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Introductory survey for first year German language students at DCU

The purpose of this survey is to establish your language learning background, your attitude
towards German, aspects that you feel confident about and aspects that may require some extra
effort. The survey will not be marked and will not contribute to any examination.

Name:

Course: ACL AL IML IBL

Part | - background information

1. Please state the result you got in your Leaving Certificate German examination: _
2. Was the course for which you are currently enrolled your first choice? yes  no

If the answer is 'no', please state what your first choice was:

3. a Please indicate, using the scale from 1to 5 below, the degree of emphasis which was put
on the following aspects of language learning at your secondary school.

1=no emphasis at all

2= little emphasis
SCALE: 3= fairly strong emphasis

4= strong emphasis

5= very strong emphasis

a. listening h. developing your own ideas
b. reading I learning things off by heart
C. writing J. role playing

d. speaking K. project work

e. grammar 1 literature

f. pronunciation m. accuracy

g. vocabulary learning n. fluency

b. Which of the above aspects do you feel confident about and which areas do you feel require a
special effort on your part? Please circle your answers by using the list above.

Points | feel confidentabout:a b ¢ d e f % h 1 jJ k1T mn
Points | do not feel confidentabout:a b ¢ d ¢ f ¢ h i jJ k | m n

¢. Which of the above aspects of language learning did you enjoy? Which ones did you not
enjoy? Please circle your answers.

Points lenjoyed:a b ¢ d e f g h i j k I mn
Points I didnotenjoy:a b ¢ d e f g h i j k | m n



Comments (you may give reasons for your answers if you wish):

4. Please indicate whether you agree or disagree with the following statements:

Statement Agree Disagree Neither/nor
a) | find German grammar interesting

b) 1 find German grammar fairly easy

¢) I find German grammar difficult

d) Ifind German grammar impossible to learn

e) Unless you are good at grammar you will

never be good at a language

f) There should be a separate grammar class at third level
g) The bestway to learn grammar is to be given

the rule by the teacher

h) The bestway to learn grammar is to figure out

arule oneselfand then verify that it is correct

g) All grammar should be explained through English (or Irish)
1) Students should be made familiar with

grammar terminology

j) I do not want to learn grammar, I just

want to be able to communicate in German

k) Grammatical accuracy is less important than

being able to write and speak a language fluently

1) I want to be corrected when making a mistake in

* my written German

* my spoken German



5. With this question we would like to find out about your knowledge of German grammar terminology and how familiar you feel you are with German
grammar. Please indicate how confident you feel about the following features which may or may not have been covered at your school. Answer as sincerely
as possible. Do not underestimate the knowledge that you have acquired at school - after all it got you through a tough LC exam! Also, do not feel
intimidated by the number of terms that are unknown to you. We expect - and our experience has proved this - that almost everyone will have gaps in this
area.
Grammarpoint [ ave never neard T know whatl do notfeel confident  _ 1feel confident ~ Example in German _

ofthis concept  the term means about using thisfeature  about using it~ (ifyou thinkyou know it)

OThe cas=s

a) which verbs takewhich case
b) complements

O trasitive\erbs

d) intrarsitive\erts

€) dbject

P dgject

@ Vertal phrase

a infinfte

b) finiteverb

0O infiniteverb

d) pestparticiple

€) presantparticiple

) stragverb

Q) weak verb

(@ Conjugation ofverbs (ot tense formation)
a) regular

b) Irregilar

O refleave



d) agreement

e) separable/non-separable
f) auxiliary
g) modal

h) the passive
(4) Tenses

a) present tense
b) past tense/preterite
¢) perfect tense
d) pluperfect tense

e) future tense

(5) Mood

a) indicative

b) imperative

¢) subjunctive

(6) Position of the verb

a) inmain clauses

b) in subclauses

¢) in questions

(7) Noun phrase

a) gender ofnouns

b) plurals ofnouns

¢) declension (ie knowing the form of
articles in different cases)

