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Yansitmanin 6grenme siireci lizerinde 6nemli bir rolii vardir ve dil smiflarinda
yansitmanin rolii giderek ilgi cekmektedir. Yansitma bize 6grencilerin ne diiglindiigiinii,
hissettiini ve neye ihtiyag duydugunu gérmemiz agisimmdan bir sans verir. Dahasi,
yansitma 6grencilerin seslerini duymamiza yardimci olur.

Bu caligma Ogrencilerin gramer defs kitab1 hakkinda neler diistindiiklerini
aragtrmak icin desenlenmistir. Ayni zamanda, bu caligma yansitmamn 6grencilerin
gramer dersindeki bagarilar1 iizerinde bir etkisi olup olmadigimi da bulmay:
amaglamistir. Bu amacgla, Anadolu Universitesi, Yabanci Diller Yiiksek Okulunda
Ogrenim gérmekte olan 61 Lower-Intermediate seviye 6grenci iizerinde deneysel bir
calisma yapilmistir. Denekler iki gruba ayrilmustir; bir deney grubu ve bir kontrol
grubu. Deney grubuna her tinite bitiminde gramer ders kitabi1 hakkindaki fikirlerini
soran yonlendirilmis yansitma anketleri uygulanmustir. Anketlerin tamamlanmasmdan
sonra, deney grubundan kura ile segilen dgrenciler, yansitmann etkilerini bulmak ve
yansitma hakkindaki goriiglerini almak icin goriismeye almmislardir. Bu goériisme ayni
zamanda, 6grencilerin ders kitabi hakkindaki goriislerini almay: da hedeflemektedir.

Anket ve goriisme verilerini analiz etmek amaciyla sabit kargilagtirma yOntemi
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uygulanmistir. Deney ve kontrol gruplari arasinda bir fark olup olmadigim ortaya
¢ikarmak i¢in T-testleri ve MANOVA kullamlmistir.

Elde edilen verilerin istatistiksel ¢dziimlemesi sonucunda, &grencilerin genel
olarak kitap hakkinda olumlu goriislere sahip oldugu goriilmustiir. Calisma sonuglart,
ﬁgrencilefin verdikleri déniitlerin 6grenmeleri lizerinde anlamli bir fark yaratmadigim

ortaya ¢ikarmistir.
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ABSTRACT

Reflection has an important role on learning process and there is an increasing
amount of interest in the role of reflection in the language glassroom. Reflection gives
us a chance to see what students think, feel and need. Therefore, reflection helps us to
listen to the voices of the students.

This study aimed at investigating what students think aboﬁ the grammar course-
book. This study also aimed at finding whether reflection makes any difference in
students’ achievement in the grammar course. For this purpose, an empirical study was
conducted with 61Lower-Intermediate level Preparatory School students who were
enrolled at Anadolu University, School of Foreign Languages. Subjects were divided
into two groups, an experimental group and a control group. The experimental group
was given reflective journals which asked them to reflect on the grammar course book
after each unit was completed. Following the completion of the journals, 10 randomly
selected students from the experimental group were interviewed in order to find out the
effects of the reflection on the students and to elicit their thoughts about reflection. This
interview also aimed at eliciting students’ feelings about the course book in general.
Constant comparison method was used to analyze the guided reflective journals and
interview. T-tests and MANOVA were used to find out if there was a significant
difference between the control and experimental groups.

After the statistical analysis of the gathered data, it was seen that the students,
generally, have positive views about the course-book. The results of the study revealed
that the feedback the students provided did not make any meaningful difference in their

achievement.
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CHAPTERI
INTRODUCTION

1.1 Introduction

Reflective teaching/learning is one of the current trends in today’s teaching/learning
environment. As Marchant (2001) states, “there is an increasing amount of interest in the
role of reflection in the classroom™ (p. 487). Similarly, Pee, Woodman, Davenport (2002)
point out that reflection has gained an increasing value in learning and professional
practice in recent years. In order to better understand why reflection has been an area of
interest, first the underlying view that affects reflection should be taken into consideration.

Reflective practice has been influenced by different pedagogical and philosophical
theories; however, the theory that influenced reflective practice deeply is “constructivism”
(Cunningham Florez, 2001). As Kilpatrick Hart, Najee-ullah, and Mitche (1997) suggest
constructivist view supposes that learning is an active process of trying to make sense of
new experiences. If the new information can be integrated to the existing knowledge, then
the new information can be a part of our thinking, in other words learning occurs.
Moreover, according to the constructivist view, simply transmitting the information and
expecting understanding and/or learning to occur is a utopia. Thus, learning requires
learners to be actively involved in the learning process.

According to Valli (1997), reflection is a way that triggers this active involvement of
the learners to become reflective thinkers. He suggests that reflective thinkers are critical
of the ideas that occur to them. They weigh competing claims in their search for evidence

which will help them resolve their doubts and perplexity. Furthermore, a reflective thinker



gives careful consideration to important matters, and is open to advice and opinions.
Thorpe (2000) defines a reflective thinker as someone who thinks deeply about things,
seeing their implications and values they embody. Similarly, Al Arishi (1994) claims that a
reflective thinker is the one who weighs all the considerations in problem, then after
extensive reflection carefully reaches at a solution. Moreover, Fisher & Somerton (2000:

394) identify the qualifications that a reflective thinker requires:

“1. self-awareness: the capacity to analyze one’s thinking and feeling, how the situation
impacted on you and vice-versa;

2. description: the ability to recognize and recollect accurately salient events and features and
render a comprehensive account of this. This would include significant background
factors, the events as they unfolded and what you were thinking and feeling at the time;

3. critical analysis: the ability to get to grips with what was going on. What knowledge were
you using in the situation at the time? Why? It involves the ability to make connections
between what you know and the situation you are thinking about. It also involves
questioning one’s assumptions, using one’s imagination and exploring alternatives. It may
also lead you to seek further knowledge through reading and/or consultation;

4. synthesis: integrating what one has learned from this situation with what one knew before;

5. evaluation: the ability to consider what value there is in this new knowledge.”

The idea of reflective thinking has also insights in education. Although the concept
of reflective thinking has gained importance in the field of education, as Al Arishi (1994)
claims most of the activities do not require reflective thinking because they expect
learners to respond automatically to the given situation. Furthermore, such activities result
in “interaction just for the sake of interaction” underestimating the learners’ need to
generalize and synthesize an interpersonal situation before responding. According to him,
in order to avoid such automatic interaction in the classroom, reflective thinking should be
triggered.

To let the students gain reflective thinking and be reflective learners, first of all,
students should be given opportunity to reflect on their learning. Wong, Kember, Chung
and Yan, (1995) point out that reflection on learning is a very important part of education,

as it encourages students to integrate theory with practice, and turn every experience into a



new learning experience. Moreover, reflection doesn’t only help students to be reflective
learners, but also, as Brookfield (2002) pinpoints, gives the teacher a chance to see himself
from the learners’ eyes. Such a chance is important because teachers cannot always know
what his/her students think and feel about the course, materials and actions done in the
classroom. With the help of students’ reflection the teacher has a chance to discover
whether learners interpret the actions in the classroom as teacher expects them to do or
they interpret the actions and the subject matter as they intend to (Brookfield, 2002).
Reflection, according to Pee et.al. (2002), is still a poorly understood concept; it

means different things to different people in different contexts. In order to better
understand the role and importance of reflection in education, first of all, the term

reflection should be made clear.

1.2 What is Reflection?

Reflection, in its simplest definition, is “consideration of or meditation upon past
knowledge or experience; thought. ”(Webster’s Comprehensive Dictionary, 1996, p.
1059). According to Thorpe (2000), reflection is the mind’s conversation with itself.
Moreover, Dewey (1933, cited in Valli, 1997) defines reflection as “active, persistent, and
careful consideration of any belief or supposed form of knowledge in the light of the
grounds that support it and the further conclusions to which it tends” (p.68). That means
reflection is looking back to see whether the thoughts are fully grounded with logic, and if
there are implications to draw. To expand this view, Stein (2000) proposes that reflection

is a process where people find out the underlying assumptions of their actions, draw



conclusions about those actions’ historical and cultural origins, try to find the meaning of
the assumptions, and create alternative ways of acting on similar situations.

Moreover, Wong et.al. (1995) see reflection as an important human activity where
they link their past experiences with present experience to reach at new understandings and
appreciations. Similarly, Lowe and Kerr (1;998) describe reflection as a form of response of
the learner to the experience, which helps‘ learner to create and clarify meaning to change
his conceptual perspective. Furthermore, Gamble, Davey and Chan (1999) claim that

reflection is a process in which an experience is taken into consideration while it is

happening or after it has happened, then drawing conclusions from the experience to create

meaning. According to Valli (1997), although reflection has spontaneous aspects, it is also
a conscious and systematic mode of thought.

In the field of education reflection is defined by many researchers. Cowan (1998)
suggests that people reflect, in educational sense, when they need to analyze or evaluate
what they had experienced as personal experiences, and they try to reach at
generalizations using that analysis. They do it because they believe that doing so; they
become more skillful and informed than they were in the past. Also Cunningham-Florez
(2001) claims that reflective practitioners move forward in cycle where they think about
what they did, what went good, and what went wrong, with the help of reflection they
understand their own actions..

By looking at the origin of the word “reflection”, which is derived from Latin
réﬂectere, meaning to bend back, Valli (1997) defines reflection as “contemplating” and
“deliberative thinking” in education. So, he believes that reflective learning is learning
with thought and judgment. According to Baldwin (2000), the ability to make judgments

is a very important part of reflection and the learning process. Also as Silcock (1994)
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states such judgments require a cognitive process that helps to translate one sort of
experience (e.g. academic) into another (e.g. practical).

Moreover, as Stein (2000) puts forward reflection can be a developmental process
which has different levels of attainment, énd is affected by the learner’s cognitive ability
and willingness to take part in the process. Similarly, Grant & Dornant (2001) suggest that
reflection takes place after an event, it is a process of thought, and it leads to a new
interpretation of the experience. The event which accelerates the process of reflective
learning is usually an incident in learner’s life, and the tool of reflection can be the facts of
the situation, the emotional reactions it creates, or the learner’s ability. Also, effective
learners are viewed as having high level of reflection about their life experiences, and

awareness of their own learning.
1.2.1 Critical Reflection

Recently, a great deal of emphasis has been given to the topic of reflection and to
development of reflective practice. However, reflection is not necessarily critical
(Brookfield, 1995; Ecclestone, 1996 cited in Imel, 1998). According to Cranton (1996)
critical reflection requires moving beyond the acquisition of new knowledge and
understanding, into questioning of existing assumptions, values and perspectives. Dewey
(1993, cited in Leung and Kember, 2003) also made a distinction between critical
reflection and less considered reflection. He used the term critical reflection to refer to
deeper, more thoughtful and more profound reflection. He argued that a person who was
not sufficiently critical might reach an unorganized conclusion without examining all the

possibilities. Therefore, critical reflection is considered as a higher level of reflective



thinking that involves learners’ becoming aware of why they perceive, think, feel or act as
they do.

Similarly, Yost, Sentner and Forlenza-Bailey (2000) state that critical reflection is
the highest level of reflectivity. This involves reflection on the assumptions underiying a
decision or act. According to Yost et.al. (2000) critical reflection requires thinking and
problem solving.

Critical reflection adds an extra dimension to reflection by resulting in a change to
personal beliefs (Leung and Kember, 2003). Critical reflection, therefore, requires
recognition that many of our actions are governed by a set of beliefs and values.
Moreover, Richards (1990, cited in Farrell, 2001) defines critical reflection as:

.. an activity or process in which experience is recalled, considered, and evaluated, usually in
relation to a broader purpose. It is a response to a past experience and involves conscious recall and
examination of the experience as a basis for evaluation and decision-making, and as a source for planning

and action {p. 82
1.3 Why is Reflection Important?

