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ABSTRALCT

This study aims at comparing two different
approaches wused in the teaching of grammar. The data
have been collected from the experimental studies
carried out at Anadolu University, Faculty of Education,’

first-year students.

The first chapter presents a brief introduction

to the problem and states the aim of the study.

The second chapter reviews the literature related
to the approaches used in language teaching and how

the grammar is taught in these approaches.

The third chapter 1is devoted to the research

design, data collection and selection of subjects.

In the fourth chapter the data collected for
the purpose of study have been analysed, the results

are given and discussed.
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CHAPTER I

INTRODUCTION

1.1. Background to the Problem

1.1.1. The Definition of Grammar

The term "grammar" although has a core of generally
agreed meaning 1is difficult to define because it is
‘understood in different ways by different peopie
with different purpose. Therefore, it is possible

to find various definitions of the term.

The term ‘“grammar" <can simply be defined as
the study of language that deals with the forms and
structures of words (morphology) and with their arrangement

in sprases and sentences(syntax) (cf.Dowen et al. 1985: 161).

Another definition of "grammar", as Fowler(1971: 1)
suggests, is the linguistic knowledge which enables

the speakers to communicate.



Some other definitions of grammar are also

cited in 0zen(1985: 85) as follows:

i) "Grammar is that department of study
of a language which deals with its inflectional
forms or their equivalents, and with the rtules
for employing these correctly; usually treating
also of the phonetic system of the lanquage
and its representation in writing."(Shorter

Oxford English Dictionary)

ii) "The features of a language (sounds,
words, formation and arrangement of words,
etc.) considered systematically as a whole,
especilally with reference to their mutual
contrasts and relations"(The American College

Dictionary)

iii) "The science dealing with the classes
of words, their inflections, and their syntactical
relations and functions."(The Concise Oxford

Dictionary)

iv) "Grammar was not a set of facts observed
but of rules to be observed, and the paradigms,
i.e. of patterns, to be followed."(Middle

Age and Renaissance-Language by Otto Jesperson)

v) "Grammar deals with the morphemes and
their combinations."(An Introduction to General

Linguistics)

vi) "The branch of 1linguistics which deals
with the organization of morphemie wunits into
meaningful combinations larger than words."

(Structure of American English)



A final definition of the term grammar can
be stated as the rules by which meaningful words and
parts of words of a language are put together to commu-

nicate messages(Dowen et al, 1985).

Grammar 1is also considered as an indication
of social and educational status. Students are given
prescriptive rules that help them achieve correct
usage. This philosophy 1is evident in classes for native
speakers. Thus, the most visible purpose in teaching
grammar to native speakers seems to be the correction
of certain forms and constructions that are considered‘
substandard or erroneous, such as the distinctioné

between:

"She don't", "She doesn't™
"He go home", "He goes home"
"He went to lie down'", "He went to lay down."

"I ain't"”, "I am not."

It is said that some forms are correct and should
be used, others are wrong and should be eliminated

(cf. Dowen et al.1985).

Finally, it is also helpful to mention here

two different aspects of grammar which appear:

1. Know the rule

2. Apply the rule(cf. Dowen et al. 1985: 161).



Dowen etal.(1985: 161) also suggest that the
condition of knowing the rule and applying it can
appear alone. It is observed that many native speakers
can apply the rules  wunwittingly for subconscious
application when communicating. However, the case
for foreign language learners is different. Some foreign
language learners know and can explain the rules,
but they may not be able to apply them, and because
of this they may be able to communicate only partially

or not at all(cf. Dowen et al. 1985: 161).

As it can be deduced from all the definitions
given abone '"grammar" is understood 1in diFFerent'
ways, however, one thing 1is clear: it refers to a
common idea related to the overall structure of the

language.

1.1.2. The Importance of Grammar in Foreign Language

Learning

The teaching of grammar has long been assumed
to coOnstitute an essential part of both first, second,

or foreign language teaching.

'In the majority of places in the world today
where foreign or second language teaching takes place,
a recognized goal for the learner is to 1internalize

the basic grammatical skeleton of the new language,



since to be able to speak a language one must master
its grammar first. Even native speakers need to gain
insights into the structures which are embedded in

the language patterns(cf. Dubin 1977: 5).

Wilkins(1974: 5) suggests that the - purpose
of communication is to express meanings and to convey
ideas. Languages possess grammatical systems so as
to make the communication possible not, as some learners
might be 1inclined to think to make the learning more

difficult.

It is true that the speaker of a foreign language
does not learn the grammar of that language in the
same way as a child 1learns his native language. It
is wusually possible to observe a four or five-year-old
child applying the grammar of his language correctly
when he hears spmething new. It is said that he can
do this by analogy, or by drawing on his previous

experience(0zen 1985: 86).

By contrast, the study of grammar when learning
a foreign language 1is necessary to rteach the mastery

in the new language.

Grammar, in the study of foreign languages as
mentioned by Dowen et al(1985: 163), acts as a traffic

officer, whose signals and rules help keep the learner



on the right road. O0One's own understanding of these
signals and rules will allow him to self-monitor his
progress and avoid practising errors. It is also suggested
that we correct and improve our linguistic performance
by a monitoring device that serves as a grammatical
check of every sentence we speak, which when it works
properly, assures our ability to follow the rules
of discourse. The rules are easier to apply if one
understands how the full structure works; they are
more difficult to apply 1f they are arbitrary statements
that have to be remembered and used 1in a capricious

way(cf. Dowen et al. 1985: 163).

It 1is, therefore, generally admitted that the
knowledge and skill in grammar contribute to language
proficiency(cf. Dubin et al. 1977: 7). Foreign language
learners need to be informed of correct and incorrect
usage of the language, since they approach the learning
task without the experience of having lived in the
language. Another strong and wvalid reason for learning
grammar is to gain the descriptive -experience which
allows to correct errors on the basis of familiarity
with the rules that explain the constructions whigh

make up sentences(cf. Dowen et al. 1985: 190).

1.1.3. The Status of Grammar in (EFL) Curriculum

In trying to equip the students with the ability



of using the language, grammar 1is an incompatible
element. In an EFL classroom, the students need guidance
and the teacher is ready to interpret the correct
set of rules needed to communicate. The role of grammar
is so serious and central that all avenues should
be searched to focus the students energy on the task
of mastering and internalizing it. Internalizing as
Krashen(1982: 81) clarifies means "the acquisition

of a rule that was first learned."”

In spite of the fact that grammar' knowledge
is needed 1in clarifying the way the language works
and te make understanding and teaching easier, it
has alwaysv been considered one of the most boring
and obscure subjects in the school curriculum(cf.
Gethin 1983: 53 Allen et al. 1975: 45). Widdowson
(1982: 45) argues that grammar has acquired a reputation
for dullness, since the way 1t 1is taught in schools

seems to be designed to kill all interest.

Students think that grammar 1is confusing and
hard to '"get right", and there 1is no practical help
to correct errors. As for  teachers, teaching grammar
is boring and only a few of them find pleasure fin
giving grammar courses because 1t 1s difficult to
explain since they are abstract, uninteresting to
teach and the results are wunsatisfactory(cf. French

1975: 88).



As a result of traditional approaches to language
teaching the grammatical devices of language have
been taught as an end in themselves. In other words,
instructors considered the grammar as a separate subject
to be taught in isolation apart from the other language
skills such as writing or reading. Consequently, there
attached a certain stigma to the teaching of grammar
since 1t did not help the students in using the langpage

appropriately(cf. French 1975: 89; Gethin 1983: 6).

Today, as Rutherford(1987: 14) states for a
learner to be regarded as proficient, knowing the
basic structural principles is essential but not suFFiciént.
In the =early vyears of language teaching, however,
the grammatical focus has not only been a necessary
part of language instruction; it has also been a sufficient

condition for language learning.

When one looks on the content pages of a coursebook
used in secondary schools or universities he can notice
that almost all areas of grammar are included, and
dealt with through the year. But the teachers forget
that teaching the "usage" and the "use" of language
is different. Students who know the usage -the ruléé—
do the exercices without any mistakes. They produce
grammatically correct sentences that may not be appropriate
or meaningful in real-life situations. For this reason,

the teaching of grammar should be taken up in a more



communicative way and the students should be given
a chance to use English in appropriate and meaningful

contexts(cf. Stapinska et al. 1986: 35).

1.1.4. Problems Related to Grammar in the Teaching of

English as a Foreign language

The problem of how to teach a language has
been the concern of many scholars since classical
times. As a result of our widening awareness of the
nature and process of language learning in general
and the manner in which the learners acquire a language,.
several teaching approaches have been introduced,
and materials for the application of these approaches

have been prepared.

The teacher of grammar, however, has been left
to his own resources and as Kelly(1976: 34) points
out the manner of teaching and learning of grammar

has always been disputed.

Accepted, approaches have ranged from inductive,
by which the pupil himself arrives at rules from examp;gs,
to the deductive whereby one proceeds from rulesl to
a knowledge of the language(cf. Kelly 1976: 34). Further-
more, some of the widely used approaches either devoted
a great amount of time to the teaching of grammar

or completely neglected it.



10

However, whatever the fashion or the orthodoxy
is, students seem to need and will ask for grammatical
explanations, in other words, "teachers will teach
grammar somehow, and students both want and need grammar

somehow." (Allsop 1983: 30)
Reer supports Allsop and states:

"Although most of us have come to recognize
that for students to be able to function well
in a new language, they need not be highly
sophisticated in their knowledge of grammar
rules, 1 feel that students' desire to pull
language apart and be able to formulate rules,
look for regularities and understand why language
functions as it does ought not to be ignored.™"
(1986: 71).

In the last decade of foreign language teaching,
educators have agreed in general that the goal of
language learning is to develop the communicative
competence so as to enable the exchange of ideas with
others. But being communicatively competent does not
only mean transfering ideas ‘in an haphazard way, it
is also being able to use explicit grammatical knowledge

in spontaneous utterances.

However, earlier approaches failed to attain
the goal of creating communicatively competent learners.

This failure resulted in students who cannot appropriately
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use the rules already taught in their grammar classes.
The learners complain that they know all the grammar
by heart and have hardly any trouble doing exercisés,
but when it comes to speaking they are unable to put
the theory they know so well in practice (cf. Stapinska

et al. 1986: 35).

It seems 1likely that there is something which
goes wrong with the way the grammar 1is taught in
schools. If related literature about the subject is
reviewed, it can be said that with the application
of a more creative approach the failure in grammar

teaching can be overcome.

This alternative way to the teaching of grammar
may be the use of a communibative apprﬁach where the
rules of the language are practiced through roleplays,
games, songs, poems, etc. In this way the learners
will be better motivated and learn better, in addition,
having completed the course they will be able to produce
grammatically correct Sentenges(cf. Stapinska et al.

1986: 35).

141.5 Purpose of the Study

The purpose of this study is to throw light

on the methodological problems involved in the teaching
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of English grammar, particularly to compare two different

aproaches used in grammar teaching.

Two groups of students were formed so as to
compare two different approaches. The first group
consisted of students who were taught through traditional
grammar exercises(cf. Appendix A) the second group
consisted of students who were taught through communica-

tive grammar exercises(cf. Appendix B).

In this study the hypothesis is that communicative
exercises used 1in the teaching of grammar points may
creat better results by making the learning more effective.
This study aims at testing how much a communicative
approach is effective in teaching the wuse of the past

tense form.

In order to achieve this goal the following

points will be taken into consideration and discussed:

1. the way grammar is taught and the types

of exercises used in traditional approach.

2. the way grammar is taught and the types

of exercises used in communicative approach.

3. whether there 1is a significant difference
between the two groups before the -exposure

to approaches.
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4. whether there 1is a significant difference
within groups after the exposure to the

approach.

5. whether there 1s a significant difference
between groups after the exposure to the

approaches.

6. whether the subjects in both groups make

the same types of errors in free writing.

1.1.6. Limitations and Assumptions of the Study

This study was carried out at Anadolu University,
Faculty of Education, Eskigehir. Sub jects used in
the study were randomly chosen among the first-year
students of the English Teacher Training Department.
The students were supposed to have similar backgrounds.
Their aim 1is to be English teachers in a four vyears'
time. The students were supposed to be at a level
between the lower -and the . upper intermediate when
their wuniversity scores were taken into consideration.
They were from the same age group ranging between
17-22. All subjects were speakers of English aé a

foreign language and their native language was Turkish.

This study 1is 1limited to the teaching of grammar

points in EFL <classes. The particular point to be
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dealt in this study is the teaching of the Past tense
form. Considering that methods and techniques are
the essential and inseparable components of teaching,
in this study different techniques, in other words,
different types of exercises are used to make the

students practice the Past tense form.

This study is also 1limited to the comparison
of two different approaches wused in the teaching of
grammar; Traditional Approach Versus Communicative

Aproach.



CHAPTER 11

REVIEW OF LITERATURE

2.1. Attitudes to Grammar Teaching: Native Lanquage vs.

Foreign Langquage

The teaching of grammar shows salient differences
depending on the language to be taught. Attitudes
towards the teaching of grammar are not the same in
the native language acquisition with the one in foreign
language learning. As 1t can be noticed from the terms
used, the native lanquage 1s acquired whereas the
foreign language 1is learned.” In this section it 1is
necessary to discuss the difference between the terms

'acquisition' and 'learning'.