d) compound nouns

e) weak nouns



f) uncountable nouns
(8) Articles

a) definite

b) indefinite

C) possessive

d) negative

e) demonstrative

f) interrogative

(9) Pronouns

a) personal pronouns
b) relative pronouns
C) possessive

d) negative

e) indefinite

(10) a) adjectives

b) adjectival endings

¢) adverbs

d) comparative

e) superlative

(11) Word formation

a) ofnouns

b) of adjectives

¢) prefix

d) suffix

@) Prepositions (their meaning

and the case they are followed by)



a) prepositional object

(13) conjunctions (their meaning and the
effect they have on word order)

(14) negation (kein, nicht, nichts)*

(15) Umlaute*

(16) the use of capital letters*

(16) spelling in general*

6. What - if any - do you think are the major differences between the level of grammatical knowledge that you have achieved at school and the level
expected at university?

Thank you very much for your co-operation



ApperdixH
Student questionnaire no.l, May 1997



This questionnaire is part of a research project that is currently being conducted in the School
of Applied Language and Intercultural Studies. The first part{e the part you have in front of
you) is an evaluation of the weekly grammar class in GE 130 and GE 140. We urge you to be
nonest in your answers, to feel free to voice any constructive criticism and to suggest any
changes which you believe future students might benefit from. However, one thing you should
bear in mind when filling in this questionnaire is that, in view of serious time constraints, the
grammar course was not designed as a practice session but was instead intended to give
students an overview of the main features of German grammar in order to provide a basis for
individual follow-up study. Practice in class was therefore kept to an absolute minimum since it
was always intended to take place largely outside the classroom.

It should take you about 20-25 minutes to fill in the questionnaire. All the data gathered in this
questionnaire will be used for educational research purposes only and the information will be

treated in strictest confidence. Atno time will your name be disclosed to anybody outside the
research team.

Thank you very much for your cooperation!

Name:



part 1 :Withpart one we would like tofind out aboutyour general attitude towards your
degree course.

1. How do you feel about your degree course after having done it for one year?

Veryhappy O happy &3 quitehappy O3 not happy ]

2. Who do you believe is responsible for your language learning progress?

Firstly: Secondly:

3. Do you believe that in your first year at DCU you have learnt how to go about working on
your language skills independently and efficiently?

Yes Hi not yet but getting there (3 No [

| knew how to go about this from my secondary school I

Ifyour answer is ‘yes’, please state where you learnt how to learn independently?
a. in both my language classes J
b. mainly in my German language class [

¢. mainly in my other language class J

Part 11z With this part we would like tofind out aboutyour attitude towargs the German
grammar class andyour confidence regarding certain'skills and grammaticalfeatures.

1. Please state how confident you are about your overall grammatical knowledge by ticking the

appropriate box.

| am

a. very confident 0 Db.confident O3 ¢. more confident than at the
beginning of the year [

d. notvery e. not confident
confident O at all O



2. Ifyou ticked either box a. orbox b. please answer the following question (again by ticking
the appropriate box):

Does your confidence stem from

a. both the grammar teaching you received at school

and the grammar classes at DCU []
b. primarily from the grammar class at DCU O
(including homework etc.)

¢. primarily from the grammar teaching at school []

d. other (please state):

2.h. 1fyou ticked letters d. and e. please expand on your answer under question 5. b.
which will appear later in the questionnaire.

3. At the beginning of the year you were asked to indicate which grammar points you did not
feel confident about.

a. Name 3 points that you did not feel confident about then and that you feel more confident
about now.

b. Name 3 points that you still do not feel confident about.

As regards the points you do not feel confident about, do you know how to go about working
on these points?