Since reflection is a tool for learning, it has many benefits for the learner. Grant &
Dornant (2001) state:

* “Ry reflecting on events in day-to-day practice and identifying areas of difficulty or
gaps in knowledge, the learner identifies his/her learning needs. This leads on to
identifying the best way to address those needs, perhaps by reading from an appropriate
source, attending a lecture, talking things over with an expert colleague, acquiring new

skills, or reflecting further on the issue during subsequent experience” (p. 2).

With the help of reflection learners can find out about their weaknesses and start to
search for ways to strengthen their learning ability. According to Bain, Ballantyne, Packer

and Mills (1997) the act of reflection results in an improved ability to carry out an act of



reflection, a changed belief, an attitude or value, or an altered emotional state or trade.
Also, Wong et.al. (1995) claim that reflection can help learners develop new perspectives
or changes in behavior. Moreover, Ovens (2000) pinpoints that reflecting on their actions,
students start to become autonofnous, and by reflecting more they can be fully autonomous

learners. Furthermore, students’ reflections can help teachers to validate the levels of the
students’ learning and to help them take the responsibility for their own educational
growth. By looking above it can be said that reflective learning helps students to improve
their reflective thinking during learning and to apply newly- acquired knowledge to
complex situations in their daily life.

Gamble et.al. (1997) claim that helping learners to experience and reflect on the
actions taken in the classroom help them move from routine classroom teaching
environment to active learning environment.

Ekx & Willmann (2000) suggest that student reflections not only help teachers to
know more about their students, but also provide authentic results. Furthermore, as Wong
et.al. (1995) claim, to have more knowledge about the students and their learning, the link
between the learning experience and the reflective activity should be strengthened.

Similarly, Robles (1998) emphasizes the importance of reflection by claiming that
fostering our students’ awareness of the learning process can only be done through the
students’ own reflection on how they learn and what they need to do in any given
moment. According to Robles (1998), when a student stops for a while to reflect on his
learning up to that moment, several things happen:

e Reflection provides an active role to the students in the learning process

because students are often active when they participate in the activities but



passive in terms of their learning. Learning to monitor themselves helps
them to become active in all senses.

o Reflection makes students become responsible for their own learning
process. Thus, the responsibility shifts from the teacher to the studénts “the
exam was difficult” becomes “have I studied enough?”

o Reflection leads to an increase in students’ autonomy. When they start
thinking about how they learn, they acquire control, and this leads to
independence.

e Reflection transforms failure into feedback. Mistakes become a source of
information both in terms of language and in terms of what to do to learn
better next time.

e Reflection plays a key role for encouraging students adopt supporting
attitudes and beliefs in their learning and the language. It moves students
from “I was wrong” to “next time I have fto review grammar more
thoroughly”. Reflection also leads our students away from negative beliefs
about themselves.

o Reflection helps students overcome obstacles in the path to learning and
opens a new way to walk alone. Very often students don’t know what to do
when they fail because they are not aware of their learning processes.

With all these above in mind, Labrie, Brdarevic and Russell (2000) cite that with the help
of reflection students become more aware of what they are doing, and they start to question

the actions, and then they start to move from being a student to being a learner.



1.4 Types of Reflection

There are three models of reflection: reflection-in-action; reflection-on-action and
reflection-for-action (Farrell, 1998). These models give us a éhance to see when reflection
takes place. Specifically, “reflection-in-action”, means reflecting on a surprising, puzzling
or confusing situation, which is not clear or unique, during that situation happens (Smith,
1999). It is part of the processing of an effective practitioner while actually acting (Moon,
2001). While reflecting-in-action, as Smith (1999) adds, the learner carries out an
experiment to understand the situation and to make a change in it. In this type of reflection
learner doesn’t follow established ideas or techniques because every situation is unique in
itself.

On the other hand, if the learner thinks on the situation later on then it is called
“reflection-on-action”. It is the reviewing that occurs after an event (Moon, 2001). Smith
(1999) claims that reflection-on-action is systematic, because the learner can write up
recordings or talk about the things with a supervisor after the situation happened. Doing
so, this gives the learner a chance to explore why he acted as he did in a specific situation,
thus, he can question his actions and generate some ideas about what to do in a similar
situation.

As the third type of reflection, Farrell (1998) states that “reflection-for-action” is the
desired outcome of the previously mentioned two; “reflection-in action” and “reflection-
on-action”. In other words, reflection-for-action means to use the information gathered by

the first two types as a guide for future planning and action.
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By implication, reflection-in, on and for-action help learners gain self-awareness of
what is going on about their learning, but first of all, to help learners reflect on some

specific actions in the classroom, reflection tools should also be taken into consideration.

1.5 Reflection Tools

Given the importance attached to the development of reflective skills, it is not
surprising that a range of learning tools for this purpose has emerged in the literature.
Fisher and Somerton (2000) pinpoint that the use of the reflection tools encourages
students to develop their ability to use theory in practice. With the help of reflecting-on
their actions, students are able to describe their practice, explain it, and critique it to

identify new learning. Fisher and Somerton (2000) suggest five tools for reflection:

1. reflective diaries/learning logs,

2. writing practice essays and practice self-evaluations,

3. hypothesis exercises and/or case vignettes-i.e. using newly presenting or
constructed case situations for the student to develop an hypothesis as to what
s/he thinks is going on,

4. directly observed practice audio/or video tapes,

5. case-based enquiry learning groups, role play simulation. (p. 399).

According to Field (1997) other reflection methods include: controlled experiments,
where an experimental group is compared to a control group which has not had the
treatment; case studies, in which the progress of a target student or students is followed;
surveys, questionnaires, interviews, and introspection, where a learner describes the
experience of undertaking a task in L2.

Among these various tools available to educators, diaries, journals, questionnaires

and interviews are popular means of reflection (Stein, 2000; Matsumoto, 1996; Haigh,

2001).
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Learner diaries: According to Matsumoto (1996) diaries are claimed to provide
private, personal activities and raise the learners’ consciousness of their own learning
process effectively. Also, he claims that diary-keeping activities are perceived as effective
in promoting purely personal, concentrated ‘conteﬁplation of the diarists’ own learning
experience. However, apart from its advantages, Stein (2000) proposes that there is also
objection to diary keeping as “learners may be unable or unwilling to confront or seek
disconfirming information about themselves or implicitly held knowledge” (p. 2).
Similarly, Mackintosh (1998) suggests that diary writers may feel reluctant to express
thoughts that others may read. Grant & Domnant (2001) also suggest that learning diaries
include descriptions of experience itself, rather than the learning that flows from
experience.

Journals: Haigh (2001) pinpoints that learning journals make students self-conscious
of the development of their learning and encourage the learners to reflect on what is being
learned and how. Similarly Wong et.al. (1995) find student journals an effective way of
reflection as they assess students’ accomplishment of learning. Moreover, as Langer
(2002) pinpoints student journals can help students develop and experience critical
reflection. Also, experiencing and developing critical reflection assist students in
conceptualizing abstract concepts and relating them to practice. However, the limitations
of diary keeping are also valid for journals. Also, Bain et.al (1997) pinpoints that one of
the main weaknesses of journal keeping is its essentially solitary nature.

There are three types of learning journals which are used very often (Langer, 2002),
According to Langer (2002) the first type of the journals is “unstructured journal” which
allows students to create their own format and write freely on any content, but this type is

not easy to compare with other students’ formats. The second type is “dialogue journals”
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where the teacher or the researcher guides and gives formal instruction to students on
reflection. This type helps learners to be aware of what they are doing and why. The third
type is “structured journals” which guides students to reflect on a topic and helps teachers
or the researchers to compare the results and gain -feedback.

Questionnaires/interviews: Matsumoto (1996) finds questionnaires/interviews useful
as they help learners be aware of ways of learning, beliefs, attitudes and perceptions of
their own. He also claims that questionnaires/interviews are effective and beneficial to the
learner, and they serve as a means of self reflection in the learning process. Furthermore,
Richards and Lockhart (1994) indicate that a questionnaire adminfstered to the class
which asks questions like how useful they find activities, what they think they learned
from them is a useful way of triggering reflection in the classroom.

However, these reflection tools which are found to encourage students’ reflections in
the classroom should be used together in order to gain better results. Since each one has
some limitations as well as advantages, combining these tools and asking learners to
reflect on their learning through different ways will help to minimize the limitations of the

tools and gain a deeper understanding of students’ perceptions.

1.6 Statement of the Problem

Learning what students think and feel in a language classroom is important to create
an effective learning atmosphere. However, some of the time we hear teachers
complaining that the students are not eager to do the activities and get bored in the

classroom.
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For many years, it has been observed by the teachers that students are not fond of the
course book used in the grammar course in the School of Foreign Languages at Anadolu
University. This may have various reasons. In order to learn what they think about the
current gramrﬁar cburse book can have implications for grammar teachers to be able to

create an effective learning environment.
1.7 The Aim and Significance of the Study

The main purpose of this study is to see what the students think about the grammar
book they study. This study will be conducted in order to get information about their
feelings to shape the course to fit their needs. In other words, this study aims to find the
students’ expectations and perceptions of the grammar course book.

Secondary aim of the study is to find out whether reflection makes any difference in
students’ achievement of the instructed subjects. As Labrie et.al. (2000) point out
reflection helps learners to become aware of their actions and to take the responsibility of
their achievement, therefore, reflection is also supposed to help them achieve the grammar
items given to thém more efficiently.

Since the primary aim of the study is to find out students’ thoughts and feelings
about the course book, this study may have insights in the curriculum development by
seeing the grammar from the eyes of the learners, the grammar course may be designed to
bridge the gap between what students think and want and what the curriculum aims.
Therefore, to elicit what their students really think and expect from the grammar book,
Anadolu University School of Foreign Languages Department may expand this study to

learn what Preparatory School students really think, feel and need in the grammar course.
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Furthermore, since reflection is claimed to foster students’ awareness and helps them
to take the responsibility of their achievement, this study may be expanded to lead

students reflect on their learning process in the other courses to become autonomous

learners who are responsible for their own learning.

1.8 Statement of the Research Questions

Based on the assumptions about the role and the benefits- of reflection in learning
this study aims to answer the following research questions:

1. What do students think about the grammar course book?

2. Does reflection make any difference in students’ achievement in the grammar

course?
1.9 Scope of the Study

In this study, students were asked to reflect on the grammar course-book they use.
The course book is “Focus on Grammar” (Fuchs, Bonner and Westhaimer, 2000) which is
designed to give grammar in meaningful contexts, and which covers all the skills. In order
to lead students reflect on the book, they were given 5 structured Journals which cover
specific points dealt in the book. Moreover, the last question in the journals asked students
whether they benefited from the journals, and considering the points in the journals 10
students were interviewed. Also, to find out whether reflection made any difference on

students’ achievement in the grammar course, pre/post-tests which were designed for
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Simple Past Tense and Future Tense were administered to experimental and control

groups.
1.10 Terminology

Constructivism: As Smith (1999) suggests, it is the theory claiming that learning is
an active process in which learners construct new ideas or concepts based upon their
current/past knowledge. The learner selects and transforms -information, constructs
hypotheses, and makes decisions, relying on a cognitive structure to do so.

Reflection: Wright (2003) states that reflection is a specialized way of thinking
about an experience or incident, about making sense of and understanding the 'here and
now' but this involves using past experience and learning with a view to this helping at
some future date. Thus, reflection involves looking back as well as looking forward.

Reflective Learning: Reflecting on what someone learned to gain awareness about
himself as ‘a learner, his learning process and what is going on around him, it is learning
through reflection (Labrie et.al, 2000).

Reflection-in-action: Dealing with on-the spot professional problems as they occur.
Thinking can be recalled and then shared later (Farrell, 1998, 10).