Krashen(1982: 10) suggests that acquisition
is a subconcsious process, and claims that every child

acquires his native language fluently and efficiently,

15
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he acquires it naturally without special instruction,
provided that he is not mentally retarded. He points
out that when someone acquires his native 1language

he acquires it without being aware of the fact that
he 1is acquiring the language. Grammatical sentences
"sound' right or 'feel' right and errors 'feel' wrong
even if he does not consciously know what rtule was
violated. According to Krashen, acquisition involves
implicit learning, informal learning and natural learning.
In non-technical terms acquisition is picking-up a

language.

On the other hand, he suggests that foreign
language can only be learned, because a foreign language
learner needs to make a —conscious effort imn order
to learn the language in an arfificial setting such
as classroom. And this process can only be referred

as 'explicit learning.'

When one learns a foreign language he learns
the formal knowledge about that language. The competence
in foreign language develops by the formal study of grammati-

cal rules of that particular language(cf. Krashen 1982).

As Krashen(1982: 83) points out in the case
of native language acquisition language is first learned
through natural learning processes and then the rules

are internalized unconsciously, whereas foreign language
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learning involves explicit learning processes and
the learner makes conscious wuse of the rules of his

native language.

As most of the -educators and 1linguists come
to agree, 1n native and foreign language classes the

teaching of grammar can be justified for different

reasons.

A speaker who knows and uses his native language
perfectly well may not know the rules of his own language
unless he 1is formally taught them, though, he can
judge the language as being grammatical or ungrammatical.

For example, a native speaker of Turkish language
can find the followihg sentences taken from a foreigner speech

odd but cannot explain why until he receives a formal education.

- DUnkiU toplantaiya higkimse geldi.
- Ahmet'in, Ali ve Demet adinda iki kardesleri var.

- Yeni komgumuzla apartmanin kapisindan karsilastik.

To sum up, native language speakers and foreign language
speakers are in different situations when they first
start studying grammar. In the case of native language
the formal study of the grammatical rules begins with
the literacy development i.e. the native speaker already
knows the language but he starts learning about the

language after he learns how to read and write. However,
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the foreign language learner needs to learn the rtules
of the new language so as to speak it The contrast
between the grammar in native lanquage and foreign
language <can be thought to be similar to inductive

vs. deductive learning respectively.

Since foreign language learners already know

one set of grammatical rules (i.e. grammatical rules
of their own mother tongue), they will try to build
new habits on their old ones. This situation can be
considered both advantageous, and disadvantageous the
knowledge of one set of rules might interfere in the
learning process of new grammatical Trules, or the
learners may consciously exploit the grammar of their

native language and use this as an advantage.

2.2. Different Approaches to the Grammar Instruction

in ELT

2.2.1. Approach, Method and Technique

As Stern(1983: 452) informs the question of
how to teach languages has been debated for over twean—
five centuries, however as Kelly(1969) puts it theory
development as a debate on teaching methods has evolved
only over the last hundred years. Stern(1983: 452) claims
that the names of many methods are familiar enough
but they are not easy to grasp because their names

have not been used in a consistent and unambigious way.
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For example, while Prator et al.(1979: 3) refer
to Grammar-Translation as an approéch Freeman(1986: 4)
refers to it as a method. In the same way Brown(1980: 243)
calls Audiolingualism a method while Chastain(1976: 27)
calls it the Audio-lingual Approach. Again Chastain
(1976: 21) names Direct Approach of Celce-Murcia(1979: 3)

as Direct Method.

However, linguists such as Anthony(1985: 199)
suggest that the arrangement of these terms is hierarchical.
According to Anthony and Ffreeman(1986: xi) techniques
carry out a method which is consistent with an approach.
Anthony(1985: 199) says that an approach describes.
the nature of the subject matter to be taught. 1In
other words; approach is a set of assumptions dealing
with the nature of language and the nature of language
teaching and learning. It implies a view point, -—a

philosophy about learning and teaching process.

Richards{(1983: 155) supports Anthony and proposes
that ‘'approach' encompases bgth theories of language
and language learning, and adds that all language
teaching methods operate explicitly from a theory
of language and beliefs or theories about how languéée
is learned. Different theoretical views of language
explicitly or implicitly wunderlie currently popular
language teaching methods. Thus, it is possible to

say theories contribute to approaches.
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Stern(1983: 452) defines the term "'method’
and says that a method is more than a single strategy
or a particular technique; it is a theory of language
teaching. He goes on, and states; a method results
from practical and theoretical discussions in a given
historical context, 'Method' implies or overtly expresses
certain objectives and a particular view of language.
It makes assumptions about the language learners,
and certain beliefs underlie the nature of the language

learning process.

On the other hand, Anthony(1985: 199) defines
"method" as the orderly presentation of the language.'
He also states that this presentation may be influenced
by several factors. That is,‘ the methods chosen may
be modified according to the nature of the language
to be taught. For . example, the way French is taught
to English students differs methodologically from

the way it is taught to Spanish students.

The method employed is affected by the age,
culture and the previous experience of +the learners,
in' addition, the experience of the teacher and his
level of mastery 1in that language, the time availasle
during a éiven course, the goal of the ~course are
also to be considered when deciding on a method. Anthony
suggests that there can be more than one methods within

one aproach. To illustrate, he choses Audiolingual
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as approach, and mim-mem and pattern practice as methods

that can be used with success within the given approach.

He says that both mim-mem and pattern practice
share the same goal of developing an automatic oral
production. Neither assumes previous language experience,

each is primarily for adults only the order of presentation

differs.

Anthony explains mim-mem method; it begins
with a situation-getting a room at a hotel. The learners
repeat what they hear from the tape recorder and try
to memorize some of the sentences from the dioclogue.
Later, these sentences are used for particular emphasis
and drill. He also explains the ©pattern practice;
pattern practice method starts with grammatical or
Phonological structures. These structures are first
drilled later built up into a situation. In both methods,
there 1is nothing which —contradicts the assumptions

of the Audio-lingual Approach.

Finally, Anthony clarifies what 1is meant by
the term "technique". He admits that technique depends
on the teacher's artistry, and on the compositién
of the «class. He adds that the same problem may be
tackled by the use of different techniques. This implies
that several techniques may be used for the same method,

and by contrast a given technique may well be associated
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with more than one method. If two methods share certain
principles then the techniques that are the application
of these principles could well be appropriate for
both methods. A technique 1is a particular trick, a
strategy which actually takes place in a classroom
to accomplish an objective. To make the point clear
an example can be given here: tape-recorders or video-
recorders are all techniques. The teacher to present
a diologue may either use a tape-recorder or he, himself,

may read the diologue.

Anthony sums up by saying that techniques must
be consistent with the method and therefore in harmony

with the approach.

Nonetheless, as it can be deduced from the
brief survey given above, there 1is not a clear- cut
distinction between the use of the terms ‘'approach!'
and 'method', and most of the time these terms are

used interchangeably. In this study for the sake of
unity the term ‘'approach' will be wused to describe

different ways to the teaching of languages.

In this study as samples four of the widely

used approaches are going to be dealt with.
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2.2.2. Grammar-Translation Approach

2.2.2.1. History and Source

In the eighteenth century the teaching of languages
was based on translation between the known language
(mother tongue) and the one being learned(target
language) with the belief that there was structural
similarity across languages. In Grammar-Translation
Approach language teaching was equated with the development
of learners' knowledge on how to conjugate and decline

(cf. Rutherford 1987: 29; Kelly 1969).

Stern(1983: 453) notes that the main practice
technique which combines the grammar and translation
into the target language became popular in the late

eighteenth century.

Linguists such as Freeman(1986: 4), Cakir(1986: 115)
and Teo van E£ls et al(l984: 147) mention that Grammar-
translation Approach 1s also ~called as 'Classical'’
or 'Traditional' Approach. This is perhaps, 1t has
been used in the teaching of classical or traditioqél

languages such as Latin and Greek for centuries.

It cannot be easily said that Grammar-Translation
was theorized and started by such and such people but

the names of its leading exponents like Johann Seidenstiicker,
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Karl Plotz, H.S. O0Ollendorf allow us to say that it

is a product of German scholarship(cf. Stern 1983: 453;

Richards et al. 1986: 3).

According to Brown(1980: 241) Grammar-Translation
came to dominate foreign language teaching .after a
study which investigated the success of modern language
teaching 1in the United States. The results of this
study showed that the time devoted to the teaching
of languages was very limited. After that it was recommended
that schools should concentrate on developing reading
ability. In addition to stressing the reading ability
the study of grammar and the use of translation Fromr
and into the target language were widely used considering
that they were aids to reading comprehension. In this
way the main goal in Grammar-Tfranslation classes became

developing the reading ability.

As Stern(1983: 455) suggests Grammar-Translation
Approach considered the target language as a system
of rules to be considered in ‘texts and to be relafed
to first language rules. Therefore, the first language
became a reference system in the learning of the target
language. This is why Grammar-Translation classes afé

taught in the students' first language.

As Krashen(1982: 129) notes Grammar-Translation

Approach assumes conscious control of grammar necessary
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for the foreign language mastery. He claims that this
assumption necessiates all target structures to be
introduced and explained. The failure with this is
that there 1is not any attempt to specify when rules
are to be wused, the 1implicit assumption being that
all students will be able to use all the rules when

the need arises.

Krashen also informs that Grammar-Translation
1s grammatically sequenced. However, this means that
the texts proceed from what the author considers easy
rules to the more complex ones. He further adds that

each lesson introduces certain rules and these rules

dominate the lesson.

Stern(1983: 455) thinks in the same way, and
adds that the complexity of the learning task is increased
by the construction of practice sentences which illustrate

a number of rules simultaneously.

As Stern(1983: 455) pbints out the Grammar-
Translation Approach tended tb make language Jlearning
appear as a matter of problem or puzzle-solving. He
also adds that this approach was justified as menfél
training, since thinking about formal features of
the target language and translation puts the learner

into an active problem solving situation.
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On the other hand, Brown(1980: 241) puts that
the theoretical assumptions of the Grammar-Translation
Approach were more pedagogical rather than linguisti;
and psychological. Economy of time and resources available
in educational institution were all <considered and
the aproach appeared to accomplish necessary educational
objectives. Although no real psychological and linguistic
foundations were put forward, it was admitted that
the essence of learning to read .in a foreign language

was translation and grammar activities.

2.2.2.2 Characteristic Features of the Approach

The characteristic features of ‘the Approach
can be summarized as follows: the main goal being to
develop reading ability of learners, oral skills are
neglected, instead reading in the target languaée
1s emphasized. For that reason the use of the target
language is minimal. Long -elaborate explanations of
grammar are mostly given in the learner's native language.
In a Grammar-Translation claés accuracy 1is important
therefore 1little attention is paid +to the content
of texts, the focus of attention is the form of fHe
language. The learners are required to memorize'grammatical
rules and grammatical paradigms such as verb conjugations.
They are later asked to apply the rules as they have

memorized them. Often the only drill is exercises
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to be translated from the target language into the
native language or vice versa. The learners start
with sentences, then as they progress they may advance
to coherent texts. When there is a word they do not
know they refer to their bilingual dictionaries or
ask their teachers. Vocabulary 1lists to be memorized
are almost always given with their equivalence 1in
the native language of the learners, since in the
Grammar-Translation Approach the first language is
very important as a reference system, as mentioned
earlier(cf. Prator et él.(l979: 3), Freeman(1986: 8),

Cak1r(1987: 15), Stern(1983: 455).

2.2.2.3. The teaching of Grammar in Grammar-Translation

Approach

In Grammar-Translation Approach the teachiﬁg
of grammar 1is the most emphasized compared with the
other language areas. Similarly Grammar-Translation
Approach emphasizes the teaching of grammar more than

any other approaches.

Freeman(1986: 10) says that grammar in Grammar-
Translation Approach is deductively taught. This means
that grammar rules are presented with examples. Exceptions
to each rule are also noted. 0Once students wunderstand
a rule, they are asked to apply it to some different

examples(cf. Appendix C).
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As  Krashen(1982: 130) mentions each lesson
contains a few grammar points or rules which are set
out and illustrated by examples. Although Krashen
believes that a grammar-translation text-book is
sequenced depending on the writer's choice, Gakir(1987: 15)
stresses that grammar points are not ordered. in any

way in Grammar-Translation Approach.

Allen et al.(1978: 45) mention that the Grammar-
Translation Approach was not very effective in preparing
students to wuse the target language communicatively.
Students did not easily achieve a fluent use of the
target language because they spent much of their time‘

studying abstract grammatical rules.

2.2.3. Direct Approach

2.2.3.1. History and Source

Before 1900 language ﬁeaching was limited to
the «classical languges and .little or no attention
was given to the teaching of speaking skills. But
with the turn of the <century interests in teachiﬁg

foreign languages for speaking purposes began to increase

(cf. Brown 1980: 240).

In Europe a reaction against the Grammar-Translation

Approach started. This reaction emphasized foreign
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language learning by direct contact with the target
language in meaningful situations. This, later paved

the way for the development of Direct Approach(cf.

Lado 1964).

As Robinett(1978: 162) states a strong reaction
against the emphasis of the traditionalists on written
language and the acceptance of the importance of the
mental discipline on the part of psyéhologists laid
the foundation for the Direct Approach, which has
never been closely associated with any particular

school of linguistics.

Brown(1980: 240) notes that in the Direct Approach
"the ~classes are conducted orally and directly 1in
the foreign language without" any translation. This
shows that the rational behind the approach is that
a person should 1learn to speak a foreign language
not by memorization, translation or learning grammar
rules 1instead by the same mechanisms a child wuses

to learn his native language.