Yes L] No (I

4. Please indicate whether you agree or disagree with the following statements.
Statement Agree Disagree Neither/nor
a. | like learning German

b. I find German grammar interesting

¢. | find German grammar fairly easy

d. I find German grammar difficult

e. | find German grammar impossible to

learn

f. Unless you are good at grammar you will

never be good at a language

g. Itisagood idea to have a separate

grammar class at third level

h. Grammar classes should be conducted

mainly through English

I. Students should be made familiar with

grammatical terminology

J. I 'do not want to learn grammar, Ijust want

to be able to communicatc in German

k. For me grammatical accuracy is less

important than being fluent in a language



5. Please indicate if you found the grammar class
= mostly helpful O

= mostlynothelpful O

Please tickthebox 1fyou agree with the fol loving stataments (youmay tidkasmany boxes as
you lie):

a. | found the grammar class helpful because

| did not do much grammar at school D
| got an overview of German grammar O
| leamt rules | was not aware of D
it helped me become more confident in my use of German D

although 1knew most of the rules the grammar class it was
a, agood chance to revise the grammar

I1 agood chance to be reminded of certain grammar points
it was a constant reminder of the importance of grammar

| would not have heen able to figure out all grammar points by myself

O O o o o

it gave me the basis for work I did outside the class

Other:




b. | found the grammar class not helpful because
most points had alreedy been covered at school
my grammar isfire/Lhave no problemwith grammar
1 could have gone over tre rules by mysel T

other people knew somuch more theanme

| did not understand what was being explained
because of the terminology

because of the examples used

because the rules were not explained clearly
because we went through things too fast
because Iwas afraid to ask questios

because Imyselfdid not put enough work into it

Other—:

I found the grammar clisss hellpful but —

Any other comments:



(ALFG only) 5. How didyou fird the cocasional stuoent presantatias

helpful O
not helpful O
as helpful as the teadher's O
more helpful then tre teadhers O
lesshelpful then the teadhers O

6. What are the biggest differanoes between the level of grammatical knowledge requiredat
second leel and atthird leel?

7. Do you kelieve that the follloving two points are inportant foryou persoral ly?
a a sound knowledge ofgrammar rules yes 0O no O
b. a sound knowledge of terminology yes [ no O

Please give reasons foryour ansiers.

8. Apart from conversation classes/oral work itwas wrrttenwork tretwas emphasised very
stragly, inSemester 1 inthe diaries and in Semester 2 inthe essays. In Semester 2 you were
asked 1o hand up essays on a regullar besis which you were then asked to correct yourselhves.
You were only alloned to hand up anew piece ofwork ifyou had previausly handed up
aorrectias. How did you fird this systen?

helpful O not sureD cortfusing O not helpful O



Comments:

9.How do you apply your knowledge ofgrammar when spesking, witing, reeding, listening?

trytoreall grammar rules O
go by the “sounds/llooks rigitprinciple” O
do not think about grammar atall O
other:

10. a. What didyou do towork on your grammar knowledge and goplication thisyear? Please
tdall tre ansners trat apply o you.

1 attended (@lmost) every class O
1did thehomework forthe grammar cless O
Iworked through agrammar book myself O
1 did eercises autsice the class O
Iworked together wirth another student D
I used the computer programmes iNnSALLU O
lusedtte TV INnSALLU O
otter:

b. What, if anything, would you do differently next year as regards improving your grammar (if
it needs improving) ?



11. Do you beliewe ttetyou will berefit from thisyear’ sgrammar class intre long nn, eg. use
some of the class notes for revisiaT? Yes O No O

Please give reasons foryour ansier .

12. a. What advice would you give 1o next year s firstyear stubeits?

12. b. What advice would you give 1o the course designers?

13. Should there be agrammar assessnent at the end of the year? Yes [ No O

Why?/Why not?



Appendix |
Stucent questionnaire no. 2, May 1997



Part 1 Terminology With this part we would like tofind out howfamiliaryou are with
grammar termmology.