Reflection-on-action: Recalling one’s learning after the class (Farrell, 1998, 10).

Reflection-for-action: Proactive thinking in order to guide future action (Farrell,
1998, 10).

Constant Comparative Method: Using relevant data bits and communication units

drawn out from the raw data to form categories (Dye et.al., 2000).
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CHAPTER II
REVIEW OF LITERATURE

The role of reflection in education has gained a growing interest in recent years
(Marchant, 2001, Pee et.al, 2002). The idea of reflection, in one form or another, has been
a recurring and persistent theme in the field of education. In fact, some theorists say that
reflection is central to learning (Murphy, 1998, Paris & Ayres, 1994). Research on the role
of reflection in learning is conducted both outside the field of education and in the field of
education, Boud and Walker (1998) suggest that reflection and reflective practice has been
the subject of many studies in teaching and nursing, and all these studies have certain
implications for classroom learning. Therefore, studies both outside and inside the field of

education should be reviewed in order to better understand the notion of reflection.

2.1 Research outside the Field of Education

Outside the field of education, especially in nursing the congept of reflective learning
has been widely adopted. As Wong et.al. (1995) emphasize reﬂective learning is of
particular relevance to the educational professionals in nursing.

In an empirical study by Wong et.al. (1995) the reflective journals submitted by the
nursing students were analyzed in order to assess the level of student reflection. In the
study, the reflective journals of the students were subjected to content analysis and the

findings of the study suggested that student writing was used as evidence for the presence
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or absence of reflective thinking. However, Wong et.al. (1995) also claim that there is a
lack of empirical research in reflective learning and need to be done on this issue.

In the field of nursing, another valuable study was conducted by Lowe & Kerr
(1998). The purpose of the study was to‘ éee whether learning had been achieved in_
students who were exposed to reflective learning strategies as opposed to those students
following the conventional pathway. A hypothesis was formulated stating “that those
students who were taught by reflective methods would score more highly when tested than
the control group exposed to the conventional system in place that time”. The subjects
were separated into two; a reflective group (group 1) comprising of 34 students and a
control group (group 2) comprising of 26 students.

At the end of the second biological sciences module, students were given a specially
designed test to lead them reflect on their knowledge of biological health science applied to
clinical practice. The results of this study showed that the effect of reflection on
educational outcomes cannot be underestimated.

As a consequence, the studies conducted outside the field of education show that
reflective learning is of crucial importance, and to understand the role and importance of
reflection in students learning, awareness of what they learn, the studies conducted in the

field of education should be taken into consideration.
2.2 Research in the Field of Education
Studies conducted in the field of education comprise many aspects of reflective

practice and emphasizes the role of reflection, and what reflection contributes to students’

learning.
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Gamble et.al. (1999) conducted a study which explores students’ experience of
reflection in learning and the context in which this occurs. It also aims to enhance
understanding the role of reflection in learning through students’ experience and establish
empirical ﬁndings to support the theoretical constructs, which define reflection in learning.

For these aims, students from first and second year of the master of Occupational
Theory, which is a graduate professional entry course, participated in the study. This
qualitative study used a research approach consistent with exploration of the lived world
experiences, events and relations, in this case, of students’ experiences of learning and
reflection in learning.

Data is collected in three stages. The first stage involved collecting students’ written
responses to an open-ended question, the use of three different student essays completed by
the participants and students’ reflective journals. In the second stage, group discussions
conducted' with two separate groups of students were audio-taped. In the third stage, 10
students were interviewed and these interviews were audio-taped. Data collected
throughout the study were analyzed using the constant-comparative method.

The results of the study showed the importance of reflective process as a tool for

learning. This can be seen in the statement of a student participated in the study:

“Reflection has provided me with an opportunity to explore some of my learning
experiences in greater detail. It has highlighted to me that there are so many things to learn.
This reflective process has further encouraged me to reevaluate my own opinion and also

question those held by others.” (p. 6).

The study conducted by Gamble et.al. (1999) emphasized the value of reflection as a

tool for students’ learning and provided new insights into student experiences of reflection

in learning.
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In another study in the field of education, Haigh (2001) discusses the use of reflective
student journals to promote student learning, self-awareness and cultural understanding in
geography. The study attempts to show that journal writing can be used to encourage
students to think deeply, reflect and build p'ersovnlal skills in physical Geography. It also
addresses the value of learning journals to instructors’ attempts to introduce, evaluate and
monitor the conceptual development of students through a new curriculum.

44 Geography students participated in the study. Data collection started in the first
session of the module and completed journals collected in during-the last session. The task
was introduced by the instructor stressing that students should write their journal as a
pérsonal subjective exploration of the development of their understanding of Gaia theory in
Geography.

Results were assessed under three headings; ‘journals: a useful tool for teachers’, ‘a
useful tool for learning’, and ‘are they worth the investment of time and energy?’ With the
help of reflective journals teachers got information about their students’ feelings and
thoughts because students wrote about their worries, their understanding of the subject
matter, their problems, etc. so they were useful for teachers. Second, they were useful tools
for reflective learning because students realized what was being done and struggled to
resolve the issues by themselves, so in terms of gaining self-awareness and responsibility,
they were useful tools. Third, because students were promoted by the journals to gain self-
assessment of their learning, and a degree of introspection, they were worth the investment
done on them.

As a consequence, results of the study showed that keeping learner journals is a way
that encourages the learner to reflect on what is being learned, and makes students

conscious of the development of their learning.
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In a case study, Goodman et.al. (1997) investigated the role of a learning companion
that is a peer, in encouraging student reflection. According to Goodman et.al. (1997)
classroom learning improves significantly when a student participates in learning
activities with a small group .(.)f peers. Based upon this idea, Goodman et.al. (1997}
claimed that a learning companion both encourages the students to learn cooperatively,
and to reflect on and articulate his past actions, and to discuss his future intentions and
their consequences.

The primary aim of this study was to supply a stimulated peer as a partner (learning
companion) for the student in learning and problem solving through reflection. The
learning companion used in this study was a computer named “LUCY” which acted like a
real human being in the way it answered all the student’s questions and led him to reflect
on his experiences. It also provided motivation for the student through positive
reinforcement. The student could ask LUCY most of the same questions he could to tutor.

The results of this study showed that a learning companion, that is a computer in the
study, encouraged student to reflect on what he was learning and by this way helped
learner to gain awareness.

In another study by Yeo et.al. (2003) the aim was to lead students reflect on their
feelings about SMARF (Self~-Monitoring and Reflection Form), and their thoughts about
online and paper based forms. The study was conducted on 41 first-year students at Curtin
University of Technology. According to Yeo et.al. (2003) skills as setting goals,
monitoring learning and reflection are not innate and they require opportunity to develop.
In order to give students this opportunity a survey questionnaire consisting of nine
statements to respond using Likert ‘scale, namely from 1-strongly agree to 5- strongly

disagree was administered to the students.
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The survey was conducted three times a semester, every five weeks, and the
percentages for each question were calculated to find out the results. Almost half of the
students (46%) believed that the process of completing SMARF had been beneficial to do
and a third (33%) believed it had nof Been beneficial. Of the students who thought _it was
beneficial, most (70%) agreed that it had made them more aware of their role in learning
and that it had helped them to focus on what they need to do to improve their learning. The
results of the study showed that most of the students felt the self~monitoring process was
beneficial. Yeo et.al. (2003) also suggested that in order to lead students reflect more on
their learning and gain self-directed learning skills, SMARF would be expanded and more
research would be conducted.

Thorpe (2000) in his study on reflective learning and distance learning tried to show
how distance learning could be reflective learning, if the design of courses was oriented to
support the learning process of students, and if assessment was incorporated reflection as
an important criterion for success. Participants of the study were Open University students
taking a course named “T293”and a total of 278 students participated in the study.

The course was designed to emphasize the process of the student’s own learning.
Reflective activities were linked with the assessment process and the importance of the
role of tutors in feeding back and responding to the content of student reflection was
emphasized.

Evidence from this Open University course experience showed that many students
found the requirement to reflect surprising initially, and something that did not come easily
as part for the assignment exchangé. This was so even where courses, as in the course
mentioned here, explained the reasons for the strategy that it provided considerable support

to students in meeting the requirements.
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In Thorpe’s (2000) study, some students were more profoundly affected by the
emphasis on reflection in the course discussed, but the majority expressed personal
outcomes in the area of new awareness of and approaches to their own learning.
Depending on the rééults of this study, Thorpe (2000) suggests that learners will need to be
convinced that reflection on learning is legitimated by the course as a whole, leading
positive outcomes personally as well as in course content terms.

In another study on reflective learning Bourner et.al. (2000) claim that Statements of
Relevance (SOR) is a process for facilitating reflective learning. According to Bourner
et.al. (2000) as reflection is the key to turning experience into learning, SOR aims at
leading students reflect on their learning by developing a habit of asking ‘what did I learns
from that experience that I can use in the future in other contexts?’. The Statements of
Relevance (SOR) suggested by Bourner et.al. (2000) offer a means by which individuals
can undertake structured, in-depth reﬂecﬁon on how their personal and professional
development has been affected by participation in a learning event which refers to any part
of a course with one or more intended learning outcomes.

The SOR included statements like ‘what did learn, the relevance of what I learned at
this lesson: to my research project, to myself; this part of the lesson was not relevant of my
learning because...” and ete.

As a consequence, according to Bourner et.al. (2000) SOR provides practice for the
development of the skills of reflection and permits the monitoring of students’ progresses.
That’s why, SOR is claimed to facilitate the learning process by allowing students reflect
on what they learned and it contributes to the growing awareness of the value of reflection
in learning encouraging students to take the ownership of their learning, developing the

skills of reflection and raising the value of learning events.
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One other researcher who studied reflection is Dunlap (1998). The purpose of his
study was to provide students with real-life, community based experiences related to the
content offered in the class. In this study, Dunlap (1998) chose service-learning students
who were taking Child Dévelopment Course as subjects. The data were collected using
reflection journals and course group discussions. These techniques were applied in 5
stages. First, a list of Journal Reflection Questions was provided. Second, journals were
collected periodically for responses and suggestions regarding students’ issues and
concerns. Third, three to four in class discussion sessions, which were held once per month
during the semester, were provided. Fourth, students were encouraged to consult with the
researcher and professional staff of the campus office of Volunteers for Community
Service, when they feel the need. Fifth, and the last, students were told that they could send
their journals via e-mail at any time. As a result of this study, Dunlap (1998) suggests that
students become better equipped for adjustment in service learning settings and in making
connections to course content when they receive supportive opportunities for critical
reflections. Critically reflecting in journals and during class allows students to express
emotions and experiences and to realize that much of what they experience is a normal part
of the service learning process.

Consequently, these studies conducted in the field of education emphasize the role
and importance of reflection in the learning process, and show us the ways to promote

reflection in students’ learning.
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2.2.1 Research in the Language field

Apart from all the studies mentioned above in the field of education, there are also
studies‘ done in the language field which aim at gathering information about what students
think and feel, raising students’ awareness, and fostering reflection.

Ekmekci & Hergiiner (1997) in their study aimed at getting students reflect on all the
components of preparatory program along with the course assessment at YADIM at
- Cukurova University. The material used in Ekmekci & Hergiiner’s (1997) study was a
questionnaire consisting of 92 questions in two sections. The first section included 12
questions in two subsections (A and B) prepared by the administration. In subsection A,
there were 4 open-ended questions about YADIM in general. Subsection B consisted of 8
- questions both closed and open-ended questions related to curricular and extra curricular
activities.

Section 2, on the other hand, consisted of 80 questions prepared by the administrative
and academic groups, and was related to the coursework, specific teaching areas
(Listening, Speaking, reading, etc.), materials, the library, students’ affairs, administration,
and Self Access Center.