2.2.3.2. Characteristic Features of the Approach

The most distinctive and perhaps the most important
feature of the Direct Approach 1is the wuse of foreign

language 1in  the classroom forbidding all use of the
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learner's native language(cf. Strevens 1977: 6; Prator

et al. 1979: 3; and Diller 1978: 73).

Diller(1978: 77) stresses that. through adequate
organization and step by step progression it is possible
to exclude the student's mother tongue from the classroom.
He gives the first language learning as an example
and adds that to establish communication with someone
who does not know our language we must start with
small beginnings, such as naming first, as the infant

does, then pointing to things. According to Diller
this simple act of —communication resembles to the
delight of a <c¢child 1learning his first language. Td
person who learns his foreign language the same delight
comes when he realizes that he can communicate in

a language that he did not know an hour before.

Lessons in the Direct Approach start with dialogues
or anecdotes 1in modern conversational style, in this
way the students are immersed in a flow of examples
of the spoken language. The teacher while actively
demostrating the meaning of what is said may also
use pictures to make the meaning clear and to achieve
step by step progression. If the meaning 1s stiil
not <clear paraphrase technique may be wused but Ll

equivalence is never used. To 1illustrate the paraphrase

technique Diller(1978: 77) gives an example; to explain
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the word "ice" the teacher says: "in summer, the water
in a lake 1is 1liquid. In winter the water in a lake

is not liquid: it is solid. Solid water is ice".

The preferred type of exercise 1is a series
of questions in the target language based on the dialogue
or anecdote. The teacher "encourages the students to
speak by asking them questions. The students are required
to answer these questions in the target language(cf.
Freeman 1986: 22; Diller 1978: 77; and Hubbard et al.

1986: 34)(cf. Appendix D).

The Direct Approcach concerns primarily with’
the spoken language and pays little or no attention
to the grammatical rules. The simple idea behind the
approach is that languages are learnéd by hearing
them spoken and engaging in conversation, i.e. autcomatically.
Reading and writing can be developed later(cf. Hubbard

et al. 1986: 34; Robinett 1978: 162).

2.2.3.3. The Teaching of Grammar in the Direct Approach

In this approach to demostrate the knowle@ge
about the language is not required. Little or no attention
is paid to the teaching of grammar. Therefore, the
syllabus is based on situations not usually on linguistic

structures(cf. Robinett 1978: 162; and Freeman 1986: 25).
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Diller(1978: 78) notes that just like in other
parts of the lesson the knowledge of grammar is. also
built wup in a step by step progression. Even so, the
students are not told the rule until they see examples
of it 1in operation. This is what Prator(1979: 3) and
Freeman(1986: 23) call inductive teaching of grammar.
Prator(1979: 3) adds that rule generalization comes
only after experience. The aim in the Direct Approach
is to give students a rich sample of the forms of
the structural items to envelop them in a continuous

stream of the language(cf. Hubbard et al. 1986: 34).

2.2.4. Audio-Lingual Approach

2.2.4.1. History and Source

Around the middle of the twentieth century
the wunique advances of 1linguistic and psychology had
a profound and lasting effect on language teaching
Methodology. Structural lingu;stics had provided tools
for dissecting laﬁguage into its smallest parts and
for contrasting two languages ‘'scientifically', and
behavioral psychology had provided a model for teachigg
behavior by conditioning. These two theoretical assumptions
merged perfectly well to create a new approach firmly
grounded in theory: Audio-lingual Approach(cf. Brown

1980: 242).
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Audio-lingual Approach is also known as Oral-Aural
Approach and The mim-mem(mimicry-memorization). Dowen
et al. (1985: 35) claim that because oral—apral‘ waé
a label which had not been easily understood by the
hearers Nelson Brooks of VYale University coined  the

term Audio-lingual.

At the time when the Direct Approach continued
to be wused in GEurope, Audio-lingual Approach began
to progress slowly in the USA, but after the USA was
involved in World War 1II, Audio-lingualism found a
suitable climate for 1its development since to provide
language expertise for this 'globe-spanning' operatioﬁ
was necessary and it was concluded that the speaking
abiiity was the most needed. Thus, Leonard Bloomfield
less than a vyear after America's entry into the war,
published a guide on learning languages(cf. Dowen

et al. 1985: 32).

When the foundations of the Audio-lingual Approach
were being laid the influences of behavioristic psychology

and structural linguistics were at their peak.

Psychological theories of learning most closéiy
related with Audio-lingual Approach can be traced
back to antiquity. Early philosophers from time to
time mentioned the possibility of humans' learning

to be similar to that of animals'. However, this was
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not taken seriously until the middle of the nineteenth
century. The event that influenced the acceptance
of these ideas was the publication of Darwin's "Origine
of Species”. In the book he said, '"there may be a
continuity between the human mind and the animal mind"
(cf. Munn et al. 1969: 640). In this way an interest
in animal psychology grew. However, scientists had
to limit their descriptions to overt actions of animal,
to behavior, as the observation of mental process
was impossible. The school of psychology that developed
from these experimental studies with animal behavior
was called 'Behaviorism'. Soon behaviorists concluded
that all learning consisted of some form of conditioning.
In other words, the organism was conditioned to respond
to a selected stimulus. Since all learning was similar
to animal learning it was possible to conclude that

humans learned by conditioning(cf. Chastain 1976: 104).

According to structural linguists language
was overlearned to the point at which the speakers
are able to focus their attention on what 1is being

said rather than how.

In his "Outline Guide for the Practical Study

of Foreign Languages'"Bloomfield States:

"The command of a language 1is not a matter

of knowledge: the speakers are quite wunable
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to describe the habits which make up their
language. The command of language is a matter
of practice" and '"language learning is overlearning:

anything else is of no use."

(1942: 12)

2.2.4.2. Characteristic Features of the Approach

Neither, the behavioristic psychologists nor
the structural 1linguists were language teachers but
their ideas influenced the direction that foreign

language teaching has taken.

By accepting the essential ideas of behaviorism
learning has been wviewed as a mechanical process.
It favours an implicit learning strategy rather than
an explicit and the emphasis is on active and simple
practice. In this approach it is believed that languaée
learning is to be less of a mental burden and should
be a matter of effortless and frequent repetition
and immitation. All these add up to make it a mechanistic
process. The approach being sd simple and direct brings
the language learning to ordinary people, it also

does not require a strong academic background(é?.

Stren 1983: 465).

In Audio-lingqual Approach the most noticable

feature of a class time is oral work and the emphasis
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is mainly on listening and speaking. Although‘ reading
and writing are not neglected they are emphasized

only minimally(cf. Prator 1979: 3; Stern 1983: 465;

Dowen et al. 1985: 31).

A typical classroom activity starts with the
repetition of dialogues. The students first repeat
chorally, then 1in small groups and finally individually.
By doing this they try to memorize. They respond to
drill exercises, answer questions and produce variations
on drills and dialogues(cf. Krashen 1982: 130; Dowen

et al. 1985: 34).

Chastain(1979: 121) claims that early Audio—lingual.
classes were good examples of teacher-centered classes.
The teacher served as the language model, later with
the new language technology of the language laboratory
the tape recorder began to replace the role of the
teacher. Stern(1985: 465) adds that although they
were not actual conversations tape recordings offered
practice in speaking by helping.the students in rehearsing

verbal exchanges of ordinary talk(cf. Appendix E).

The teacher, apart from serving as a moaél
when required gives the stimuli and the most important,
correct errors. To eliminate errors 1is essential in
an Audio-lingual <class since ~an incorrect response

is seen as the beginning of an incorrect habit. To
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avoid this possibility students are —carefully led

in minimal steps while drilling(cf. Diller 1978 : 49).

2.2.4.3. The Teaching of Grammar in Audio-lingual Approach

The goal in Audio-lingual Approach is to develop the
same types of abilities 1in foreign language learners
that native speakers have. This means that the learners
are expected to handle the 1language at an unconscious
levei. This approach aims at conditioning the students
to give correct, automatic and non-thoughtful responses
to language stimuli. In this way the students learn
to talk without paying attention to the way language
is put together just as in their native language(cf.

Diller 1978: 50).

Unlike the previous approaches which see tHe
language teaching as a compound system and thus which
consider the mother 1lanquage and the target language
associated with each other, Audio-lingual Approach
sees the language teaching as a coordinate system.
This means that Audio-lingual Approach puts the mother
language and the target langquage in their proper pla?es
considering them as systems to be referred to only
when needed. Although Chastain(1979: 111) notes that
the use of the mother tongue is banned in Audio-lingual

classes Stern(1983: 464) argues that the use of the
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native language 1is not severly forbidden as in the
Direct Approach and is used to provide instructions

and explanations for structures.

Yet, in the Audio-lingual Approach the grammar
of the language 1is not taught explicitly. To provide
inductive mastery in grammar is essential and therefore
the teachers are not allowed to tell the learners

"about" the language(cf. Strevens 1977: 5).

Widely used pattern drills are taught without
explanation, the pattern 1is practised first and then
a brief explanation is given if necessary, since according
to Audio-lingual proponents the knowledge of rule
only impedes progress. Cﬁastain(l979: 112) ©believes
that one cannot use the language and think about its

constructions at the same time.

Parallel to Chastain, Palmer(1921) notes that
language learning 1is a habit forming process thereforé
time spent on explanation of the rules is wasted, because
rules do not help to form ﬁew habits, nor to dévelop

automatism(cf. Bolinger 1978: 23).

In Audio-lingual classes while studying and
listening to dialogues the students are faced with
the task of acquiring new structures. The important

consideration of Audio-lingual Approach in doing so
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is that structures are better learned in context as

opposed to the study of isolated grammatical structures

(cf. Diller 1978: 49).

Once the students become familiar with the
structures used in the dialogues they begin to manipulate
the same semantic and structural elements in pattern
drills. The purpose of these drills is to enable the
students to learn the structures at such a degree
that they can give automatic, non-thoughful responses.
While the students perform these drills the; learn
the grammar points unconsciously. After the students
have met the structure in context as part of the dialogué
and drilled the same grammar points in pattern drills,
they move on some type of activity in which they can
practice the same forms. The purpose of these activities
is to transfer what they have already learned to new

contexts(cf. Diller 1978: 50).

As it can be concluded from the suggestions
of various linguists there is no explicit use of grammar
teaching in the Audio-lingual Approach. However, the
object is to make the students practice the correct
forms until there 1is an automatic connection betw;én

the stimulus and the response.

Audio-lingual Approach enjoyed a widespread

acceptance for a time in the wearly sixties, it was
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in its golden age, but by the end of the decade beginning
with Wilga River's classic criticism "The Psychologist
and Foreign language Teacher"(1964), linguists, psychologists
and language teachers hammared away at the shortcomings
of the approach and it was blamed for all that was
wrong with lanquage teaching. Its theoretical ©basis
was found weak according to Generative |inguistics
which showed that language —could not be dissected
into discrete wunits, that language was a hierarchical
structure in which all the bits and pieces do not
add up to a single whole(cf. Stern 1983: 466; Brown

1980: 242).

On the other hand, Cognitive Psychology had
begun to show that aspects of human behavior, especially
linguistic behavior could not be learned by rote repetition.
The language teachers were discovering that communicative
functions of language —could notHbe learned by this
approach, thus teachers began to 1look for alternative

approaches(cf. Brown 1980: 242).

In this way, the 1970's was bringing an age
of restlessness and dissatisfaction. In some circles
the importance of deductive and analytical approacgés
was stressed. Meanwhile, reminants of the Grammar-
Translation and Direct Approach were being wused 1in

various modifications. So, the third quarter of the



41

twentieth century was a period when language teaching

went from a well-accepted approach to times of uncertainty

and searching.

2.2.5. Communicative Approach

2.2.5.1. History and Source

As our wview of Jlanguage and language Jlearning
have changed, there appeafed a move away from structurally
based teaching to one based more closely om a functionally
based. There has alsoc been a move in psycholinguistics
from a behavioristic view to a cognitive/affective
one which emphasizes the involvement of the 1learner's
thinking process and feelings in learning. As a result,
it has been admitted that language is a natural process
rather than a habit formation and the goal of studying
a foreign language has been defined as enabling the
learner to achieve communication(cf. Hutchinson 1986: 1;

MeIntosh 1979: 19).

Since the goal of foreign language learning
has been determined to develop the ability of uQihg
real, appropriate language to communicate and interact
with others Communicative Approach began to be widely

used(cf. Finocchiaro et al. 1983).
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Communicative Approcach is a very broad term
covering all ways of teaching that emphasize the actual
communication of meaningful information, feelings
and 1ideas as opposed to the Structural Approach which
teaches the language forms for their own sake. Communicative
Approach suggests that the students' utterances should
have real communicative value rather than just the

practice of forms(cf. Newton 1987: 51).

2.2.5.2. Characteristic Features of the Approach

The most noticable feature in a Communicative
classroom 1is that it leads the teacher and the learner
to different roles from those found in more traditional
language classes. The teacher is a consultant and
manager in the classroom not the only person who 1is

responsible for the teaching.

Other features of the Communicative Approach
can be summarized as follows: the first and the most
important feature that characterizes the approach
is the view which reflects the importance of meaninfulness
in teaching. Beginning with the Communicative Appro?ch
it has been admitted that knowledge of structure and
lexis 1s not -enough to ensure the studenté with the
ability of communicating effectively when required

to do so. As meaning 1s paramount in this approach
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the goal of teachingb should be to use the language
for a purpose. Instead of manipulating structures
with no communicative purposes if the students can
use the language they are learning they will be better

motivated(cf. Swan 1982: 46).