1 a Please define the folloving terms and give an examplle for each term inGerman.
Term Example

1 complement

2 trasithe\erb

3. intrasitive verb
4. inperative

5. slbjuctive

6. indicative

7. axiliaryverb

8. agreement

9. stragwverb

10. weak verb
11.weak noun

12. uncountable noun
13. compound noun

14. adverb



b. Give an example Tor each ofthe folloving terms InGerman.

Term

1 vertal phrase

2. regularverb

3. inggularverb

4. pest participle

5. present participle

O preterite

7. perfect tase

8. plycerfect trse

9. the pessive

10. finiteverb

1. ro-fanite verb

12. noun phrase

13. declension of artickes
14. preposiiaal doject
15. word formation of adjectives
. word formation ofnouns
prefix

uffix

demonstrative artidle
intenogative atide

. necative articke
eriative

. comparative
incefinite pronoun
persoral pronoun
relative pronoun

BHRNNMNBEERE

Example InGerman



PartDI: RuJe knowledge'. With thispart we would like to know howfamiliar you are with
grammatical rules.

1. Verbs
1 Provide the preterite and the perfect forms of the fol loving verts:
Present Preterite Perfect

ichwerde

ichdarfgehen

i resarviare

2. Unreal wishes —complete by providing the gopropriate verbs:
Ach wenn ichdoch nur genug Geld I (Ichhabe aber nidit genug Geld)

Ach wenn ichdoch nur reich ! (Ichbin aoer nidit reid)

3. a When decidingwhich elements are grammatical ly required ina classe, which part of

the clause do you look at?

b. Underline ineach clause below the elements traet &l you which complements are recuired:
Vielejunge Leute heschweren sich, dal die altere Generation sie einfach nicht

verstehen will. Sie sagen, sie haben noch nie in ihrem Leben das machen kdnnen, was

sie wollen. Dabei (ibersehen siejedoch, daf ihre Eltern die gleichen Probleme mit

ihren Eltern hatten, als siejung waren.

2. Nouns/cases

1 Which 2 very common verbs require two nominative cases?

2_Do the followving vertss require a dcative doject, aoousative doject or both?

aklaen:

pessen:

\erpessen:

3.a faverb takes only one dyject, which case do the vestmgjority ofverts require in

this instance?



b. Fthere isadative and an acousative doject ina clase, what does the dative doject

normally refer to ?

4. Inwhich case isthe sbject of a sentence placed?

5. Provide the gender and plural of the fol loving nouns:

gender plual
Prablem: _
Hr: -
Arteit: -
it o
Freund: V///////4
Stdentiin: V///4
6. Which nouns are
= alvays feminine? Those ending In , and
= alvways masculine? Those ending in and

always neuter? Those ending in

7. Declension of articles and pronouns
Please complete the following tables,

a. Definite article

Article
Case Mase, sing
Nomlnat_lve'. Das ist/sind... der (vann)
Accusative: fur...
Dative:  mit...

Genitive:  trotz...

Fern,sing  Neut.sing  Plural
die (Frau) das (Kln die (Leute)



b. Personal pronouns

Pronoun
Case Istpers  2ndpers  3rdpers  Istpers  2ndpers  3rdpers
sing sing sing plur plur plur
Nom.. ich DW/Sie afSiefs  Wir Ih/Sie sie
Wer?
Ace..
Wen?
Dat..
Wem?

8. Isthe folloving sentence grametical ly correct?
Das Madchen kann er nicht so qut sehen. Correct D Incorrect

Briefly eqolainyour amsier.

3. Conjunctions, prepositions and adverbials
1 What effect do the folloving conjunctions and adverbials have on word order?

wenn:

aber:

trotzdem:

denn:

2. Which cases do the folloving prepositians take?

abkl

auf:
oBoEN:
oz
2wisden:

3. What are the two golden rules for dealing wirth prepositional phrases? How do you know
which case apreposition isfol loned by?



4. Function of various elements in a sentence

Look at the text below and answer the following questions relating to the underlined passages

in the text.