The analysis of the data revealed that the students’ positive and negative criticisms
were related to extra curricular activities, rather than the curriculum. The extra curricular
activities have been held by four teams; SAT (Self-Access Team), WE CARE, LIT
(Library Improvement Team), and GRECO. (Green Committee). The results showed that
these teams should make some improvements in order for students to have more benefit.

Related to the results, the teams started to work on some improvements in their areas

to serve better. Also, the analysis of the questionnaires showed that such reflection
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activities help students be aware of what is going on around them to improve their learning
through having the responsibility with the help of the teams.

In another study Gunn (2000) introduced a classroom activity designed to help raise
English Languagé learning students’ awareness of the through analysis of student-led oral
transactions with native speakers of English. The aim was to give students the opportunity
to reflect on and analyze their oral performances both individually and with their teacher in
order to help raise their awareness of the various kinds of errors that they made.

For the study Gunn (2000) chose four pre-teen and teenage intermediate level
English as a Second Language (ESL) students at the International School of the eastern
Seaboard in Thailand as the subjects of this study. Activities that help students become
more aware of all aspects of the English Language in awareness raising interactions were
used.

Gunn (2000) reports that the study gave students the opportunity to use their
language outside the classroom with native speakers of the target language. The results of
this study showed that this students’ reflection on their learning helped them to gain
awareness of their learning process. Also, RITE was found to provide a variety of
opportunities for students to gain a greater awareness of the English Language, through
both individual reflection and collaborative work with the teacher. This activity offered the
students an appropriate social interaction to help raise their awareness.

Matsumoto (1996) in his study aimed at helping L2 learners reflect on their
classroom learning by investigating the perceptions of 108 Japanese learners of English of
retrospective self-reporting which was induced to the use of three verbal-report techniques:

diary-keeping, questionnaire and interviews. The study also aimed at finding whether
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students perceive the three types of retrospective self-reporting tasks helpful to their
language learning and if so, in what ways this retrospection was an aid to their L2 learning.

The results of this study had important implications. Diary-keeping, questionnaires
and interviews were found to be effective ways of raising students’ awareness of their own
learning processes. The findings of this study also suggested that reflection through diary-
keeping, questionnaires and interviews helped learners to capture the leadership of their L2
learning processes to become autonomous learners.

Another study was conducted by Langer (2002). The purpose of this study was to
report on the use of learning journals as vehicles for encouraging critical reflection.
Qualitative research focused on whether journals proved to be an effective teaching tool in
adult learning. Langer’s (2002) study aimed to understand the immediate and extended
impact of journals as a learning tool for working with adult students, and for promoting
critical reflection.

Deriving from this purpose, 25 students at Columbia University were chosen as the
subjects of the study. Following a dialogue journal writing, 10 students were selected for
the interview in order to gain an understanding of student perceptions of the journal-
writing and of the extended effects of learning journals on students.

The results of this study suggested that although student perception of the learning
journal can affect the objective of dcveloping reflective thinking, student journal is a way
to develop critical thinking.

In another study, Leung and Kember (2003) examined the association between
students’ approaches to learning and stages of reflective thinking. They defined approaches
to learning as deep approach and surface approach. They stated that a student who adopted

a deep approach was interested in the academic task and derived enjoyment from carrying
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it out, integrated aspects or parts of task, making it meaningful to own experience and
seeing relationship between this whole and previous knowledge. On the other hand, a
student who adopted a surface approach saw the aspects or parts of the task as discrete and
'unr&ated either to each other or to other tasks and relied on memorization to reproduce the
surface aspects of the task (Leung&Kember 2003).

The aim of this study was to see whether a deep approach to learning was related to
reflection and critical reflection and whether a surface approach would be associated with
non-reflective forms of thinking. In order to find whether there was such a relationship,
they used The Revised Study Process Questionnaire, which was developed by Biggs et.al.,
(2001) and reflection Questionnaire which was developed by Kember et.al. (2000).

The results of Leung & Kember’s (2003) study suggested that there is a close
relationship between approaches to learning and stages of reflective thinking. According to
the results of this study, deep approach to learning was associated with critical reflection
whereas surface approach to learning was associated with non-reflective thinking. By
deriving from these results, they suggested that students should be led to develop deep
approach to learning in order to be critical about their learning and understanding as
critical reflection involves the students’ awareness of why they perceive, think, feel and act
as they do.

As a conclusion, the results of the studies have shown that reflective practice is found
to foster student learning by helping students to gain awareness of their actions, and to
express their thoughts and emotions about their own learning and learning environment.
Moreover, reflection can be used as a tool for guiding learners to become self-directed

autonomous learners.
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CHAPTER 111

METHODOLOGY

3.1. Subjects

The study was conducted at Anadolu University, School of Foreign languages in the
first term of academic year 2003-2004. In school of Foreign Languages, students are
placed according to their scores from the Michigan Placement Test they take at the
beginning of the academic year. All of the subjects were from Lower-Intefmediate Level
(according to Michigan placement test a Lower-Intermediate level student is the one who
gets between 30 and 46 from this test). 61 Turkish students participated in the study.

Since the aim of this study is to find out what students think about the Grammar
Course-book, Focus on Grammar (Fuchs, Bonner and Westhaimer, 2000), and whether
reflection makes any difference in students’ achievement in Grammar course, the study
was conducted in the Grammar courses students take. At the time of the study, students
have completed three weeks of Grammar course. The Grammar course the students take
consists of eight hours of grammar teaching a week, and the study comprised three weeks
of grammar course. |

In order to find out whether reflection makes any difference in students’
achievement, there were a control group (31 students) and an experimental group (30
students). A total of 4 (2 from control group and 2 from experimental group) students were
excluded from the study because of not attending classes regularly during the data

collection.
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At the time of the study, students had the same knowledge about the target structures
which are: Simple Past Tense and Future Tense. Table 3.1 presents the results of T-Test on

the Pre-Test results of the two groups on Simple Past Tense and Future Tense.

Table 3.1 Pre-Test Results of Experimental and Control groups

X s.d S:E T p
Experimental '
Simple Group 68,21 3,85 4,20 0,917 ,363
Past | Control Group
Tense 72,06
Experimental ’
Future Group 58,32 0,32 4,54 0,071 944
Tense | Control Group
58,00

According to Table 3.1, there was no statistically significant difference in Simple
Past Tense between the Experimental group and the Control group (t = 0,917, p>.05). as
for the Future Tense, there was no statistically significant difference between both groups
(t = 0,071, p>.05). The t-values on both pre-tests, considering the probability level,

revealed that both experimental and control groups had almost the same proficiency level

on both Simple Past Tense and Future Tense.

3.2, Instruments

Three instruments were used in this study. They are:
a) The Pre/Post tests
b) Structured Journals

¢) Guided Interview
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3.2.1. The Pre/Post Test

Two Pre/Post tests (see Appendix Al, A2) were applied to the students in the control
and experimental groups in order to find out whether reflection makes any difference in |
students’ achievement in two groups. There were two different parts covering 5 units dealt
in the study. First part was “Past Tense” (units 3, 4, 5) and the second part was “Future
Tense” (units 6, 7) (see Appendix J for a sample unit). Pre/post Test for “Past Tense”
consists of 45 grammar questions, and test for “Future Tense™ consists of 33 grammar
questions. Pre/Post-Test questions were taken from Focus on Grammar Teachers’ Book
(Lynn, 1994) because the questions provided in the teachers’ book cover all the aspects
studied in the course. The content in the parts were as follows:

- Simple Past Tense; Used to; Past Progressive Tense (units 3, 4, 5)

- Future; Future Time Clauses (units 6, 7)
3.2.2. Structured Journals

Since the primary aim of the study is to find out what students think about the
Grammar course-book, five structured Journals (see Appendix B1, B2, B3, B4, BS, B6,
B7, B8, B9 and B10 for questions and sample student answers) were used in this study.
These journals aim to find what students think about the way the course-book deals with
the subjects, and what they think they learned. The journals were administered to the
students after each unit was covered.

Based on the way the book presents the units the journals used in this study has 6

open-ended questions which aimed at leading students reflect upon the course-book and
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units. Therefore, there were open-ended questions in the structured journals and all the
questions were in Turkish in order to let the students feel free in their answers and to get

reliable feedback.

3.2.3 Guided Interview

In order to find out the effects of the reflection on the students, to elicit their thoughts
about reflection, and to support the data gathered from the journals, 30% (10) students
from the experimental group were interviewed. The students who were interviewed were
chosen by drawing names from an envelope. 6 open-ended questions that guided them to
uncover their feelings and thoughts about reflection, and the course-book were asked to
each student and the interviews were conducted by the researcher. All of the interviews
were in Turkish in order to let the students express themselves and their thoughts freely.
The interviews were tape recorded for analysis (see Appendix C1, C2 for the interview

questions and sample transcriptions)

3.3. Data Collection procedure

The study lasted for 3 weeks comprising 24 hours of Grammar course. Data was
collected starting from the third week of the first term. Both control groups and
experimental groups were given the first pre-tests before the actual study started on Past
Tense in order to determine whether the subjects had the same level of proficiency. The

opinion questionnaire was administered only to the experimental group in order to lead
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students reflect on what they think they learned, and elicit their thoughts and feelings about
the course-book.

After Past Tense was covered, post-test about Past Tense was given to both groups,
then, pre/test about Future Tense was given at the end of th.e‘ second week. After
completing the units of Future Tense both groups were given the post-test about Future
Tense. After the study has finished, the interviews with the 10 students, who were chosen

from the experimental group, were held at the appropriate times both for the researcher and

the students.
3.4. Data Analysis Procedures
3.4.1. Pre/Post-Tests

Since one of the aims of this étudy was to find out whether students’ reflection makes
any difference in their achievement, pre/post-test results were analyzed according to this
aim.

First independent samples t-test was applied to both groups’ pre-test results of Simple
Past Tense and Future Tense to see if there was a difference between them at the beginning
of the study. If any significant difference occurred between the groups then another group
would be tested.

As a second step, after the study has finished, independent samples t-tests were
applied to post-test results of both groups for both structures to see whether the study had

made any difference on groups.
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As a third and the last step, the following analysis was done:

1. Pre and post- test results of the experimental group were compared using paired

samples t-test to see the achievement of the students in this group.

2. Pre and post- test results of the control group were compared USin.gl paired samples

t-test to see the achievement of the students in this group.

3. The two different structures were analyzed using MANOVA.:

4. MANOVA tes’; was applied to pre-post test scores considering both groups’ results

from pre/post-tests.

After all these analyses have done, the results were presented through tables, and then
they were discussed in detail.

Independent samples t-tests were applied to pre/post-tests because this test is used to
compare two groups which were given different treatments. Moreover paired-samples
t-tests were also used to analyze the results of pre and post-tests of each group separately.
Paired-samples t-tests are used to make the in-group data analysis. Also, to see the effects
of the pre/post-tests, MANOVA (Multi Variate ANOVA) was applied, because there were

two groups and two pre/post-tests on two structures.
3.4.2. Structured Journals

For the results of the structured journals which were handed after each unit was
completed, and the interviews, “Constant Comparative Method” was used. This method
allows the use of relevant data to form categories, instead of using a set category (Dye

et.al., 2000). According to Lincoln & Guba (cited in Jenny & Dooley, 2000),
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“The first rule of the constant comparative method is that while coding an iﬁcident for a
category, compare it with the previous incidents in the same and different groups coded in the
same category. This constant comparison of the incidents very soon starts to generate theoretical
properties of the category....Thus the process of constant comparison stimulates thought that

leads to both descriptive and explanatory categories” (p.2).