In contrast with +the previous approaches used
in teaching languages Communicative Approach accepts
any device of language. According to the age, need,
and interest of the learners grammatical explanation,
translation, errors, even the use of the native lénguage
are allowed and accepted where feasible. Apart from
speaking and listening which are essential for communicafion
reading and writing are also attempted from the first
day if desired. Sequencing is determined by any consideration
of content, function or meaning which maintains interest.
As for accuracy, while fluency and acceptable language
is the primary goal, accuracy is judged in context.
This reveals that the structures are not neglected
in Communicative Approach, on the contrary, "it pays
systematic attention to functienmal as well as structural

aspects of language"(Littlewood 1986: 1).

However, in favour of providing fluency i%
communication accuracy may be played down, because
it is known that only a knowledge of grammar does
not constitute a language ability. Language is a process

like walking or riding a bicycle. One may know what
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is involved in riding a bicycle but can notnecessarily
do it in practice. Some of the previous approaches
like grammar-translation and audio-lingualism considered
the teaching of grammar and accuracy as a necessary
preliminary, but as mentioned earlier, although it
is an incompatible part of language, not sufficient

to provide the goal of teaching communication.

To sum up, such a set of contrasts illustrates
well some of the major differences between communicative
approach and earlier traditions in language teaching

(cf. Richards 1986).

2.2.5.3. The Teaching of Grammar in Communicative Approach

While a Cognitive Approach to learning implies a
need for rules, the Functional/Notional Approach left
the rules out of the 1language system. As Hutchinson
(1984: 13) mentions this contradiction seems to become
something of an embaressment with nobody knowing what

to do with grammar.

Language teaching materials that are referred
as communicative are often interpreted as signaling
the death of grammatical mastery as a primary goal

of language teaching(cf. Salimbene 1983: 2).
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Although some linguists believe that grammatical
accuracy 1s not required of EFL students in order
to communicate, and do not incorporate the teaching
of grammar into their syllabus Communicative Approach
never abandons the systematic development of structural
mastery in the presentation of materials. As Jones
(1984: 96) mentions, Communicative Language Learning
gives a major role to grammar teaching. He notes that
the grammar is the means through which 1linguistic
creativity is achieved. He also puts that an inadequate
knowledge of the grammar would lead to a serious limitation

in communication.

Therefore, while supporting the use of a communicative
approach to the teaching of 1language grammar should
not be thought as a taboo, on the contrary, the features
of communicative approach should also be applied to
the actual language system that makes the various
communicative activities possible, in other words,

to grammar(cf. Hutchinson 1984: 114).

Salimbene(1983: 2) notes that with a Communicative
Approach to the teaching of grammar forms are not
thought for their own sake but as means of carryiag
out communication. In Widdowson's terms(1979: 122)
language 'usage' and language 'Use' should be developed
together. To achieve this, Communicative Approach

brought activities, such as games, puzzles, songs
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and pair-work into the classroom, which aim at developing

language fluency and encourage language use(cf. Appendix F).

These types of grammar exercices engage the
student's mind and imagination and the student is
so absorbed in the meaningful activity that he learns
the grammar points naturally, almost without having

to think especially about it (cf. Comeau 1987: 57).

It is not difficult to transform a traditional
grammar exercise into a communicative one, therefore
the teachers should not worry about how to get communicative
exercises. for example, by asking the students to work
in pairs, to fill in the blanks, creating information
gaps or by asking them to practice a dialogue and
perform it for the class a traditional exercise can
easily be changed into a communicative one(cf. Byrne

1982: 37; Mosback 1984: 178; Comeau 1987: 58).



CHAPTER III

THE RESEARCH METHOD

3.1. Research Design

This research is designed as a longitudinal
and comparative study. In this study the first-year
students studying at the Faculty of Education, English
Language Teacher Training Department have been taught
in two different groups. The subject matter has been
the teaching of grammar points, especially the use
of the Past tense, through traditional exercise types
in one group, and through communicative exercise types
in the other. Apart from their regular grammar classes
the students received two extra hours of instruct;gn
per week during the second semester of the 1985-86
academic vyear. At the end of the semester the results
obtained from each group have been noted and analysed

in order to establish the performance and thus to

47
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tell which approach to the teaching of the Past Tense

form has been more effective.

In the study based on the written use of the
Past Tense form there have been two different parts
to be performed. The first part consisted of a composition
task and the second part consisted of a fill-in-the-blanks

task.

Both the composition and the fill-in-the-blanks
tasks have been designed to measure the achievement
of students in chosing the appropriate tense and using
it in a correct form. The tasks have alsoc been designed
to determine which approach to the teaching of tense
system(i.e. Past Tense) created better results: Traditional

Approach or Communicative Approach.

In this study, the Traditional Approach is
taken on a broader meaning. The grammar points taught
within this approach utilized the techniques used
by many other approaches Sucﬁ as Grammar-Translation,
Direct and Audio-lingual. Tﬁe techniques, in other
words, the exercises used in Traditional Approach

(cf. Appendix A) can be listed as follows:

1. Repetition Exercises
2. Translation Exercises

3. Substitution Exercises
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4. Transformation Exercises
5. Formation Exercises
6. Completion Exercises

7. Multiple Choice Exercises

1. Repetition Exercises: The teacher utters
the stimulus item and asks the students to repeat
as it 1s pronounced. There 1is no creative activity

involved in this type of exercise on the part of the

learner.
2. Translation Exercises: The learners are
required to translate the sentences into L from L

1 2

or vice versa.

3. Substitution Exercises: According to the
point beiling practiced, one item to go into one of
the slots in the new pattern being practiced is providéd
by the teacher, and the students are asked to put

it in its correct place, and repeat the whole utterance.

4. Transformation Exercises: In this type of
exercise a model sentence is given as a stimulus item,

and the students are asked to change it into the desirted

pattern.
singular —_ plural
active _————____ passive
present ______ past

direct ___ indirect etc.
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5. Formation Exercises: In this type of exercise
certain constituents of a sentence are given, and

the students are required to form a sentence in the

desired pattern.

6. Completion Exercises: The students are supposed
to complete an unfinished sentence, or fill in the

parts which have been omitted from the sentence.

7. Multiple Choice Exercises: In this type
of exercises the students are required to choose one

of a number of alternative answers.

On the other hand, some of the exercise types
used by the proponents of Communicative Approach

(cf. Appendix B) are as follows:

1. Songs
2. Poems
3. Riddles

4. Puzzles

5. Picture Strip Stories’
6. Role-Plays

7. Jazz Chants

8. Pair-works

9. Stories etc.

1. Song: A brief musical composition can also

be wused effectively for teaching purposes. Because
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songs are rhytmical they remain in the pool of memory

long ofter communicative competence has drained away.

2. Poems: Poems <can also be used in teaching
language. These are composed in verse, marked by language
especially chosen for its sound, beauty and evocative
power. Patterns of sound and stress are repeated in

reqular sequences, and this facilitates their acquisition.

5. Riddle: A riddle 1s a puzzling question
or situation requiring thought to be solved. Riddles

engage students thinking and the way it is told facilitates

learning.

4. Cross-word puzzle: A puzzle in which a pattern
of numbered squares is to be filled with words 1in
answer to correspondingly numbered clues. These are
also effective in practising wvocabulary and Simﬁie

patterns.

5. Picture Strip Story: The students are given
a series of pictures and asked to write a story related

with the pictures.

6. Role-Play: Two or more students come before

the class to act out a conversation.

7. Jazz Chants: This is a term coined by Carolyn
Graham to refer to the choral speaking of highly memorable,

impressionistic, freewheeling verse.
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8. Pair-work: Independent work by pairs of

students working simultaneously on a task or practice

activity.

9. Stories: The teacher begins a story which
the class finishes. FEach student in turn adds a line

to the plot.

The first 1list given above includes the type
of exercises wused with the Traditional group and the
second 1list includes exercise types used with the

Communicative group.

However, it is possible to add many more to
the 1lists. The teacher may modify and wuse them in
appropriate ways according to the class size, need,

and interest.

Here, 1t should also be noted that one type
of exercise can be used in different approaches, 1i.e.
it is not difficult to transform a traditional exercise

into a communicative one or vice versa.

As ‘'grammar' is one of the most boring and
dull subjects to be taught and learned, teachers should

do the best of a bad job.
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3.2. Collection of Data and Description.of Tests Employed

The data regarding the achivement of students
in using the Past Tense in English have been collected

by a Pre-test and a Post-test(cf. Appendix G and H).

3.2.1. The Pre-test and The Post-test

All the subjects to take part in this study
were given the Pre-test on the same day at the beginning
of the term in order to measure their level of proficiency

before applying the designed classroom activities.

The Post-test was designed parallel to the
Pre-~-test and it was given to the subjects in order
to measure how much competence was gained in the use
of Past Tense, and to determine which approach Hés

been more effective.

Both the Pre-test and the Post-test consisted
of two parts: A Fill-in-the-blanks test and a Composition

test. Duration was 90 minutes for the whole test.

3.2.1.1. Fill~-in-the-blank Test

Fill-in-the-blanks test has been formed of

a short reading passage but not of isolated sentences
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so as to make it communicative -blanks 1left out in

a reading passage require communicative ability to

be completed.

In this part of the Pre-test and the Post-test
the students were asked to replace a verb in a suitable
form in the twenty blanks left. The test as a whole
showed the characteristics of a cloze test where instead
of every nth word verbs were omitted. The fill-in-the-
blanks test was more controlled compared to the composition
test, since the subjects had to find the verbs which

were also suitable in meaning to the context.

3.2.1.2. Composition Test

In the Composition test the students‘were presented
with picture clues which would 1lead them remember
an event they experienced. Since it was difficult
to limit the number of verbs to be used in a composition,
the test was limited approximately to 250 words. Because
the subjects were free in choosing the topic to write,
and the verbs to wuse, this part of the test was less

controlled compared to the Fill-in-the-blanks test.

3.3. Selection of Subjects

The subjects chosen for the purpose of this

study are forty Turkish speaking students who are
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studying English as a foreign language. The subjects
were randomly chosen among the first-year students
studying at Anadolu University, Faculty of Education,

English Teacher Training Department.

After the Pre-test was administered to the
subjects the results showed that they were at the
same level of proficiency, so it was possible to organize

them randomly into two groups of twenty students.

The first group formed the Contrel Group and

the second formed the experimental Group.

The subjects in the Control group were taught through
traditional exercises(cf. Appendix A) and the subjects in
the Experimental group were taught through Communicative

exercises(cf. Appendix B), by the same instructor.

3.4. Data Analysis

As mentioned in the previous section(cf. section
3.2.), the Pre-test and the Post-test were formed of two

parts: fill-in-the-blanks and the composition.

Fill-in-the-blanks part included twenty blanks,
the correct answers were counted and the test was

scored out of a hundred.

As for the composition part, the number of
verbs used by each student was counted and the number

of correct ones was turned into a percentage correct.
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In both the Pre-test and the Post-test the
composition and the fill-in-the-blanks tests have
been graded separately, but later, the scores of individual
test types were added and a single(cumulative) number
was used for the t-tests <conducted. Therefore, for
each group a single t-test score was obtained-one

for the Pre-test and one for the Post-test.

The first phase was to test the students level
of proficiency. 1In order to see whether there  was
a significant difference between the control group
and the experimental group "two-sample t-test for
the difference of means" was run with the results
of pre-test between the Control group and the Experimental
group in view of the fact that we have fewer than

30 data points available, namely 20.

Second, in order to measure the achievement
in the Control group, those who were taught through
traditional exercises, the results of the Pre-test
and the Post-test were compared and in view of the
fact that we have fewer than 30 data points, namely

20, we had to run "paired-sample t-test".

At the third phase, the achievement in the
Experimental group was tested. In order to compare the
results of the Pre-test and the Post-test "paired-sample
t—test“ in view of the fact that we have fewer than

30 data points available, was conducted.
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At the fourth phase, 1in order to compare' and
analyse the results of the Post-test between the Control
group and the Experimental group and to see the achievement
"two-sample t-test for the difference of means" was
run, in view of the fact that we have fewer than 30

students.



CHAPTER IV

ANALYSIS OF RESULTS

4.1. Results of T-tests

As mentioned earlier in the Data Analysis (cf.
section 3.4.) the difference between the Pre-tests
in the Control group and the experimental group was
determined by the '"two-sample test for the difference

of means" and the calculations are shown in Table 1.

Table 1

The Results of T-test Showing the Difference between
the Control group (traditional) and the Experimental

group (communicative) in the Pre-test

values
types Mean Standard Number t- values
of of
treatment deviation Subjects tt tcalculated
Traditional |70,25 16,26 20
2,093 0,07
Communicative |69,80 18,69 20

= 0.05
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As Table 1 illustrates t-value 1is t=0,07<tt:2,093
at the 0,05 significance level and this shows a non-
significant difference between the Control group and
the Experimental group in the test given before the
approaches were applied. This reveals that the subjects

in two groups had the same level of proficiency.

Second, to determine the effectiveness of a
certain approach within a group the results of the
Pre~-test and Post-test were compared and the t-value

was calculated. The results were indicated in Table 2.

Table 2

The Results of T-test between the Pre-test and
the Post-test in the Control Group

(Traditional Group)

Mean standard Variance Number of t- values
deviation subjects tt tcalculated
-5,95 4,06 20 + 2,093 -1,46
«= 0.05

Table 2 shows that t=-1,46>t;=-2,093 at ﬁhe
0.05 significance level two-tailed ‘hypothesis
test revealed that there is a non-significant difference
between the results of the Pre-test and the Post-tests

in the Control group after the approach was applied.
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This reveals that Traditional type of exercises used
in teaching grammar points are not very effective

in preparing the students to use their grammar knowledge

for communication.