Zu eigener Verfligung stehen uns insgesamt nwa
| 576 Jahre. Indieser mehroder weniger selhst-

Jahre liegen vor einem Neugeborenen in Z0 bestimmten ,Freizeit* lieRe sich alles Erdenkliche
Deutschland, wenn es sich aus dem Mut- bewirken-zum Beispiel der Bau einer kellergroBen

terschoR gekdmpft hat. Diese statistisch Modelleisenbahn oder die Komposition einer Oper
zugemessene Lehenszeit erscheint einer- nach der anderen. Doch nach 3139 6/Iuhsa| im

5 scits bedriickend begrenzt, andererseits unvorstell- Haushalt, die immer noch qut Jahre ei-
bar lang fiir den, dem sie bevorsteht: Das Phano- 75" ncs Frauenlebens verschlingt Mar8e 2<ommen

men Zeit ist paradox. Nie zuvor lebten Menschen
s0 lange wie heute, kaum jemals zuvor haben sie
ihre Existenz mitso vielen Aktivitaten gefillt. Und

nur auf 5,4 Jahre), und nach fast ahren
Mannerarbeit fiirs tagliche Brot Frauen sind nur
knapp 3,9 Jahre erwerbstétig) |st Neigung und

(O doch: Je starker wir die Zeit fesseln, desto schnel- Energie fir kreatives Tun offenbar erin?. Die
ler scheint sie zu entkommen. 30 meisten greifen in ihrer Freizeit nach der Infrarot-
Dabei erleben wir nur knapp zwei Drittel un- bedienung: Rechnet man die Stunden vor dem
serer L?gsspfnne bei vollem BewuRtsein. Den Bildschirm zusammen, hatam Ende seines Lebens
Rest, Jahre, verschlafen wir. Ganze jeder Deutsche fast f\ Jahre lang femgesehen.

1S Jahre vergehen dabei im Traum: Je nach Alter Nur lebensnotwendige Tatigkeiten konnen der
fiillen diese imagindren Abenteuer zwischen 5 und 3S Hingabe an den Flimmerkasten einigermaRen
25 Prozent unserer Schlummerzeit. Konkurrenz machen:

Source: GE0, ro. 2, 1997

Line
5: What function does ‘bedrickend’ have?
8/9: What is the subject of the clause starting with ‘kaum...’?

18/19: What is the subject of the clause starting with ‘Zu ..."?

19/20: What function does ‘In dieser mehr oder weniger selbstbestimmten Freizeit’

have?

26-29: What function does ‘Neigung und Energie fur kreatives Tun’ have?

31-33: What is the subject of the main clause?

34-36: What function do * der Hingabe (= devotion) an den Flimmerkasten’ and ‘Konkurrenz’

~competition) have?

‘der Hingabe’'= ‘Konkurrenz’=




b. Identification of grammar mistakes

The folloving texts comtains 11 grammar mistakes (N.B. no vocabulary mistakes) . Identafy
them by uderlining them, thennumber them, explainwhy the forms arewrong and provide the
Qorrect\ersion.

Example (ot intexb):

Auch dieser Urllaub hat Wie jeder Urlaub zu sdrell vorbeigegangen.

1 ‘at”shouldbe “st’because the verb Vorbeigehen” forms the perfect terse with “sein”

Bvita: Tango toalitr

Es gibtFilme und Trailler, also kurze Fillme, die firFillme werben. Der FilmBvita
davern zwar 135 Minuten, aber dennoch istder Fi Imkeinen Film, sondem istermehr
wie einTrailer, indem firEva Peron Werbung gemacht vwerde.

Siewtrde unehelich geboren, istmirt 15 Jahrenmit ein Tangospieler nach Buenos
Aires gegangen, tdurch die Seifenopem im Radio bertihmt worden, hat dann der
Taschistisde General Juan Peron gareiratet, und hat dieArmen Gelld und Kleidung

geschenkt -das teigaticheinlLeben, dem esnur insKino gibt.