In this study, Constant Comparative Method was used to form-descriptive categories
from the gathered data. For this purpose, first of all, the 30% of the data was analyzed by
two different raters separately to test the inter-rater reliability, which was found 94%, using
the following formula, suggested by Tawny&Gast (1984):

The number of agreements
x 100

The number of agreements + disagreements

Then, raters reviewed each journal to come to a consensus. To have the categories, all the
data was divided into communication units. A communication unit is defined as “a unit
being a separate expression about a thought or behavior” (Langer & Applebee, cited in
Aydm and Bahge, 2001: 5). Then, the related communication units were grouped. After
that, these groups were given names which were decided with the co-rater to form the

gesponse types.
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3.4.3. Interviews

The interviews were audio-taped and transcribed. Then, the transcribed data were
analyzed again with different raters using the “Constant Coinparative Method”. This
time\ the inter-rater reliability, which was calculated using the same formula, explained
above was found 95%. The communication units gathered from interviews were grouped
under responses, and then the frequencies and the percentages of the communication units
were found. The responses related to first four interview questions were used to support the
data collected by structured journals, and the rest, one question, was used to support the

results taken from the Pre/Post-Tests.
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CHAPTER IV

RESULTS

4.1. General Overview

The primary aim of this study is to find out what students think about the course-
book through reflection. As reflection is claimed to foster learning (Haigh, 2001), another
aim of this study is to find out whether students’ reflections make any difference in their
achievement. In order to reach these aims the following research questions
were asked:

1. What do students think about the grammar course book?

2. Does reflection make any difference in students’ achievement of the target

structures?

In order to answer the first research question stated above, structured journals which
comprise questions about five units (Simple Past Tense, Used To, Simple Past and Past
Progressive, Future Tense, and Future Time Clauses) of the book were administered to the
students. The data collected through the structured journals were analyzed according to
Constant Comparative Method (Glasser & Strauss, 1967, cited in Dooley & Murphrey,
2000; Dye et al, 2000; Barksdale-Ladd et al 2001; Lockhart & Ng, 1995; Zepeda &
Mayers, 2002).

To answer the second research question, Pre/Post-Test results were analyzed
quantitatively using independent samples T-Tests, paired samples T-Tests and MANOVA.

The last questions of the structured journals, which ask whether these reflections make any
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difference in students’ achievement from their own perspective, were also analyzed
qualitatively by using Constant Comparative Method. In addition to these, interviews with
10 randomly selected students, which address both of the research questions, were also

analyzed according to Constant Comparative Method.
4.2. Structured Journals

The data obtained from the structured journals were analyzed under five main
categories. These categories as presented in the course book are: Grammar in Context,
Grammar Presentation, Activity Types, Unit Structures, and Skills.

Firstly, “Grammar in context” part refers to the texts which are given at the
beginning of each unit. Different uses of the target structure are given in these texts, and
students are asked to notice on the uses of the target structure and explain them in theic
awn sentences. Secondly, the term “Grammar Presentation” is used for the tables which
show all the uses of the target structure and the “Notes” part which has explanations and
examples of the structure. Third, “Activity types” is used for the different activities the
book uses in practicing the structures such as sentence completion; fill in the blanks, etc..
Next, “Unit Structures” is used to determine students’ thoughts about the organization
some structures that are “Used to” and “Future time clauses”, which are given separately
although they could be given under Past Tense, or Future Tense. Since the course book
covers all the skills, Reading, Listening, Speaking and Writing, “Skills™ part is included for
identifying what students reflect on the usage of these skills in teaching grammar. A
sample unit is added to give the readers a better idea of how they are organized is

Appendix D.
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In order to answer the first research questioﬁ, first of all, student journals were
divided into communication units. A total number of 1084 communication units were
found in the structured journals. After the determination of the communication units, these
units were compared and contrasted with each other and similar responses were brought
together. After that, these responses were brought under five main categories, which were
determined according to the course book. Table 4.1 shows the total numbers of the

communication units of each category.

Table4.1. Distribution of Communication Units According to Five Main Categories

Simple | Used | Simple Past | Future Future

Past To and Past Tense Time N* %

tense progressive Clauses
Grammar in 40 88 - 50 38 - 216 20
Context
Grammar 48 32 49 54 45 228 21
Presentation
Activities 59 50 47 33 61 250 23
Skills and 69 36 77 32 32 246 23
Pronunciation
Unit Structures - 47 41 - 56 144 13
‘TOTAL 216 253 264 157 194 1084 100

* Total number of the communication units

Distribution of the communication units according to five main categories is stated in
Table 4.1. These categories present five main parts of the book on which the students
expressed their thoughts. The categories are: Grammar in Context (20%), Grammar
Presentation (21%), Activities (23%), Skills and Pronunciation (23%), and Unit Structures

(13%).
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In addition to the journals, responses gathered from the interviews were used to

support responses gathered from the journals. The following part will include journal and

interview results identified from the data for each category.

4.2.1 Grammar in context

Grammar in context includes texts given at the beginning of each unit to show the

students the use and form of the target structure in a meaningful context. In the structured

journals and interviews, students were asked whether they were aware of the function of

the grammar in context and they were asked to express what they thought about it. Six

types of responses from journals and three types of responses in the interviews were

identified about the grammar in context part. The distribution of these responses is as

follows:

Table 4.2 Responses related to Grammar in Context (texts given at the beginning of each

unit)

Journals N* %

Use and form in Context 92 43

Enjoyable 44 20
Unclear Contexts 37 17
Reminding 24 11

Motivating 19 9

TOTAL 216 | 100

* Total number of the communication units

According to the distribution of the responses, it can be seen in Table 4.2 that

students think grammar in context part shows use and form of the target structure in

context (43%). Students think presenting grammar in context is enjoyable (20%) and it

helps them to remind the target structure (11%). They state that presentation of grammar in
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context motivates them to the lesson (9%) as well. However, responses also showed that
some students think that contexts in this part are not clear (17%).

As for the interviews, similar responses have been observed. The students think that
this part shows use and form of the target su'uctlire in context (48%), it helps them to

become motivated (38%), and it is also helpful in learning new vocabulary (14%).
4.2.2 Grammar presentatios

Another main category is Grammar Presentation. Grammar presentation includes
tables, which show different forms of the target structure, and notes in which there are
eéxamples and explanations about the target structure. In the structured journals and
interviews, students were asked to express their thoughts about the grammar presentatios.
Seven types of responses from the communication units in the students’ journals, and four
types of responses from the communication units in the interviews about grammas

presentation were identified. The distribution of these responses is shown on Table 4.3:

Table 4.3 Responses related to Grammar Presentation

Journals N* %o
Enough explanations 70 30
Reinforcing 45 20
All forms together 32 14
Effectiveness of tables , 30 13
Easy to understand and remember 21 9
Need for more examples 18 8
Tables lead to memorization 6 3
Need for visuals 6 3
TOTAL 228 | 100

* Total number of the communication units
Student responses revealed that they think there are enough explanations in the

grammar presentation part (30%) and it is beneficial to reinforce the structure (20%). In the
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course-book there are two parts; tables and notes in the grammar presentation. When we
look at students’ thoughts about tables part, the responses showed that students can see all
forms of the grammar structure together in the tables (14%), and they think tables are more
effective than texts (13%). Responses also revealed that some students think tables lead to
memorization (3%).

As for the notes part, student responses showed that explanations are easy to
understand and remember for students (9%). On the other hand, some of the students think
visuals should be used along with explanations (3%). Moreover, some students indicate
that there should be more examples along with the explanations about the target structures
(8%;.

As for the interviews, four types of responses, which are in parallel with the
responses in the journals, were identified. Students’ responses show that tables help them
to seé all forms together ‘in the presentation part (43%), and explanations and examples in
the notes part foster learning of the target structures (43%). On the other hand, students

think they need more examples on the use of the target structure (14%).

4.2.3 Activities

The grammar course book offers a variety of activities. These are fill in the blanks,
sentence completion, scrambled sentences, multiple choice questions, etc. in the structured
journals and interviews students were asked to express what they think about these
activities. In this category, four types of responses from thé communication units in the
journals and three types of responses from the communication units in the interviews were

identified. Table 4.4 shows the distribution of these responses related to activities:
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Table 4.4 Responses related to Activities in the course-book

Journals N* %
Helpfu! for practice 151 61
Helpful for vocabulary 27 11
Confusing 56 22
Prepare for the exams 16 6
TOTAL | 250 | 100

* Total number of the communication units

According to student responses shown in Table 4.4, these activities help them to
practice the target structure (61%). Student responses also reveal that activities in the
course book are helpful in learning new vocabulary (11%) and students think these
activities prepare them for the exams (6%). Other than thesé positive feelings about
activities in the journals, some students think activities are confusing (22%) for them.

Similar thoughts can also be determined in the interviews. Most of the responses
(74%) show that activities were helpful in understanding the structure. On the other hand,
some responses show that activities are not challenging enough (11%) and they are

confusing (16%).

4.2.4 Skills and Pronunciation

The grammar course-book integrates all four skills (reading, listening, speaking and
writing). Moreover, it also presents some activities related to pronunciation which students
responded on in their journals.

In the structured journals, students were asked to express their thoughts about the
presentation of each skill. The following part presents the student responses about each

skill separately. Table 4.5.1 shows the responses related to reading.

finade niers
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Table 4.5.1 Responses related to Skills (Reading)

Journals N* %
Importance of topics 35 45
Need for more reading texts 30 39
Helpful for vocabulary 12 16
TOTAL - 77 100

* Total number of the communication units

From the journals, three types of responses appeared about reading. Table 4.5.1
shows that students think topics are important in reading (46%); also reading helps them to
learn new vocabulary (16%). Moreover, some students think that there should be more
reading texts in grammar (39%s).

Another response type related to skills is listening. In listening, four types of

responses appeared from the students’ journals. Table 4.5.2 below shows these responses:

Table 4.5.2 Responses related to Skills (Listening)

Journals N* %
Necessary 28 41
Not necessary 19 28
Helps with the use 12 17
Helps pronunciation 10 14
TOTAL 69 100

* Total number of the communication units

As it can be seen from Table 4.5.2, some of the responses showed that listening is
necessary in grammar (41%). According to the responses of the students, baving listening
skill in grammar helps with the use of the structure (17%) and it also helps students with
f)ronunciation (14%). On the other hand, some students did not favor listening and stated
that listening is not necessary in grammar (28%j). -

As for the speaking, two types of responses appeared from the student responses in

journals. These two types of responses are shown on table 4.5.3:
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Table 4.5.3 Responses related to Skills (Speaking)

Journals N* %
Lack of vocabulary 23 64
Problems in expression 13 36
TOTAL 36 100

* Total number of the communication units

The grammar course-book includes speaking activities which students do in pairs or
groups. As shown in Table 4.5.3, according to student responses in the journals, they prefer
using both English and Turkish in speaking activities because of lack of their vocabulary
(64%), and they have difficulty in expressing themselves in English in the classroom
(36%).

For writing two types of responses were identified in the journals. Thése two types of

responses, shown on table 4.5.4, are related to writing skill in the grammar course-book.

“Table 4.5.4 Responses related to Skills (Writing)

Journals N* %
Helps with the use 24 75
Not necessary 8 25
TOTAL 32 100

* Total number of the communication units

According to the responses drawn out from the journals, some students think that
writing in the grammar course helps them to use the target structure effectively (75%). On
the other hand, some students think that writing is not needed in grammar course because
there is a separate writing course where they can practice the structures they learned
(25%).

As for pronunciation, students responded in three different types. Although
pronunciation is not a separate skill, there are responscs from students’ journals about

pronunciation. These responses related to pronunciation are shown on Table 4.5.5:
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Table 4.5.5 Responses related to Pronunciation

Journals N* %
Necessary 15 47
Important for language development 9 28
Not necessary 8 25
TOTAL | 32 {100

* Total number of the communication units

As it is shown in Table 4.5.5, according to student responses in the journals, while
some students think pronunciation is necessary in grammar course (47%), and also it is
important for their language development (28%), some students stated that they have a
separate speaking/listening course where they can practice pronunciation (25%), therefore,
pronunciation is not necessary in grammar.