The third task was to determine how much ‘the
students achieved in the Experimental group after
the communicative exercises were wused. In order to
answer this question the results of the Pre-test and
the Post-test obtained from the subjects of Experimental
group were compared and the t-value was calculated.

The results were shown in Table 3.

Table 3

The results of the t-test between the Pre-test and

the Post-test in the Experimental Group

Mean standard Variance Number of t- values
deviation sub jects t t
t calculated
~-16,65 2,65 20 * 2,093 -6,35
= 0.05

Table 3 shows that t=-6,35<t,=-2,093 at the

t
0.05 level of significance two-tailed hypothesis test
revealed a significant difference between the results
of the Pre-test and the Post-test. It rcan be said

that communicative exercises used in teaching grammar

help the students to develop their grammar in use.
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Finally, the results of the Post-tests obtained
from the Control group, those who were taught through
traditional type of exercises, and the Experimental
group those who were taught through —communicative
exercise types, were compared and the wvalues were

noted in Table 4.

Table 4

The Results of the T-test Showing the Difference betuween
the Control group (Traditional) and the Experimental

group (communicative) in the Post-Test

values
types of Mean Standard Number of t- values
. . : .*.
treatment Deviation Subjects tt calculated
Traditional 74,45 15,01 20
-1,729 -2,72

Communicative 86,45 12,03 20 -

ol = 0.05

Table &4 reveals that ‘t=—2,72<tt:—l,729 at the
0.05 level of significance, one-tailed hypothesis
test showed a significant dif%erence between the results
of Post-Tests obtained from the control group ggd
the experimental group. In other words, t-values indicated
that communicative exercises used in the teaching
of grammar are more effective than traditional type
exercises in preparing the students to develop their

grammar 1in use.
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4.2. Classification of Errors

Errors comitted by the subjects in the Control
group and the Experimental group are arranged on the
basis of error types that fall together structurally.
Below is a list of errors taken from the Free—composition

part of the Post-Test.

4.2.1. Error types

Error type I: Misuse of tense (The use of the Present

Tense for the Past Tense)

Control Group

I bite and runaway........ I bit and ranaway

I really feel upset....... I really felt upset
1 cannot go there......... I could not go there
He takes a taxi........... He took a taxi

Experimental Group

He buys everything........ He bought everything
I shout .. ... ... I shouted........... >
His nose is bleeding...... His nose was bleeding

We leave the house........ We left the house
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Error type II Misformation of the Simple Past Tense

(negative transfer from another tense category)

Control Group

I gone to the doctor...... I went to the doctor
The girl fallen down...... The girl fell down
He taken the bus.......... He took the bus

Experimental Group

It been a lesson for me... It was a lesson

She begun to cry.......... She began to cry
We gone together.......... We went together

Error type III: Misformation of verbal word following

modals
Control Group
He would given me......... He would give me
I cannot forgot........,.. I could not forget

Their darling may died.... Their darling might die

They must went to war..... They must have gone to war .

Experimental Group

I can went......ccoieiii..n I could go
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I would never forgot...... I would never forget

The man had to joined..... The man had to join

Error type IV: Overuse in the Past Tense (Double use in

the Past Tense)

Group A: The use of the auxilary "do" in the Past tense +

main verb in the Past Tense

Control‘Group

He did not wanted......... He did not want
Did they saw her?......... Did they see her?
I hope, you didn't came... ... you did not come

Experimental Group

=

hy did they sent the card? Why did they send.....
id

o

you told the truth.... Did you tell..........

|

Group B: The use of the verb "to be" in the Past Tense +

main verb in the Past Tense

Control Group

He was loved her .......... He loved her

Mr. Jones was went........ Mr. Jones went

The nurse was helped me... The nurse helped me
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Experimental Group

The boy was wanted her.... The boy wanted her

We were thought the same

thing....... .. v We thought the same thing
I was had an old car...... I had an old car

Error type V: Overgeneralization resulting from the

inability between the reqular and irregular

verb forms.

Control Group
At the end they leaved

each other............... At the end they left each other

She falled down.......... She fell down

Experimental Group

This camed at 7........... This came .......o0o...
He lended her some money.. He lent her...........
This maked me sick........ This made me sick

4.2.2. Frequency-of Errors o

As it can be deduced from the samples, both
the subjects in the Control group and the Experimental

group performed the same type of -errors, and they
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still made errors. Whatever the approach was it was
not possible to eliminate errors completely. The errors
made by subjects in both groups were calculated and

percentaged, and the results were shown in Table 5.

Table 5

Percentage of Errors

Control Group Experimental Group
Pre-test Post-test Pre-test Post-test
12,6% _ 10% 13% %

The table above indicates that in the control
group the =error rate decreases to 10%: which means
a reduction of less than 2%. This descrease between
the Pre-test and the Post-test shows that the approach
was less effective in teaching the past tense system.
However, the percentage of errors made by the Experimental
group decreases to 5% from 13%. This indicates a decrease
of % which shows that a communicative approach to
the teaching of grammar, to the past tense system
in this study, is more effective in teaching the grammar

g

in use.

Although the subjects in the Cortrol = Group
and the Experimental Group made the same type of errors

the frequency of  errors 1is 1less in the group which
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was taught through communicative exercise types

(Experimental group).

4.3. Discussion

The results of " the data ~collected from the
first-year students attending the English Language
Teacher Training Department showed that the students
who are taught through communicative exercise types

use grammar rtules more effectively in communicative

situations.

In the beginning of this study it was assumed
that the students who were taught through communicative
exercises would do better in grammar when they achieve
their communicative purposes. In fact when the results
of the Post-test between the Control group (taught
through traditional exercises) and the Experimental
group (taught thrbugh communicative exercises) were
compared, t-value indicated a significant difference

between the two groups.

Similarly, when the Pre-tests and the Post—teg?s
results were compared the t-value showed a non-signifibant
difference for the Control group while it indicated
a significant difference for the Experimental group.

This also reveals that the traditionmal approach wused
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in teaching grammar is not effective whereas the communi-
cative approach is much more effective in enabling
the students using grammar rules accurately and

appropriately for communication.

4.4. Suggestions towards the Improvement of Grammar Teaching

Communicative language teaching is today something
which cannot be ignored or restricted to certain levels
of instruction only. It entails groupwork and pairwork,
individualized, learner-centered activities and active
participation of the. students. Communicative language.
teaching takes the best from past tradition and experience,
and eclectically combines it with the most recent

pieces of linguistic research.

It seems a pity that when passing from common
core English to grammar teaching students' motivation
suddenly drop simply because modes of instruction,
activities, expectations and achievements are not

satisfactory(cf. Pantaleoni 1986:126).

As Hutchinson(1986: 1) mentions, it is surely
time to take a new look at grammar work and to reassess
its role 1in the process of language learning. The
necessity of making such a <change 1in the teaching

of grammar arises from the fact that the students



69

need to convert their passive skills into active ones
so that they «can confidently and accurately speak

and write English.

Grammar does not have to be a boring block
of language data, it can become an active source of
fun with the language. By getting the students to
think about and play with grammar, the work becomes
more fun, and students will lose some of their fear.
All these <can be achieved by the applicatiqn of a

Communicative Approach in teaching grammar(cf. Hutchinson

1986: 1).

However, a communicative approach to grammar
does not imply a need for a whole new range of activities
and techniques. It 1is a2 matter of applying techniques
widely wused to the purpose of learning grammar. There
are ways to presenting grammar within a communicative
framewnrk and moreover, it is not difficult to transform

a traditional exercise into a communicative one.

The 1ineffectiveness of'the traditional exercises
used 1n grammar classes may be that they only teach
how the language system works. The students, as wa
result, cannct communicate even simple 1ideas. It is
the teacher's job to take what the students know and
help them to expand, in other words, the responsibility

usually 1lies with the teacher to find the information,
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process 1t, then pass it on to the student in such
a way as to make the concept as clearly and immediately

comprehensible(cf. White 1985: 18).

The types of exercises used in the communicative
approach can fullfil this purpose by making the students
use their existing knowledge to find meaningful patterns
and rtelationships in the new data. They also help
the students to acquire the confidence and strategies

of the good language learner.

To conclude, it 1is suggested that the features
of Communicative Approach can and should be applied
to grammar work to make it a creative, problem-solving
activity in 1its own Tight and to develop not just
the students' knowledge of the language but also their

competence as learners.



APPENDIX A -

Transformation Exercises

as

10.

11.

12,

13.

14.

15.

from Living English Structure by W.S. Allen(1974: 89)

Past Tense

A.Read the following: (a) as a question;

a negative question:

Jack went to a shop.

He bought some eggs.

He paid for them.

He put them into a bag.

He lost the bag.

He left it in a tram.

Somebody found it.

Jack's mother sent him to bed.
Mr A rang the bell.

A young woman opened the door.
She took his hat and stick.

He sat down and waited.

He looked at the pictures on the wall.
He tried to read a newspaper.

The young woman came back.

SAMPLES OF TRADITIONAL GRAMMAR EXERCISES
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(b)
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10.
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Supply the Simple Past Form to show (a) cause and

(b) the immediate effect of the cause in the past time.

The work (be) very difficult so we (get) tired.

The film (interest) me so much that I (see) it

a second time.

The exercise (do) him so much good that he (feel)

much better in a week.

The naughty children (eat) green apples and (become)

ill at once.

The light (go) out so we (cannot) do our homework.

last night.

She (not know) the answer so she (look) it up at

the back of the book.

She (see) a mouse under the bed and (scream) for

help.

The old king (die) and the prince (take) his place

on the throne.
The ball (strike) the window and (break) it.

They always (bring) flowers which (please) mother

very much.

from English in Use by G.M. Spankie (1975: 272)
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C. Mastering verbs

DIRECTIONS Rewrite in the present tense, or time,
the following retelling of an experience described
in Studs Terkel's Working -that is, write it as though
the event described were happening now. The words

that you change will be verbs.

Past tense or time

I delivered newspapers. I had a hard time
collecting from many of my customers. Some of them:
pretended not to be at home. They told their children
to say that they were out. There was only one way
to handle customers 1like them. I had to go back 1late
at night or early in the morning. That made the customers
mad, of course, but I did not care so long as I got

paid.

from Harbrace College Work Book: Writing for the World

of Work by S.Y. Graham (1979: 5)
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2. Completion Exercise

Complete the following sentences by adding a phrase

in the Simple Past.

EXAMPLE :

In 1492...Columbus discovered America.

1. A hundred years ago....

2. In 1815....

3. 0On our wedding day....

4. In his youth....

5. .... when I was a little girl (boy).
6. .... the day before yesterday.

7. .... 1in the Middle Ages.

8. In the reign of King Charles I....

9. Only last week....
10. .... a few days ago.
11. .... before you were born.
“12. .... just after you were born.

13. In the Stone Age....

l4. Before the Flood....
15. .... between 1920 and 1930.

16. .... in the days of Alexander the Great.
17. .... during the Golden Age of Greece.
18. After the First World War....

19. .... half an hour ago.

20. When Grandpapa met Grandmama....

from English in Use by G.M. Spankie (1975: 273)
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Substitution Exercise

To

practise the negative form, wuse the word(s)

brackets to form a negative statement.

10.

from English Structure Practice by G. Drummond (1972:

Bill and Bob took some cake. (bread)

They didn't take any bread.

George went into the bedroom. (lounge)

He didn't go into the lounge.

Peter saw Jim outside the cinema. (chemist's)

He didn't see him outside the chemist's.

I sat on the chair. (sofa)

Peter found his wallet. (money)

Jill broke her watch. (necklace)

Jim wanted to see the zoo. (park)
Fhilip chose a Ferrari. (Cadillac)
Peter repeated the word. (sentence)
Mr. Smith loved his secretary. (wife)
Alice sent Paul a postcard. (letter)
Jack visited Betty last nightJ (Mary)

I advised Bob to buy a car. (scooter)

75

in

38)
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4. Translation Exercise

Agagirdaki cimleleri Tirkgeye geviriniz:

1. The fishermen sold very big fish in Halikarnas.
2. They bought a garden full of banana trees.

3. We sent a basket full of oranges.

4. You sent us a box full of butter.

5. I taught you English in two months.

6. Your mother got on the tram at Sisli and saw me.
7. You learned English at your home.

8. You read this book yesterday and went to the cinema with

your mother.
9. He gave a nice knife to his friend at the bank.

10. The director of the bank came to Istanbul yesterday.
Asagidaki ciimleleri Ingilizceye geviriniz:

1. Siz diin bizim eve geldiniz.
2. Ben Istanbul'a bir sepet dolu muz yolladim.
. 3. Biz gegen hafta taze balik yedik.
‘&. Bizim balikci iri bir balik sattzi.
5. Senin annen cgarsidan taze tereyagi satin ald:i.
6. Ben Haydarpaga'da trene bindim.
7. Sen Taksim'de tramvaya bindin.
8. Ayge Sisli'de otomobile bindi ve Tdnel'de indi.
9. Din gece babasi Adana'dan geldi.
10. Ogretmenin bana gégen ay bir mektup yazdi.

11. Onlar din sabah kahvaltida sicak gay igtiler.

from Grapho-English Haftalik Egitim Dergisi 119:4
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Make sentences using the correct tense.
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1. in/London/1/from/back/yesterday/my/get/visit/pleasant/

Paris/to
2. be/home/eleven/they/at/last/o'clock/night

3. you/?/where/your/last/summer/holiday/spend

from handouts (Fulbright Summer School for
Teachers, 1986)

6. Either-or questions

1. Did you lock the door or the window?
2. Did he count the chairs or the tables?
3. Did they pick up the food or the wine?
4. Did she ask for tea or coffee?