Since the course-book deals with the skills in different parts of the unit, this part aims
to find out what students think about the integration of each skill into the grammar course-
book. According to the results of the interviews, some students think that all skills should
be given together in the grammar course (60%). However, 20% of the student responses
stated that only listening should be included in grammar, responses which state only
reading or only speaking should be included in the grammar course share 10% of the total

responses each.
4.2.5 Unit Structures

The last category from students’ journals is unit structures. By unit structures we
mean the presentation of the related structures like “simple past tense” and “past
continuous tense”. In the course-book, for example, Past Progressive is presented with
Simple Past Tense as a separate unit whereas related structures, Future Tense and Future

Time Clauses are presented as separate units. Students were asked in the journals whether
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these related structures should be given together or separately, and three types of responses
were identified from the journals. The distribution of the responses related to unit
structures is shown on Table 4.6 below:

Table 4.6 Responses related to Unit Structures

Journals N* %
Separately 74 52
Comparatively to see the difference 35 24
Comparatively to prevent confusion 35 24
TOTAL 144 | 100

* Total number of the communication units

As it is shown in Table 4.6, according to some responses, related structures should be
given separately (51%), whereas according to some other responses, related structures
should be given comparatively to see the differences in the target structures (24%).
Moreover, 24% of the students think that giving related structures comparatively prevents
confusion.

Apart from these responses determined from students’ journals and interviews, in
order to answer the second research question, which asks whether this reflection process
made any difference in students’ achicvement, pre/post-test results were statistically

analyzed.

4.3 Pre/Post-Tests

The second aim of this study was to find out whether reflection makes any difference
in students’ achievement. To reach this aim, students were given pre/post-tests on Simple
Past Tense and Future Tense. In analyzing the scores of the students in given tests, two
different analysis techniques were used: Independent Samples T-tests, Paired samples t-

tests and MANOVA. Pre-test results of experimental and control groups did not show any
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significant difference between groups in both Simple Past Tense (t = 0,917, p>.05) and

Future Tense (t = 0,071, p>,05) (see section 3).

The results of paired samples t-tests for experimental group were given on Table 4.7:

Table 4.7 Paired samples t-test for Experimental Group

X s.d S:E t P
Simple
Past |Pre-Test |68,21 15,64 4,40 3,550 ,001
Tense
Post-Test |83,85
Future
Tense Pre-Test |58,32 20,03 4,48 4,463 ,000
Post-Test |78,35

According to Table 4.7, In Simple Past Tense the experimental group had a

significant difference between the pre-test and the post-test (t = 3,550, p<,05). When the

Future Tense is considered, a significant difference was found between the pre-test results

and the post-test results of the experimental group again (t = 4,463, p<,05).

The same procedure was also applied to the results of the control group. Table 4.8

shows the results of the control group:

Table 4.8 Paired samples t-test for Control Group

X s.d S:E t P
Simple
Past {Pre-Test 72,0690
Tense 11,5172 3,5245 3,268 ,002
Post-Test 83,5862
Future
Tense Pre-Test 56,7586 17,0000 3,9057 4,353 ,000
Post-Test 73,7586

Table 4.8 shows that there is a significant difference between pre-test and post-test

results of the control group in Simple Past Tense (t = 3,268, p<,05). Moreover, Future
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Tense pre-test and post-test results of the control group show a statistically significant
difference (t = 4,353, p<,05).
The results of the independent samples t-test for post-tests are shown on table 4.9:

Table 4.9 Independent Samples t-test results of Experimental and Control Groups on Post-

Tests
X s.d S:E T P
Simple | Experimental
Past Group 83,85 0,85 3,61 0,237 ,814

Tense Control

Group 84,71
Future | Experimental
Tense Group 78,35 3,21 3,49 0,921 ,361

Control

Group 75,14

As for the post-test results of the experimental and control groups, Table 4.9 states
that both groups have almost equal results in post-test of Simple past tense, namely, no
significant difference can be observed (t = 0,237, p>,05). When the post-test results of
Future Tense are taken into consideration, again no significant difference can be observed
between both groups (t = 0,921, p>,05). in other words, there is not a significant difference
between both groups on both structures.

After t-tests, MANOV A was applied for both structures separately to see whether any
difference occurred between the groups in each structure. Table 4.10 shows the results of

MANOVA for Simple Past Tense:

Table 4.10 A Multi Variate Analysis of Variance of Difference Scores according to
Between-Subject effects for Simple Past Tense

Source SS df MS F P
Group 91,480 1 91,480 0,408 0,300
Error 24890,275 111 224,237

Total 24981,754 112




49

As shown on Table 4.10 Group results show no significant difference for both
groups in Simple Past Tense considering the pre/post test results (F = 0,408, d.f = 1,
P>.05). Furthermore, the same MANOVA test was applied to the results of both groups

from Pre/post tests about Future Tense, and the results are given on Table 4.11:

Table 4.11 A Multi Variate Analysis of Variance of Difference Scores according to
Between-Subject Effects for Future Tense

Source SS d.f MS F P
Group 270,396 1 270,396 1,084 0,300
Error 27686,797 111 249,431 )

Total 27956,792 112

According to Table 4.11, there is again not a significant difference in group results
for Future Tense. (F = 1,084, s.d = 1, p>.05).

Above results show that there is not a significant difference in in-group results when
pre/post test were considered, again the results are the same between the groups at the end
of the study , also the results for both groups in MANOVA test for Simple Past Tense and
Future Tense showed no difference for group results. To see whether this study made any
difference in students’ achievement, all four variances —two pre and two post tests- should
be taken into consideration together. The results for groups and Pre-post test results
gathered throughout this study were analyzed using MANOVA test, and shown on Table
4.12:

Table 4.12 A multi variate Analysis of Variance of Difference Scores according to
Between-Subjects Effects

Source SS d.f MS F P
Group-Pre/Post 182,645 1 182,645 0,767 0,382
Error 53081,430 223 238,033
Total 53264,075 224
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In Table 4.12, both groups and all pre-post test results were considered for analyses.
The results of the analyses showed that there is not a significant difference when all
variances were considered together (F = 0,767, s.d = 1, p>.05).

The results stated above clearly shows that no significant difference occu'rred
between the groups after the study according to independent samples t-test and MANOVA.
To understand why the study did not make any difference in students’ achievement, the
results of journals and interviews might also be taken into consideration. Table 4.13 states
the responses gathered through structured journals and interviews about the efficiency of

reflection:

Table 4.13 Responses related to effect of reflection on students’ achievement

Journals N* %
Not beneficial 87 48
Revision and reinforcement 69 38
Expressions of thoughts about the book 13 7
Awareness 12 7
TOTAL 181 | 100

* Total number of the communication units

Some student responses show that reflecting on the book was not beneficial for their
achievement (48%), but it helped them for revision and reinforcement (38%) and helped to
express thoughts about the book (7%). Furthermore, student responses reveal that these
journals helped to gain awareness (7%).

The interviews also show similar results. The responses indicate that filling the
journals in helped some students in revision and reinforcement (75%). On the other hand,
some responses show that these journals did not make any difference in their achievement

of the target structures (25%).
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structure. This helps us to adapt to the course and the structure, and comprehend the
structure more easily.

However, these contexts should be made more clear to the students. Therefore, it can
be assumed that although grammar in context part helps students to identify and .remember
the target structure as well as motivate them to learn the structure, these contexts may be
clarified by taking students’ attention to see these structures in context which shows the
form, use and meaning of the target structure. In addition to this, since these contexts
contain some unknown vocabulary items, in order to make contexts more clear there the
teaching of the unfamiliar vocabulary might be given importance.

Nunan (1998) suggests that the grammar instruction will be more effective in
¢lassrooms where learners are exposed to authentic samples of language and had an
opportunity to see grammar in a natural context. Then, students might be helped to see the
grammar in context part not as an ordinary reading passage but as the language presented
in its natural context. As presenting language in context allows learners to see the natura!
language, and as it is more effective than presenting every rule by means of general
explanation followed by an exercise consisting of a series of decontextualized sentences
{Petrovitz, 1997), students might be aware of the effectiveness of grammar in context.

In the course-book, grammar in context is followed by the grammar presentation part
which includes tables about different forms of the target structure and explanatory notes
which give information about the certain uses of the target structure. One of the students
commented on grammar presentation as:

In my' opinion, it was beneficial for me to see grammar presentation in tables aftér
grammar in context part, where we could see the use of the structure, because it helped me

to comprehend the structure after I saw how it is used.
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It can be assumed that when students are given a chance to see the structure in a
context before it is presented to them, it may help them grasp and reinforce the form and
the use of the target structure easily.

An important aspect of fhe grammar presentation part is that all forms of the téfget
Structure are given in tables rather than formulas (e.g. S+V+O, etc.). Therefore, we may
assume that these tables are effective sources for learners to easily remember various forms
of the target structure. However, journals also reveal that some students think these tables
lead to memorization. This might be because they feel themselves required to memorize
the given forms in the tables. To overcome this, students might be acknowledged about the
function of the tables and reminded that these are not for memorization but for seeing all
forms together.

In addition to this, some student responses show that tables are more effective than
texts. The text here means the one used in the grammar in context part. This might be
because students are not accustomed to see the use, meaning and form of the structure in a
context before presentation, or because they don’t know the function of these tables.
Students might be informed that grammar in context part is not the presentation of the
target structure but rather, it helps to see the language in a context taken from the real-life
situations that they can come across in daily life when they read a magazine article, a poem
or listen to a conversatios.

After the tables where all forms of the target structure is given, explanations about
the usage of the target structure is given in the notes part in the book. This study revealed

that students find notes part effective and helpful for learning the target structures.

Anadolny Dntvrernit~-1
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These might be because the explanations are to the point and helps them clarify the
usage. However, some responses also show that there should be more examples about the
usage of the target structure along with the explanation. One of the students said:

Explﬁnations in notes part are not enough. It should have béén better if there were
examples which were more challenging and helpful in questioning the structure.

Interviews also revealed that more examples are needed. In order to help students
access more examples about different usages of the target structure, extra materials that
include different examples can be brought to the students.

Need for visuals were evident from the structured journals. Visuals here mean charts,
drawings and pictures that show how the target structure is used. One of the students stated
his ideas about the use of visuals as: I think notes part was beneficial but I would prefer if
there were pictures in the examples that help to comprehend the structure easily.

As Canning-Wilson (2001) suggests visuals are effective materials in helping
learners comprehend the target structure more easily. Therefore, notes part can be enriched
by using visual aids.

As for the activities, student responses show that while doing the activities students
also learn new vocabulary items and these activities are also beneficial for preparing
students for the exams they will take. These positive thoughts of students are also in
parallel with the interviews in the way that students think these activities help
understanding the structure. One of the students expressed his thoughts about activities as:

I think activities are ... good in general. I grasped the...the structure totally. Since
there are different activity...activity types, they are also not boring. Also they help to

practice both use and form.



55

We may assume that students are able to see how the target structure is used and

ormed which helps them to comprehend the target structure easily without getting bored.

There are also negative thoughts about the activities. Journals revealed that students
also think these activities are confusing. It may be because they don’t understéﬁd the.
functions of the activities, instructions and may be because they are not accustomed to
different activity types. One of the students said:

Some activities were confusing. For example, sentence completion and scrambled
sentences were so confusing that I did not want to do them. I think I didn’t miss anything
for not doing them.

To overcome this confusion, students may be informed about for what purpose they
are doing these activities and instructions may be made more clear by giving extra
explanations. Moreover, they might be informed about what they would gain at the end of
the activity and how it would be useful for them. Different from the journals, the
interviews revealed that some students find the activities not challenging enough. This
might be because some students need extra activities which are more challenging. The
students who want more activities might be supported by extra activities which they can do
outside the class.