5. Did he expecCt Mary or Betty?

from handouts (Fulbright Summer School for
Teachers 1986)

7. Yes-no questions

Answer the questions with "Yes" or "No"

1. Did you close the window?

2. Did you happen to see the accident?

3. Did they arrive, on time?
4. Did he go with John?

5. Did you walk to school?

from handouts (Fulbright Summer School for
Teachers 1986)

English

English

English
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8. Multiple Choice Exercises

1. What languages last year?
a) you study b) you studied
c) did you study d) did you studied
2. Whom on the way to school yesterday?
a) you seen b) did you see
c) you saw d) did you saw
3. He the flowers for his wife.
a) bringed b) brought
c) did bring d) did he bring

from Nelson English Language Tests Book 1. Elementary

by W.S. Fowler and N. Coe 1976.

9. Sentence construction

Make 10 sentences utilizing the following table.

I went to sleep after the program.
He started to read after they had gone.
She had dinner after the guests.

We switched on the lights before going out.

They opened the windows after 10 o'clock.

based on An English Course for Turks Intermediate 1

Milli E§itim Bakanliga (1981: 67)
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APPENDIX B - SAMPLES OF COMMUNICATIVE EXERCISES

1. Strip Story:

"The Young Lady and The Wolf"

One afternocon a wolf waited in a dark forest for a

young lady to come along carrying a basket of food

to her grandmother.

Eventually a vyoung 1lady did come along and she was

carrying a basket of food.

The wolf asked her whether she was carrying the basket

to her grandmother.

The young lady said yes, she was.

The wolf then asked her where her grandmother lived.

The young lady told him, and he disappeared into the woods.

When the young lady opened the door of her grandmother's
_house she saw that there was somebody in bed wearing

a nightcap.

She was no nearer than twenty-five feet from the bed

when she saw that it was not her grandmother but the wolf.

Even in a nightcap a wolf doesn't look any more like
a grandmother than the Metro-Goldwyn lion 1looks 1like

the President.

So the young lady took a machine gun out of her basket

and shot the wolf dead.

from Guideposts in TEFL (1986: 48-50)
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The students are ésked to work in pairs.
Each pair of students is given a set of pictures.

Students listen to the story from the tape

put the pictures in order.

They are asked to write the same story in

own words.

and

their
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2. Story Telling

TR FAMLY GREUS st

Copyright 1984 The Reguter 00d Trbune Syndicote, Inc.

1. The students are asked to work in groups.

2. FEach group 1is required to write a story related

to one of the pictures given.

3. One of the group members is asked to tell the story

written.

4. Later, groups may exchange their papers and do
the necessary correction. (This is -also a good

example for peer correction.)

from Fulbright Summer School handouts based on Foﬁum

(Jumary 1985: 49)
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merchant,

bridge; surprised;

approach,

son, donkey,

slide(off);

lead,

from Composition

Through Pictures

sign, market, fist,

angrily,

pitifully,

by J.B. Heaton

(1966: 39)

bamboo, pole,

scratch, shake, pick up, tie,

sympathetically.
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1. The students work in pairs.

2. Each pair of students is given a set of pictures.

3. The pictures are in the correct order.

4. The students are also given a set ‘of vocabulary
they may need to use.

5. They are asked to tell a story related to the
pictures.

3. Jigsaw Reading Story

1. Paragraph

a. But Florence parties boring; she
to be a nurse.

b. Then she in charge of a nursing-home for
women in London.

c. Florence Nightingale from a rich family
and very pretty.

d. Finally, in 1850, when she 30, her parents

her decision.

e. In her family, young girls usually their time
going to parties until they rich young men.

f. Soon she to go to the Crimean to take
charge of the wounded soldiers.

g. So she to study in a hospital in Germany.



2.

(a)

(b)

(c)

(d)

(e)

(f)

(g)

(h)

(i)
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Paragraph
Forty percent of the patients
By 1900 unsafe hospitals and ignorant nurses
things of the past.
The death rate to two percent.
The conditions in the Crimean hospital
terrible.
Workmen put in a proper drainage system and
pure drinking water.
Certain beds fatal; soldiers
in them after two days.
She an important force in the movement
to reform hospitals and nursing in England.
On her return to England people Nightingale
as a heroine.
Nightingale that this because
of bad drains, and insisted that the government
do something about 1it.
The students are required to fill in the missing
parts which are all verbs.
They are also asked to put the sentences in the

correct order to form two paragraphs of a story.

from Fulbright Seminary, 1986.
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4. Making short diocloques from short stories (Pair-work

and role-play)

1. The students are arranged in pairs and are given

a card including a short passage.

Sample Card:

Charles went to "Ley" store vyesterday. He bought
some items for his house. He went with Mary. She asked
him what kind of items he needed. Charles told her
that he needed some shoes, a couple of books, and:

some food for his family.

2. The students are asked to write dialogues.

A dialogue worked up from the above reading might

look:

- Where did Charles go yesterday?
- He went to 'Ley' store.

- With whom did he go?

- He went with Mary

- What kind of items did he buy?

- He bought .........

3. The students are, then, asked to act the dialogue

for their friends.

from Forum (July 1987: 34) by E. Mora
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Chained Nonsensical Stories

The students are asked to form groups of 6.
Each student is given an empty sheet of paper.

The teacher asks the questions one at - a time and

the students write the answer.

The questions +to be asked by the teacher are

as follows:

Who was she/he/it?

Where was she/he/it?

What was she/he/it doing?

What did she/he/it say?

What did she/he/it say to the people?

How did the story finish?

After the students answered the first question
they fold up their sheets and pass along to negt

student.

The teacher asks the second question.

They answer and change again.

They continue in this way until they finish.

Each student should answer the questions according
to the original idea s/he had when answering the

first question.
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Example:

{ A rich man :;;7
In the garden ‘\\\\
\/\ T \\\"
;{ij\?ii“irUShing his teeth

He said: what a lovely day! ™,
.

1'11l do the cooking myself
KHe went in when it began to rain.

A T o aag S

9. Finally, each student write a short story joining

the sentences into a paragrap.

The story might 1look:

A rich man was in the garden brushing his teeth.

He said: "What a 1lovely day!"™ And the he said "I'll

do the cooking myself", and the went in when it began

to rain.

from Forum (July 1986: 41)

by. C.M. Cuenca
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6. Jazz Chants

"Easy Solutions" (Teaching Imperatives)

Gee, I'm hungry! Have a sandwich
Gee, I'm angry! Calm down!

Gee, I'm sleepy! Take a nap!

Gee, it's chilly in here! Put on a sweater
Gee, it's hot in here Open a window

I'" ve got the hiccups Drink some water
My nose itches Scratch it

My feet hurt Sit down for a while
My shoes are tight Take them off

I have a tootache Go to the dentist
I have a headache Take some aspirin
I'm lonely €Call up a friend
I'm bored Go to a movie

1. The students are divided into two groups
2. One group reads the problems.
3. The other group tell the solution

4. They repeat until they learn them by heart.

/

from Forum‘(October 1986: 35)

by M. Stapinska and J. Sniechowska



7. Song

"Once Upon a Time"
Once upon a time there a girl.
Who in a land of dreams unreal

from reality
like a stranger
with her fantasies

within their world

Once upon a time her hopes

No one there _ her futile cries
in a house of stone

No one on her side

A family in name alone

No place to

Once upon a dream a man
and her everything she

and

But in the morning she'll _

the room around her.
It's just another lonely day
And bittermness __ her

Bitterness

(Summer/Moroder/Bellotte 1977 Rick's Music, Inc.

92
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1. The students 1listen to the song as many times as

needed.

2. They are told that the missing parts are all verbs.
3. They are required to fill in the blanks.

4. Later they sing the song.

8. Riddles and Jokes

A man boughf a parrot that could speak five languages.
He paid a thousand dollars for it. The pet-shop owner
said that he would deliver the bird that afternoon.
When the proud owner got home, he asked his wife 1if

the parrot had been delivered. She answered, yes it

has.

Where is 1it?

It's in the oven

In the oven? But he could speak
five languages!

Well, then why didn't he speak up?

Why was the elephant looking through the window?

Answer: Because he couldn't see through the wall.
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Two chums are talking:

Did you hear about the poor bloke who made himself

a new boomerang?

Answer: He went erazy ¢trying to throw the old one
away'!
1. Jokes and riddles are gathered and written on a

piece of paper. They are folded and put in a box.

2. Each student picks a joke or riddle.

3. He studies it for a few minutes and tell it to

others.

4. If there is anything the class does not understand

he explains.
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Crossword puzzle

9.
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13.
14, |
15.
. 16.
17,
18.
19,
20.
21.
22
23.
24.

25.
26.
27.
28.

29.
30.
31.
32.
33.
- 34
35.
36.
37.

m“ooENPUALN =

CLUES DOWN

. The computer has a mistake again. (4 letters)
| this coat a few days ago. It cost very little. (6)
Who the football match lasl Saturday? (3)

. At the moment I'm to do a crossword. (6)

. You shouldn't ____ across the road until the lights are green. (2)
When | was at school we ___Latin and Greek instead of English. (6)
1 usually _ up when the alarm clock rings, but this morning | didn't. (4)
| have two letters to England this week. (7)
He __ me his old camera for 20 pounds. (4)

. Where __ you live? (2) '

. The airplane traveling at 250 mph when a bird suddenly flew into one of the
jets. (3)

. Have you the new ABBA record? it's really great! (5)

Roger can't walk because he has his leg. (6)

a note for the milkman this morning because we needed two more pints. (5)
I've only fifty cents on me. (3)
he go swimming yesterday? (3)
He can't the blackboard without his glasses. (3)

| the house at 7:30 this morning. (4)
She English very well. (6)
He as fast as he could to catch the bus. (3)
Fred isn't at home; he's for a short walk. (4)
Ronald smoke? {4)
I've you a thousand times not to smoke in class. (4)
He ___sleeping at the moment. Perhaps you'd like to talk to the vice chairman
instead. (2) - . .
| him a razor blade for his birthday. (4)
I've been ' watches for years. It's the best job I've ever had. (6)
Ouch! That knife is really sharp! Look, I've my finger. (3)
Yesterday | 40 minutes for my friend to come and we both
(32 DOWN) the train. (6) (6)

How long have you been English? (8}

Have you the tatest 007 film? (4)

I haven't ~_in a hotel bed before. (5)

See 28 DOWN.

The cat was on the mat, but now it has gone somewhere else. (7}
I was on January 2, 1958, in Hertfordshire. {4)

I think; therefore | ____. (2)

He was on his coat to leave when | arrived. (7)

What did you ? 1 didn't hear you. (3)

CLUES ACROSS

. Last night the phone at 2 o'clock. {4 ietters)
. The strong wind his hat away. (4)
. Itslate. __ you think Godot will come? (2)

I've ____acold, so!can't takk clearly. (6)

t_____ __upinasmall town near London. (4)
if you don't __your job, (8 ACROSS) to find another. (4) (3)

[ it would rain, so | brought an umbrella. {4)

See 6 ACROSS.

. My name is Jocelyn but my friends me Joc. (4)

. Have you ever ___ about leaving your country? (7)

o my pen this morming, but I've _ {13 ACROSS) it again. (4) {5)
. I've been English for years and still enjoy the job. (8)

. See 11 ACROSS.

you telling me you've spent all your money already? (3)

. Did you my last letter? | sent it on the first of February. (3}

. Haven't you your homework yet? You are lazy! (4)

. He me again. Look at my a:m, it's all red. (3)

. My uncle often books by Agatha Christie. (5)-

. Mr. Carpenter has a very good voice. He very well. (5)
. Do you like English? (8)

. I've his name. i think it begins with a Z. {9)

. Something has been at the table leg. Do you think there could be

mice in the house? (8)

. What | don't like about our teacheristhathe ___ everything we say. (7}
. George ___too much chocolate; it's bad for his teeth. (4}

. He never tells the truth: he always _ -{4)

. We like doing homework. {4)

. | always 1o school on foot. (4)

. Mr. Johnson is busy at the moment; he's ____ an urgent report. (7)

. The dog is on the grass in the sun. {5)

M cornflakes for breakfast. (3}
. Inever - coffee before going 10 bed because it keeps me awake. (5)
. They first in 1958 and got married 9 months iater. (3)

. We are late. The film has already (M)
. Have you ever to Scotland? (4)

. tfeel sick. t must have 100 many chips. (5)
. Can you the guitar? (4)

. Thecat ______onthe mat. (3)

. When he was a child, Picasso only simple houses with little animals. (4)

From Forum (January 1986: 32-33) by A. Ryding
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10. Bingo-Verb Game

1. The students are given sets of cards with the

infinitive form of verbs.

tell feel lie
find come fall
CTy watch wash
lie shake say
hear own | heari
wake find ifindé

2. The teacher shows the past tense of the verbs on

a flash card.

went | looked found | lied

3. The first student to complete his card shouts "BINGO"
and gets a gold star or any other token that makes

him a winner.

from Forum (July 1987: 55)
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APPENDIX C- An Example for a Grammar-Translation Coursebook
Grapho-English by Limasollu Naci 1958
' {
- GRAPHO -ENGLISH
; G = ) !
, " ' |
| ' HAFTALIK EGITIM DERGISI i !
% Milessisi : Limasollu NACI 3
‘ Sene: 1 imtiyaz Sahibi ve Negriyat Md. Nuri YILDIRIM Sayi: 9
Ayhk Abone fiatt 10 firadir. Her hafta cargamba giinleri ¢ikar ‘
| Her hakki Mahfuzdur, Istiklal Caddesi 284, Beyoglu Hermon Bastmevi
% e DERS 25 - 26
; No. ism .  Soyad: Tarih  Miiddet Derse Ait Notlar
i Basket
, full
! knife
=+ thousand
. orange
‘ banana
' field
.l front
% each
'; tree
1 fishermen
; goat
i boat
leg
nose
: began’
Bu gunkil dersimizde mazi sigasini gdrecediz. Ben gittim, o geldi, biz '
yazdik, sen okudun, onlar gérdiller gibi climleleri kuracagiz. .
Bu climlelerde ig gegmis zamanda yapilmishir. Bu suretle biz de bitin
ingilizeedeki gegmis zamanh giirﬁlcler,in kuruluslarini 6grenmis olacagiz.
Ders dortte demistik ki: Ingilizcede biititn climlelerin temeli ‘muzari siga-
sidir. Iste simdi bu séziimiizde durarak mazi sigasim da muzari sigasimdan
cikaralim. Yanj ben okula gittim demck igin ik dnce onun muzari yani
geemis zaman seklini kuracagiz. Ben okula giderim diyecegiz. Bu ciimle-
deki fiilleri muzari geklinden mazi sckline gevirecegiz. Burzda su soru
zihninizi gelecek @ ingilizcede her fillin muzari yani gegmis normal zama- :
nindan raska bir de mazi sekli mi var? Evet. Her {iilin ingilizcede nUgu §
sekli vardir: Muzari zamam, mazi zamany nakli mazi zamam - HikaYe. '
: Mesels @ C l
" to go “went vent gone gan I
: Iste biz gatimizda maz; yaparken fiilerin bu ikinci  gdzdeki mazi seklini ’
! kullanacagiz. Kuraim simdi ¢atimizi. Once muzari olacak : ‘

I go to school Ben okula giderim. Burada yalniz fiil

i



" degisecek. Climlenin diger kelimeleri aynen Kalacak:

I -“go yerine . :

I - went to school. . Ben okula gittim. oldu.
You go to school. : Scn okula gidersin,
You went to school, Sen okula gittin,

He goes to school. O okula gider.

"He went to school. O okula g'}t.ﬁ.

She goes to school. O okula gider,

She went 1o school. O okula gitti.

Demek mazi geklinde {iglincd tek sahis yani «o» lar ve bunlarin yerine
geemis olduklar; tek {igiineli salus isimler de {illin sonuna 's’ almasi [alan
yok.

Ayse goes to school. Ayse okula gider.

Ayse went to sctiool. "Ayse okula gitti.

We go to school., "Biz okula gideriz.

We went to school. . Biz okula giltik.

They go to school. " Onlar okula giderler.
They went to’ 'sch'opl. Ohlui okula gittiler. olur.

Genel kaide olarak fiilin muzari sekillerinin sonuna cd ckinin gelme~
siyle mazi olurlar. "Mesela :

look ‘Tooked olur.

receive rteceived olur.’ Fakat ingilizeede muayyen fiiller vardir ki,
bunlar byle bir kaideye tabi olmadan'.dogrudan dogruya degisik sekilde
mazilenmislerdir.  Yani ‘bunlari bir kaide ile grenemeyip bir liste halinde
bunlar 6nceden ezb'érliyecegiz. Iste en mihimleri :

Biz buraya yalniz normal muzari gekli ile ikinei gdzdeki mazileri veri-
vor ve saf tarafina’ da okunuglarim1 yaziyoruz.

" Muzari * Okunus Mazi Okunug

"Come - . kam T 70 Came keym
Take teyk . took . tuk

" Give 0 giv gave geyiv
‘Send . send sent © sent
See . S st saw 0 :

C Write " rayt wrote rout
Get ‘ Cioget . igot " gat
Drink “'drink . drank * drenk
Eat . irt . ate ‘ eyt
Steep - . slitp . . “slept : slept
Buy . . bay bought - - bot
Sell . sel .. sold sold
Teach tize ’ taught . otot t
Fall fol . .. fell fel .
Read . . ri:d : " read . red
Cut . kat cut kat
Put . wtput - “put - . put

_—
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Simdi bunlan ciimlelerde kullanalim :

My father writes a letter to his Babam her hafta arkadasina mcktup

friend every week. Yyazar «muzalis

My father wrote a letter to his Babam gegen hafta arkadagina mek-

friend last week. typ yazth. «mazis

{ read exciting books every day. Ben her giin heyccanli kitaplar
okurum. :

1 read an exciting book yesterday. Ben- diin heyecanls bir:kitap okudum.

Boylece @ .

You came to our school on Sunday.  Sen pazar giinil bizim -okula geldin.
You took an apple from the table.  Sen masadan bir elma aldn.

His mother came from Ankara, Onun annesi Ankara’dan geldi.

Your director gave you money. Sizin direktdr sana para verdi,

Ayge sent a basket {full of bread. Avyse ekmek dolu bir sepet gonderdi.
We saw an ass in front of the deor. Biz kapimin &niinde bir egek gdrdik.
Ali got on the tram at Taksim. Ali Taksim'de tramvaya bindi.

In Dalga they got onc thousand Onlar Datga'da gegen sene her agagtan
oranges [rom cach, tree last year. bin portakal aldilar.

My son got up very carly this morning Oglum bu sabah ¢ok erken kalktr

Bundan evvelki Test: 12 deki mekiubun terciimesi :

Sevgili Babacijim.

Mcktubunuz ve fotograflar igin ¢ok tesekkir ederim. Simdi yeni isim
ve Halikarnas hakkinda sgylemek istiyorum. )

Size Halikarnas’tan yazmakla bahtiyerim. Hayatimi bitylik bir siinger
sirketinde daktilo olarak ¢alismakla kazaniyorum.

Maasim ayda iki yiiz liradir, Deniz kenarinda kiigiik bir ev kiraladim.
Evimin 6nlinde bir¢ok palmiye, portakal ve muz agaglani ve gigekler var.
Denize giden kiigiik bir patika var. Her sebah denizin fizerindeki ve hava-
daki martilara bakarim. Deniz mavi kuslar koyit mavi ve bazan mordur-
tar. GOk daima mavi ve glinesli, Bulutlay beyaz fakat fecirde kirmizi, tu-
runcu, sari, yesil, gri, mor, pembe; aksamleyin harikulade renklerde olu-
yorlar. Halikarnas'ta her giin bagka bir glines dogar. Hergiin yeni bir man-
zara goriuriz. IHer zaman gokte ve denizde yeni renkler vardar.

Baska birgiin bu manzarayr resmetimeye galisacagim.

Yeni bir araba alacak musiniz? Ouu kim kullanacak? Onunla nerelere
gideceksiniz? Buraya gelecek misiniz? Eger buraya gelmeyi arzu ediyor-
samz bana yazin litfen, Eger hana yazarsamz Milas'a gidip sizi bekliye-
cedim, En iyi dileklerimle

Kizimiz
Esin Deniz

e




THE ENGLISH ALPHABET

A B C D E F
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. A, - 1A
. Lesson One o O g

THE CLASS-ROOM (1)

=

A book.

A pencil.

This is a book. This is a pencil. _

What is this? It’'sa What is this? It's a
book. pencil.

A chair. . A desk.

“This is a chair. This is a desk.

What is this? It'sa What is this? It'’s a
chair. desk.
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Writing \
This is a book. That is not a pen.
This ts the class-room. Sit down.

‘\'\
N

A pen. A box.
This 1s a pen. This is a box. -_ ) L
What iS thJS? I[’S a \Vhat is th_lS? It_'s ) . That is a box. Isita bOOk? I\TO, 1t isn't. .
- pen box. : What is this? It's a-chair. It is not a dosk.
T Is that a pen? Yes, itis. It's a pen. ¢

This is not a pen. 'What is it? It’s a pencil.
What is that? It’s a desk. Itis not a chair.
Is this a book? Yes, itis. Itis not a box.

That is a chair.
That is a desk.

What is that? It’s a chatr.

What is that? It's a desk. .
Exercise

<
Is this a pen? Yes, it is.

Is this a box? Yes, it is. Supply the missing words:

1. This — a pencil.

Is that a pencil? Yes, it is. 2. What is — ?
Is that a book? Yes, i1t is. 3. Ii's — book.
This is not a book. 4. s . a.box?
That is not a pen. 5. —,itis.
. o 6. No, it —.
\ Is this a book? No,. 1t. isn't, 7. This is — a chain
7 Is that a pen? No, it isn’t. 8. —isit?
Is this a chair? Yes, itis. = 9. Stand —,
0. — down.

Is that a chair? No, it isn't. ‘ t
What is it? It's a desk. )

This is the class-room.
Stand up. Sit down.

-2
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That boy is eating an apple. The girl is drinking !
tea out of acup. Anapple is a fruit. An orange :
is a fruit, too. We can eat bread, meat and eggs.
We can drink water, milk and coffee. We cég’t
drink milk without a cup or a giass.

What is the boy doing?

What is the girl doing?

What is she drinking?

Isn’t she drinking milk? No, she isa't.
Is she drinking out of a glass?

28
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Lesson Eight § What is an apple?
B¢ pread & fruit?
EATING AND DRINKING

i

Wit cclour is an egg?

Can you drink coffee? Yes, I can.
Can vou touch the floor?

. Can vou touch the ceiling? N, I can't.
¢ Can a boyeatan orange?

Cazn we drink milk without a cup or a glass? No, we

can't.

Czn we write on the blackboard without a piece of
chalk? '

Can vou clean the blackboard without a duster?

Car vou drink tea without milk? Yes, I can.

Can wwe write ** note-book ** without a byphen? No,
we can’t.

Can vou drink out of a box?

! Can we drink coffee out of 2 cup?

\hat can we drink coffee out of?
Can ycu draw a map ofrTuxkey?
{s rmeat a fruit?
Is this a picce of bread or a piece of chalk?
Is tkis glass full of water?

Is the boy in the picture eating an apple or an orange?
Ts the girl in the picture drinking milk or tea?

What is she drinking out of?

Cac she drink coffec out of a cup?

What can you drink out of a glass?

Where is the water? It is in the glass.

Can you put water in a cup?

Can you read without a book? ’

Can’t you write in your note-book without a pen or a

« pencil? No, 1 can’t.
29
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Write the word ‘ meat ™. Are you writing with a
! pen? . .

i What are you wriung with?

What can you eat?

What ou drink? _
W}}Et 222 zgu drink out of? 1 can drink out of a cup

or a glass. .
Go to the blackboard and write the word * fruit
What are you Writing with?
Sit down, please. Are you sitting in your desk?

STy

::’;itt aarrix)imsistlttit;;gol?x? You. are sitting on your
chair.

Write the figures 4 and 5 on the blackboard.

What are you wr'{t'{ng OI']z?h’) |

Pyt oara - a Wil ?

Ez);nd' \;11 Jdori\:: {i'tiltr;fa pen on the blatkboard? No. 1

can't. :

Writing
;éBre,aC'L. An apphz. An crange.

 We can’t draw with pencils on the
blackboard.

Look at the picture in Lesson '8. You can po(;nt to1 asr;
apple, two cups, an orange, an cgg; and a2 g 3 <
with water in it. There are a piece o bread apl a
piece,of meat, too. The boy 15 eaung, the girl ts
drinking. Is the boy sitting on a chair?
30

What can you touch in this room? What can’t you

touch? What can you look out of? Can you take
. a match out of a box? What can we go out of?

‘Write a word with a hyphen. Now write a word with-

out a hyphen. How many letters are there in the
+ word ** orange ”’?

We can eat bread, meat, eggs, apples and oranges, and
we can drink water, milk, tea and coffce. We can
write with a pen, a pencil or a piece of chalk.
‘We can read newspapers and books. We can
write in our note-books and on the biackboard.
We can drink out of a glass or a cup. :

The boy is looking at his apple and eating it. Hez is
not looking at the «irl. She is looking at her cup
and drinking out of it. Is she drinking milk or
coffee or tea? What is pear the orange in the
picture?

The boys and girls are reading English books. These
books are full of pictures, and there is a map of
England on one page. How many words are
there on one page of ycur book?

~Exercises.

A Take a piece of paper and write a question on it. Ask
the pupil sitting next to you to write the answer under
the question.

= \Put questions to these answers, e.g.
An apple is a fruit. What is an apple?

1. That boy is eating an orange.
. She is drinking milk out of a glass.
8. No, we can't clean the board without a duster.

4. No, water is not a fruit.
' 31
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S. Yes, this glass is full of water.
6. 1 can cat bread, meat, anc €ggs.
7. He is writing with a pen.

8. They are drinking water.

9. 1t is fuil of coffee.

C. Put a or an in the following:

1. There is — city on the river,
2. — orangc is — fruit.
3. Can vou cat — €322’
4. There's — red apple on the table.
5. That is — fizure 4.
6. Put — orange near you and — apple near that boy.
D. Finish thest sentences: t
A We can't drink coffee without —. =
He can’t clean the board without —.
She can’t write her name without —.
Vou can't draw a box in your note-book with-
out — .
5 1 can't draw on the blackboard without —.

PSS S N

32

f

ERWEAI AL T AT o ST [P RE—

L OFRT

Lesson Nine
WHOSE IS IT?