The course-book used in the grammar course includes all skills that are reading,
listening, speaking and writing. This course book gives importance to the mastery of all
skills and it is a course-book which integrates these four skills into the grammar.

As for Reading, there are various types of reading texts in the course-book like
magazine articles, poems, and dialogues. According to student responses in the journals,
topics are important. We may assume that students like the topics which are interesting and

up-to-date. Since this course-book includes reading topics which may take the attention of
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university students, students might be motivated to read the passagés more easily.
Furthermore, the responses indicate that students find reading helpful for learning
vocabulary. Since reading texts are one of the most useful ways of teaching vocabulary,
before reading passages teaching of active vocabulary items may be given importance and
students might be taught how to guess meaning from the context as a strategy. In addition
to these, students stated that there should be more reading passages in grammar. In order
not to distract the curriculum, students who want extra reading in the target structure might
be provided with extensive reading materials that they can read outside the class.

The grammar book also contains listening activities. It is obvious in this study that
students are generally fond of listening activities and they think it is beneficial for them to
hear target structures in natural speech. Some students stated that listening is helpful for
pronunciation. Since FL students have difficulties in pronunciation, listening may be a
helpful way to hear the pronunciation of the words from native speakers. However, some
students think listening is not necessary in grammar. This may be because there is a
separate listening/speaking course. As listening helps with the language development,
these students might be informed that listening in the grammar course can help them use
the language in an efficient way.

As for speaking, the book contains communicative and pair/group work activities.
Since one of the difficulties of FL students is that they don’t speak in English while they
are doing pair/group work, students were asked to write whether they use English or
Turkish in communicative activities. This study revealed that students generally use both
English and Turkish in communicative activities, and they do this because of lack of
vocabulary. To overcome this, the vocabulary items which they will likely to use in a

certain communicative activity (e.g. for ordering food) can be taught. Language
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preparation is also important in communicative activities therefore, students might be made
familiar with the language they are going to use moreover; teachers may carefully prepare
them to speak with each other. Students might be encouraged to use the target language
while speaking, although they make grammatical mistakes as communication is more
important than the correct use of the target structure in speaking. Students might also be
informed that accuracy develops throughout time with the practice of the language aﬁd
they can be encouraged to express themselves in English as much as they can.

At the end of each unit, there is a writing part. Some students think that writing helps
them to use the target structure effectively whereas some others think it is not necessary in
grammar. Since ability to write in English is an important part of language learning the
more the writing is practiced the more it develops, and since writing is a productive skill,
the writing activities at the end of the units might be given as homework then checked by
the teacher or the peers to see whether the target structure is used accurately.

Although pronunciation is not a skill but a language area, there are responses about
pronunciation in the students’ journals. This may be because students perceive
pronunciation as an important issue in grammar. Ability to pronounce the words accurately
is necessary for speaking the language efficiently; therefore, teachers might give
importance to pronunciation. As the role of pronunciation should not be underestimated in
language learning (Thanasoulas, 2003) first of all, teachers might study pronunciation
themselves then they can help learners pronounce the words accurately. Journals show that
students are aware of the importance of pronunciation as speaking and writing is not
enough for using the language accurately but accurate pronunciation is also needed for
using language more effectively. On the other hand, some students think that there is a

separate speaking/listening course in which they can practice pronunciation. As accurate
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pronunciation is also important in the checking of the grammar activities, these students
might be helped to gain awareness of the accurate pronunciation in order speak effectively.

Consequently, since this grammar course-book gives emphasis on all skills, one of
the students expressed his opinions about Skiils in general as:

... I, for example, am not someone who is able to speak a lot in Speaking. In other
words ... I'm shy. But of course to understand Grammar, in other words, tenses and how to
speak, they are beneficial. They are a whole and in Grammar I can see them together.

The last main category is unit structures. In the grammar book the structures which
refer to past the Simple Past tense (unit 3) and used to (unit 4) were given as séparate units
whereas Past Progressive Tense (unit 5) is given together with Simple Past Tense as a
separate unit. As for the Future, there are two separate units in the book: Future Tense (unit
6) and Future Time Clauses (unit 7). Some students think that related structures should be
given separately. It may be because these students are not aware why some structures are
given separately whereas the others were given together. On the other hand, some students
think that related structures should be given together to sce the difference or to prevent
confusion. This may be because students feel they can see the differences between the
structures easily when they see both structures together. One of the students who was
asked to write about why Past Progressive Tense is given with comparative to Simple Past
Tense in a separate unit (Unit 3), said:

Giving them together is more reasonable. If they were separate, they could be
confusing. To be able to identify them, it is more reasonable to give them together.
Learning them at the same time is advantageous in order to compare the structures.

As a result of our findings from the structured learning journals, reflection helped the

teacher to see the course-book from the eyes of the learners which is similar to
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Brookfield’s (2002) suggestion that reflection gives the teacher a chance to see himself
from the eyes of the learners. This chance of seecing the course book from students’
perspectives would be helpful to use the course book more effectively to teach the target
structures. Moreover, reflection can also help us éfeate a student centered atmosphere
when students see that their thoughts and feelings are taken into consideration. Then, they
would become eager to participate in the lesson.

As reflection is found to be a helpful tool for promoting students’ learning (Haigh,
2001; Matsumoto, 1996), second aim of this study was to find out whether reflection
through structured journals makes any difference in students’ achievement of the target
structures. The results of the study show that, reflection did not make any significant
difference in students’ achievement of both Simple Past Tense and Future Tense. It shows
that engaging in reflective practice through structured reflective journals did not help
learners achieve the target structures more effectively. Our results did not conform to
Haigh (2001), and Matsumoto (1996) who found that reflection provokes learning.

When we take students’ responses in the learning journals and interviews (see Table
4.13) into consideration, we see that although reflection is not beneficial to achieve the
target structures, it helped them to revise and reinforce the target structures. Moreover,
students think that engaging in reflection helped them become aware of what they do and
why. This finding conforms to Leung and Kember’s (2003) opinion stating that reflection |
provides learners gain awareness of their actions. Our finding also conforms to the recent
literature which suggests that reflection guides learners to become aware of what they
experience (Lowe and Kerr, 1998; Haigh, 2001; Thorpe, 2000; Bourner et.al., 2000; Gunn,

2000; Matsumoto, 1996).
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Students’ responses also show that reflection helps them to express their thoughts
about the book. This conforms to Dunlap’s (1998) and Moon’s (1999) ideas which
emphasize that reflection is a helpful tool for eliciting students’ thoughts and emotions in
order to arrange effecﬁ&e learning environment.

As a result of all our findings, stﬁdents are generally satisfied with the course-book
used in the grammar course. With respect to their responses, some -arrangements may be
made in order to meet their expectations and needs mentioned in the learning journals.
When we consider our second aim, it can be said that reflection did not help learners to
achieve the target structures more effectively. However, it helped them not only to gain

awareness of their actions but also helped them to express their thoughts about the course

book.



61

CHAPTER V

CONCLUSIONS AND IMPLICATIONS

5.1. Summary

In recent years, reflective practice where learners are engageci in reflecting on their
achievement, performance and learning environment has gained tremendous interest in
both first and second language learning and teaching. Although'many research have been
conducted in reflective teaching area, the number of the research in learners’ reflective
practices are limited.

A research on learners’ reflective practice can help teachers see the learning process
and what goes on inside the language classroom from learners’ perspective and it can also
contribute to the arrangement of effective learning environment with respect to the
learners’ thoughts. In addition to this, reflection can help teachers elicit learners’ thoughts
about the materials used in the courses as well as their thoughts and feelings about their
own learning.

Course book is one of the important materials used in the language courses. Most of
the time teachers use the course book as the only teaching material in the language class. If
learners have negative feelings and prejudices toward the course book it becomes very
hard to do effective teaching. Therefore, learning what students think about the course
book and whether they are aware for what purpose they are doing the activities in the
course book can help teachers select an appropriate course book and arrange the activities

according to the needs and expectations of the learners.
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One way of leading learners to reflect upon the course book is having them keep
learning journals in which learners write what they think about the course book. However,
there is not a published study on having learners reflect on the course book used in the
languége course and there is a need for research on this issue in order to arrange effective
learning environment with respect to students’ expectations.

In this study, the idea of leading students reflect on the course book was taken as a
starting point and the primary aim was to investigate what students think and feel about the
various aspects of the course book used in the grammar course. Secondary aim was to find
out whether this reflection made any difference in their achievement in the grammar
course. For these purposes 57 lower intermediate level student in the School of Foreign
Languages in Anadolu University were taken as the subjects of this study. 29 of them were
in the control group and 28 of them were in the experimental group. A pre-test for Simple
Past Tense and a pre-test for Future Tense were used to determine whether the students in
the experimental and control group had the same level of knowledge about the mentioned
target structures. Results of the t-tests did not show any significant difference between the
control and the experimental groups, therefore, the study was conducted with these groups.

During the study, the experimental group wrote structured learning journals which
consist of questions that helped them to reflect on the course book after each grammar unit
was completed. These journals also helped them to interrogate for what purposes they are
doing the activities in this course book. At the end of each learning journal, they were
asked to write whether answering the questions in the journal made any difference in their
achievement of the target structure that the unit covers. Ten randomly selected students
were then interviewed. These students were asked to express their thoughts and feelings

about the course book and the reflection they were engaged in. Students in the control
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group were neither exposed to write structured learning journals nor asked to participate in
the interviews. Both experimental and the control group were given post-tests, which cover
the target structures about the past and the future tense, in order to see whether reflection
made any diffefence in their achievement of these target structures, at the end of the units.

After the collection of the structured journals from 28 students in the experimental
group, they were analyzed according to the Constant Comparative Method to determine the
communication units in these journals. These communication units were then contrasted
and compared to bring similar responses together and categorized under five main
categories. These five main categories are: grammar in context, grammar presentation,
activities, skills and the unit structure.

Interviews were transcribed, and analyzed according to the Constant Comparative
Method. The same analysis procedure in the structured journals was followed to determing
the types of responses derived from the communication units. These responses were then
brought under five main categories which are mentioned above. The pre/post tests of both
control and experimental group were analyzed by using t- test and MANOVA to see
whether reflection made any difference in students’ achievement.

This study revealed what students thought about grammar used in context, grammar
presentation, activities in the course book, skills integrated in grammar, unit structures and
the reflection they were engaged in. The results of this study indicate that reflection did not
make any difference in their achievement of the target structures. However, it helped
students develop a critical look towards the course book used in the grammar course as
well as helping them to reinforce and revise the target structures. Furthermore, the analyses
of the structured journals and interviews showed that reflection helped students question

the purposes of what they did while they are doing the activities in the course book.
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5.2 Conclusions Based on the Analysis of the Results

This study aimed to find out what students think and feel about the grammar course
book through reflection and whether this reflection made any difference in their

achievement of the target structures in the grammar course.

What do students think about the grammar course book?

As a result of the analysis of the students’ responses in the structured learning
journals, we may assume that students are generally fond of the course book used in the
grammar course. Students think that grammar in context helps them to see the use and
form of the target structure but for learners’ to understand the texts in this part there may
be given emphasis on teaching of the vocabulary items that are unfamiliar to them in the
texts. For the grammar presentation, students might be exposed to more examples about
the target structures with the help of visual aids. Activities are generally found beneficial
for the students to comprehend the target structures, but to prevent confusion instructions
might be made more clear for them to understand. Moreover, students might be informed
about the aim of the activity types they are not familiar with. As for skills, the book
integrates all of them and students generally agreed that all skills should be included in the
grammar course. Asking students whether they know why some structures are given

separate or together, we tried to guide them to develop a critical look towards the course

book.
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Does reflection make any difference in students’ achievement in the target

structures?