A]'g;};e,ge is ’I% cap on the desk. Whose is it? It is
o 'is tmat bag. Is not Altan’s, it is Bedia’s.
honose is s pencil? It is Sevim’s, Liitfiye’s is
; n the desk. I can see a lot of things on the
eacher’s table. What can you see? I can see a

bottle of ink. a sh .
» a short piece of strj
some flowers, and a key. tring, a long ruler,

Point t ! i
A

Isn’t it Bedia’s? No, it isn’t. '

Whose is that bag, Liitfiye’s or Bedia’s? Itis Bedia's.,
Write your name on the blackboard.

Now write Sevim’s. What are you doing?

33

60T



APPENDIX

106

E - An Example for an Audio-Lingual Coursebook

English 900 Book 3 by English Language Service 1964

UNIT 5 TALKING ABOUT
NEIGHBORS
AND FRIENDS

Where did you grow up?

I grew up right here in this neighborhood.

My friend spent his childhood in California.

He lived in California until he was seventeen.

'There have been a lot of changes here in the last 20 years.
There used to be a grocery store on the corner.

All of those houses have been built in the last ten years.
They’re building a new house up the street from me.

If you buy that home, will you spend the rest of your life there?
Are youi neighbors very friendly?

We all know each other pretty well.

A young married couple moved in next door to us.

Who bought that new house down the street from you?
An elderly man rented the big white house.

What beautiful trees those are!
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UNIT FIVE

SUBSTITUTION DRILLS

Where did

Peter and John
they

I grew up | in this neighborhood
in this city

on a farm

in a little country town

ou grow up?

childhood
early childhood
early vears
childhood years

My friend spent his

He lived in | California |until he was
Texas
New York

Virginia

There have been a Jot of | changes

developments
improvements

There used o be a| grocers store
drugstore
department store

movie theater

All of those houses have been built in the last 10 years.

Some
A few
Many
Almost all

They're building a new | house

building
office building

apartment bouse

Where did vou grew up?

i California.

seventeen.

on the corner.

here in the lasi 20 vears.

up the street from me.

9.

10.

n

6.

UNIT FIVE 47

that home. will you spend the rest of your life

there?

If you | buy
purchase
rent
Are vour neighbors very | friendly
' kind
quict
noisy

We all know cach ot
Some of us
A few of us
Most of us

Three or four of us

her pretty well.

moved in
has move

A young married couple

is moving in
Is going to move in

next door to us.

din

Who bought that new house
up th

arour

t

rented
has renied

is renting

is going to rent

An elderly man

What beautiful | trees

flowers

homes

trees and flowers

down the strect

across the street

two blo

from vou?

¢ street

d the corner

~1e

CKS

he big white house.

those are!

We all | know each other pretty well

sec each other often

help each other all the ume

tatk to cach other every dav

We're neighbors.

L0T



48 UNIT FIVE

Talking About Neighbors and Friends

Last summer, my wife Jane and I went to visit the town where we both
grew up. We hadn't been there since we were married ten years ago.

Fiisl, we went to the neighborhood where my wife spent her child-
hood. It hadn’t changed very much. The house where she was born
was still there, but it was now a different color. The same neighbors still
fived next door. They were very glad to see Jane, and asked us to come
in and have a cup of coffiee. We learned about all the neighbors, old and
new. Jane hid a very good time. As fast as one question was answered,
she would ask the next. “What happened to the Dunbars whe used to
have the litde vellow house on the corner?” “Who bought the old John-
sen place in the next block?" Do Fred and Martha Alberts still live
down the street?” “What about Miss Burton who lived alone in that
extremely big house around the corner?”

Then we went to see the neighborhood where 1 grew up. What a
hisappointment! It was all changed. All the old houses | remembered
were pone and in their place were some very modern ones. [ didn't know
any of the people who lived there.

Someone has said that you can’t 2o home again. Jane might not think
so. but I believe this is true.

Questions

How long h.d it been since June and her hushand visited their hometown?
Hud Jane’s neighhorhood chunged very much?

How did she learn all the news about her neighborhood?

Was June's husband’s neighborhood the same ax when he Ined there?

»
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I~ it trae thzt “you can’t go home again™

UNIT FIVE 49
CONVYERSATION

looking for a new house

SALESMAN: | think | have exactly the house you are looking for,
Mr. James. IUs in a very good neighborhood.

MR, JaMes: Fine. Is it near a shopping ccnter?

SaLESMaN: Yes, it is. The shopping center is just a short walk. And
the school, too. :

MR. Jases: Good. Is the house very old? I'd like a new one.

SaLESMaN: All the houses here are very modern. None of them are
over five years old.

Mg, James: I'd like to see the house. From what you tell me it is
just what I want.

SaLesMax: | can take you to see it now.

Neighborhood friends

MapEL: Have you met our new neighbors yet? They moved in last
Saturday.

Kitty: No. | havent. 1 understand they are renting the house.
They aren’t buying it.

ManeL: That's right. I've talked to one of the children. He's the
same age as my son. There are five in the family: the
parents. two sons, and a daughter.

KitTy: Let's go and welcome the new family to the neighborhood.
I'm sure they'd like that.

MasEL: That's a good idea. Perhaps there is something we can do

a for them.

Kitty: Evervone was very kind when | moved here two years ago.

It's i_;ood to feel welcome in @ new neighborhood.

80T
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UNIT FIVE

I

EXERCISES
Use the right form of "grow up.”
Example: 1 grew up in Texas.

a. Children _____ fast.

b, John ______ in California.
¢, Where did they ______?
d. They —_____in New York.
e. Boys . to be men.

fo Agirl ___ to bc a woman,

Use the right form of “wake up.’
Exampie: 1 wake up al 7 o'clock every day.

«. Yesierday morning I ______ at ten o'clock.

b [ usuvally _ at eight.

¢. My family often _____ before 6:30.
. My brother . on time this morning.
e. Last night they ____ _ =t midnight.

Use the right form of ‘‘spend.”

Exomple: 1 spend every day at work.

a. fohn _____ his childhoad in New York.

hoWill vou . the night at my house?
Yeso Vil . the nighi

b last week 1o California.

e My sister . her chiidhood in Texus.

Complete the sentences with the correct word from the list.

on up
from until
R of in

. There hine been o fot . _ . mmprovements here.

g.
h.

C
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. Tgrew ______in a small country town.
There used 1o be a grocery store . the corner.
A young married couple moved ______ next door.
We bought the new house two blocks ______ you.
He lived in Texas he was seventeen.
An elderly man rented the house _____ us.
I spent my childhood ______ a farm.

Many of those houses have been built the Jast ten years.

The movie theater is ______ the street from me.

hange the following sentences to exclamations as shown in the

examples.

A

Examples: That tree is large.
Whar a large irce thar is!
Those are beauuful trees.
Whar beautiiul rees those are!

a. That is & large buiiding.

Those flowers are beuauiiful.

You have quiet neighbors.

¢ had a happy childhood.
This neighberhood is noisy.

™o an o

That couple is friendly.

nswer the following questions. Give short answers as shown in the

example.

Exomple: Do you live in Virginia? Yes, 1 do.

a.

.

Did Peter grow up on a farm? ch.

Did you spend vour childhood in California? Yes, .
Has an elderly woman rented that new house? Yes, .
Do you know that couple next door? No, _____.

Are you building u new house neat month? Yes, .
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52 UNIT FIVE ‘ RE\/IEW ONE

{. Has Mr. Jones bought that office building yet? No,
g- WiI Mrs. Jones buy a new house? No, . . UNITS 1-5
h. Did Mary know Mrs, Jones last month? Yes, ____ . :

i. Have there been a lot of improvements in this neighborhood?

Yes X 1. Conversation Review and Practice
. o i . a. Weighing things
i Are thost nzighbors very {riendly? Yes, .
How much does that book weigh?
1 don’t know. Let's weigh it.
WORD LIST It weighs nearly two pounds.
This dark blue book weighs just as much as that green book.

beautiful cach other Kind

building elderly new How much does that table weigh? Can you tell me?

change farm noisy It's not awfully heavy, but I dont know the exact weight.
childhood flower quie[ It must weigh about forty or filtv pounds.

couple friendiv the rest of I'd sav it weighs nearly seventy pounds.

depariment store grocery store lree Can you teli me-how much that typewriter weighs?
develepment inprovement untjl No. i can't. | don’t know whai the weight of the tvpewriter is.

How much do vou weigh?
I don’t know how much I we

TrE>Erwer @> @

Maybe I weigh about two

VL‘r[: Forms ‘ Expressions hundred pounds.

W Cp.and poopart.; all the time A: Does vour brother know his exzct weight?
butld, buiit (. and p. part.y know (someone) B: No. he doesn't. He docsn’t know how ;nuch he weighs.
grow up, grew up (p.), spend (one's) childhood i

grown wp (p. pere.}
move in, moved in (p. and p. part.y
purchase. purchased

(p. and p. part)
rent. rened {poand poopart.)

spend. spent {p.oand poopart)

Measuiing things

Wiil vou please measure that window 10 s2e how wide it is?
It’s twenty-eight inches wide.

How high is that window? Will vou measure it?

It's not very high. It's foriv-one inches in height.

This window is just as wide as that one. isn't it?

Yes, itis. But this window is higher than that one.

What's the width of those walls?

Suppicmentary Word List

(Conversation and Reading Practice)

again modern These walls are exactly two inches thick.
alone shopping center How wide is Jones Boulevard? Do vou know?
true T'd say it's about seventy-five feet wide.
welcome Joncs Bovlevard s wider than Baluimore Avenue. isn't it?

Fr@ErErErEerI> v

Yesoitis, Baltimore Avenue is only ffty feet wide.
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~APPENDIX F - An Example for a Communicative Coursebook

Meridian Book 1 by J. Harmer 1985

1 7 John's story

’ Well, | was in the
street. Two men pushed
me ito a car.

John Strange is in hospital

Now Mr Strange,
let's hear the whole

story. What
happened?

111

and we

| screamed, but they put a bag
over my face. We drove for about
three hours. Then they stopped

Look and listen. Answer the questions.

1 Who is telling the story?
2 Put the following verbs in the order in which
they oceur in the story:

threw. pushed stopped drove put got out

Language focus

2

Match the verbs with the pictures of Sofia’s activities
last week.

listened to records visited her grandmother
bought a television cooked a meal

went shopping watched television

read the newspaper drove to Verona

3

Ask and answer like this:

What did Sofia do on Monday morning?
~ She went shopping.

4

Ask and answer about you, like this:

What did you do yesterday evening?
- T watched television and then T went to bed.

60
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APPENDIX G - PRE-TEST

oodbyes

What past experience
does this picture

remind you of?

Write a composition.
(approximately

250 words)

4

ik
acn
h?
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Fill in the blanks using

. : _ ’ .. i
appropriate verbs wtih their & -s;
\ T

correct tense form. “

Last week at a dinner party, the hostess
me next to Mrs. Rumbold. Mrs. Rumbold

a large, wunsimiling lady in a thigt black dress. I

. beside her. Her eyes on her plate
and 1n a short time, she busy eating. She
even look up when I 1

to make conversation:

"There 1s a new play in The Royal Theatre"

I said " on
"No." She
" 7" 1
"No." She
" I
"No." She
In despaire I her whether she her dihner.
"Young man" she said - i1f you mbre

and less, we would both enjoy our dinner.
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APPENDIX H - POST-TEST

Fill in the bubbles.

Write a similar story related to your past experienée.

(250 words)



r/'. )
7/
S
(N}]
% 1<) |
i ! |
! i !
L
1 i i
? i
i N g
L N
i
i
I

Len and ] m o ¢1) for the same compuny. One day, Len

(2) Jim $20, bhut then ]1m(3)lns job and (4) to work in

apother Wown withont paying Len buck his $20. .

Len ‘5) Jim for a year, and then he ; (6) lmm

another Niend thai Jim (7)in town and . (8) at the Len
wal Hotel, se b (9) Lo see him there fate in the evening.

He (10) the number of Jim’s room from the clerk wt
the desk downstudrs aod (ll)to find him. When hel 2. to
the room, he - 13‘]i:‘n's shoes outside the door, waiting to be
clouned, ‘

Sell, fie must be e, he (14) ;, and (15D at the disor.

heve 16 no answer. -

tic (17) agin. Then he (18)1 hoow yoti'ie b .

o .

Yol shors e sl here)
MY T
i ‘ in my slippers,

11.

12.

13.

14,

15.

l6.

17.

18.

19.

20.
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APPENDIX I

Subjects Pre-test Post-Test

Traditional Group

- Distribution of Scores

Communicative Group

116

Sub jects Pre-test Post-Test

10

11

12

13

14

15

16

17

18

19

20

78

80

60

60

75

88

38

60

80

90

73

28

73

78

78

85

90

68

60

63

80

88

76

72

75

92

71

75

78

85

86

48

80

43

94

85

38

80

73

70

10

11

12

13

14

15

16

17

18

19

20

83
63
90
65
85
30
35
80
65
65
65
93
90
75
48
88
60
80
48

88

98

78

100

80

95

62

63

80

90

73

85

98

95

100G

80

92

75

90

95"

100
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APPENDIX J

Formulas used in two-sample t-test for

the difference of means

Hypotheses: H_ : X, = X

2 1 2

v YA

Variance: 5 =
n -1

Standard / 2"+ 5

n.s

2

Deviation: O = 171 2

t-statistics: t =
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APPENDIX K

Formulas used in Paired-sample t-test

Hypotheses: ,Ho :d =0

Hl d # 0
Standard é;dz _ (é,d)z
n
Deviation: S =
n - 1
s
Variance: SH =
y n
] L d
t-statistics: t = —
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