The results of this study show that reflection did not make any diﬁ’erénée in stﬁdents’
achievement of the target structures. Both pre/post test results and students’ responses in
the structured journals and the interviews indicated that engaging in reflection did not
make any significant difference in students’ achievement. However, the results of the
analyses of the learning journals and interviews indicate that reflection helped students to
examine the course book critically and interrogate the purposes of what they did.
Reflecting on the course book also helped them to make a revision of what they did.
Students’ responses revealed that reflection was beneficial for them to reinforce the target
structures and it enabled them to determine the differences and similarities between certain
structures.

According to the results of the study, it is obvious that reflective practice can help
learners develop critical thinking and gain critical awareness about why they do certain

activities.
5.3 Implications

Although we have a small sample size in this study, leading learners reflect on the
grammar course-book has certain implications for teachers and course developers. First of
all, as reflection gives the teacher a chance to learn what students think and feel about the

course-book, it can help teachers to see the course-book from the learners’ perspectives.
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Then, teachers can make arrangements about the course book in order to create a more
effective learning environment.

Sometimes we can hear teachers complain that students often do not want to do the
activities and are not fond of the course-book. In this situation, first of all a teacher s‘houid
learn why his students are feeling in that way. Guiding learners engage in reflection can
help the teacher produce solutions to overcome such problems. Similarly, course
developers can select and develop appropriate teaching materials with respect to students’
expectations and needs by leading them to reflect on the materials. Moreover, the materials
used in the classroom may be revised and developed into effective learning materials as it
is the learner who benefits from them. Therefore, if we are to expect our learners become
effective learners, then we should not underestimate their feelings and thoughts.
Furthermore, as the classroom cannot be thought without the students, giving attention tc
what they think can help the teacher communicate with them more easily by taking their
feelings and thoughts into consideration.

Another implication is that, reflection helps students become aware of what they do
and why as “it is helpful tool for learners to become aware of their experiences and
purposes underlying their actions” (Brookfield, 2002).

Another major implication is that through reflection it is possible to design an
atmosphere where students would feel themselves valuable as their thoughts and feelings
are taken into consideration by the teacher. As reflection is found to be a beneficial way of
eliciting students’ thoughts and feelings, then it can become a first step in the way to create
learner-centered classrooms. |

Another more far-reaching implication is that, reflection can be considered as the

crawling stage in the way to become autonomous learners. However, learners cannot
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become autonomous all of a sudden. They should be guided and helped to take the
responsibility of their own learning. As Matsumoto (1996) suggests reflection through
diary-keeping, questionnaires and interviews can help learners to capture the leadership of
their L2 learning processes to become autonomous learneré. Thefefore, having learners
engage in reflection can serve as a basis for them to become fully autonomous. If reflection
is made an ordinary element of the curriculum, then students would gradually follow the
way up to autonomy.

As a conclusion, in order to let students benefit from the reflective practice, teachers
should encourage them to express their thoughts and feelings. Moreover, students should
be led to understand the value of reflection as it is also a tool for getting aware of what

they do and why.
5.4 Suggestions for Further Research

Results of this study indicate a number of areas that need further investigation. First
of all, as this study was conducted on Lower-Intermediate students, there need to be made
other studies on other levels as well.

Moreover, this study was limited to learn about the students’ feelings and thoughts
about the grammar course, so such a study may be conducted on other skills (courses).
That is the materials developers may consider the results of this study and they can apply
such a study in other courses.

Furthermore, as this study covered two different grammar structures, and the results
were generated, other studies might be held on other structures. This expanded study may

help teachers to see what students think about the course-book they are using.
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Another suggestion for further research is that, since the students were not trained
about reflection in this study, other studies can be conducted by giving training the
students and then testing them to see if there occurs any difference in their achievement.

Additionally, since this study was done to learn about students’ feelings énd thoughts
about the Grammar Course-book they are using, other studies can be done on the course
itself, or the technique used in the classroom.

The last suggestion for further studies is such reflective journals and other reflective
data collection techniques may be made a part of the curriculum on the way to develop the

curriculum to meet the needs of students, teachers and the school they are used at.
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APPENDIX A-1

Part A. The story below is from Jack’s diary from the last week. Complete his diary

by using the past forms of the verbs in order to learn what happened last week in
Jack’s life. (25x2=50)
16 Sept, 2002
Thursday
.......... (leave) the house with

only 1 hour to spare before the plane .......... (to be) due to take off. Luckily there........ (to
be) very little trafficand I .......... (arrive) at the airport with 30 minutes to spare. I ..........
(check) in at the gate and .......... (go) for a coffee. Just as I .......... (sit) down , the
announcer .......... (call) my flight. I .......... (drink) my coffee quickly, too quickly in fact as I
.......... (spill) some on my shirt. I .......... (follow) the sign to the departure gate and ..........
(go) through passport control. I.......... (sit) down in the departure lounge. It .......... (to be)
full of teenagers, obviously a school trip. They were making a terrible noise. And then I

.......... (hear) that terrible announcement, the one you don't want to hear. There .......... (to

(contain) only water. At that moment, the hostess .......... (announce) that the plane was

delayed because of bad weather.

Part B. Combine the pairs of sentences use the Simple Past Tense or The Past
Progressive form of he verbs. (9x2=18)

1. I sat in English class.
The earthquake struck.
when

2. The earth moved.
The lights went out.
When

3. The electricity went out.
We reviewed the simple past tense.

while

4. We sat in the dark.



My heart beat very fast.
While

5. We went outside.
The earth stopped moving.
when

6. We stood in the yard.

The school principal came out.
While

7. Many parents arrived.
Principal spoke to the students.
while

8. I felt released.

1 saw my father.
When

9. My father and I drove home.
We saw the damage from the earthquake.
while
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Part C. Write the underlined information in a different way, using a form of used to.

(6x2=12)

1. In the nineteenth century, most women didn’t go to school.

2. Before trains and cars, people didn’t travel very much for pleasure.

3. Before television, people told stories and played games in the evening.

4. Ahmet played basketball last year and the year before, but he doesn’t play anymore.

5. Ali wrote articles for the school newspaper when he was a first year student, but he

doesn’t have time this year.

6. In the past, we never worried about time, but now we always feel in a hurry,

Part D. Write Five (5) of your past habits that you no longer have. (5x4=20)




A
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Thank you for your participation!!!
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APPENDIX A-2

Part A. Circle the most appropriate form to complete each sentence. (10x3=30)

1. A: What are we going to do/will we do today? It’s too cold to go outside.
B: Let’s play cards.

2. A: Do you have any plans for this weekend?
B: Yes, we do. We are going to go/we will go camping.

3. A: I feel strange. I think I’'m going to be/I will be sick.
B: I’ll pull over and stop the car.

4. A: What do we need for dinner?

B: We need some chopped meat. I’'m going to make/l will make spaghetti sauce
tonight.

5. A: Martina and I are studying/study for the test everyday next week.
B: That’s a great idea.

6. A: What time does the sun rise tomorrow morning?
B: Tomorrow the sun rises/is rising at 5: 10.

7. A: Do you have any predictions about next year’s election?
B: I think Brown is winning/will win.

8. A: There is a time-management seminar next week.
B: Really? I think I’m going to go/I’ll go. I missed the last one.

9. A: Do you have any plans for the fall?
B: Yes. Didn’t I tell you? I’m going/I’ll go to Mexico for a semester.

10.  A:1didn’t understand the grammar we did today.
B: Don’t worry. Soon You will understand/you are understanding it.

Part B. Complete the sentences with the correct form of the verbs in parentheses. Use
“will” where necessary. (10x4=40)

1.1 (fix) that leaky faucet when 1 (get) home
tonight.
2. Ron (not leave) here until you (call).

3. When Hasan (receive) the contract, he (send) you a copy.
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4. We (send) a repair person as soon as someone
(be) available.
5.1 (listen) to your tape while I (drive) to work
tomorrow.
6. Jack (feel) better after he (take) a nap.
7. The nurse is going to weigh you. After she (weigh) you, she
(take) your blood pressure. -
8. By the time you (finish) this course, your grammar
(be) excellent!
9. Bill (not come) until he (ﬁnish) his English homework.
10. When we (see) the neighbors tonight, we (tell)

them the news.

Part C. Complete the advertisement below using the correct form of the verbs in

parentheses. (9x2=18)

Shadybrook Retirement Village

What you (do) when you (retire)? Where
you (go) when you finally (have) all that free time?
By the time you (turn) 65, you probably (want) to make
some major life changes. Here at Shadybrook Retirement Village, you (enjoy)

swimming, tennis, golf, and much more. Come and see for yourself. After you

{visit) us, you (not want) to leave!

Part D. Think about your dream house of the future. Write 4 sentences describing

your dream house. (4x3=12 Pts.)
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APPENDIX B-1

Sevgili Ogrenci:

Asagidaki sorular gramer dersinde kullanilan kitap hakkindaki diisiincelerinizi‘
6grenmek igin hazirlanmustir. Bu sorulara vereceginiz igten cévaplar ders kitabmnin daha etkin
bir gekilde kullanilmasi i¢in yol gdsterecektir. Sorulara vermis oldugunuz cevaplar kesinlikle
ders notunuzu etkilemeyecektir. Liitfen sorularin igerdigi konular hakkinda biitiin
diigiinditklerinizi yaziniz.

Vakit ayirdigmiz igin tesekkiirler.

Smif: ..... '{r)' ........

Unite 3: Simple Past Tense

1. “Simple Past Tense” yapismnm kitapta dncelikle bir parga ic;inde verilmesinin sizce sebebi

nedir‘7 Verilen okuma pargasinin konuyu daha iyi anlamanizda bir etkisi oldu mu? Nasil?
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islenmesi sizce gerekli mi? Bu tablolar sizin daha iyi anlamaniza yardimei oldu mu? Bu
yap1 daha bagka nasil verilebilirdi?
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4. Sayfa 24’te yer alan bosluk doldurma aktivitelerinin ne gibi bir faydas: oldugunu

diislinliyorsunuz? Bu tiir aligtirmalari sever misiniz?
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5. Sayfa 27°daki “Listening” aktivitesinin gramer yapisini §grenmeniz i¢in gerekli oldugunu
diistiniyor musunuz? Onceki okul hayatimuzda (flkokul, Ortaokul, Lise) gramer
derslerinde bu tiir dinleme aktiviteleri kullandiniz mi? Bu sizin i¢in tamamen yeni bir sey
mi? '
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6. Yukanidaki sorular1 cevaplamak “Simple Past Tense” yapisimi Ogrenmenize bir katk:
saglad1 m? Nasil?
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APPENDIX B-2
Sevgili Ogrenci:

‘.
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6grenmek igin hazirlanmustir. Bu sorulara vereceginiz igten cevaplar ders kitabinin daha

etkin bir gekilde kullanilmast igin yol gésterecektir. Sorulara vermis oldugunuz cevaplar

~ kesinlikle ders notunuzu etkilemeyecektir. Litfen sorularin igerdigi konular hakkinda

biitiin diistindiiklerinizi yaziniz.

VANl ay rd1giuns 1§ ul Leyehndoier.

Smif: ...... \ } ........ -

I

Unite 3: Simple Past Tense

O S
YA

1. “Simple Past Tense” yapisinin kitapta oncelikle bir parga iginde verilmesinin sizce
sebebi nedir? Verilen okuma pargasmin konuyu daha iyi anlamanizda bir etkisi oldu

mu? Nasil?
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islenmesi sizce gerekli mi? Bu tablolar sizin daha iyi anlamaniza yardimei oldu mu?

Bu yap1 daha bagka nasil verilebilirdi?
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4. Sayfa 24’tc ycr alan bosluk doldurma aktivitelerinin ne gibi bir faydasi oldugunu

distinityorsunuz? Bu tiir alistirmalari sever misiniz?
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5. Sayfa 27°daki “Listening” aktivitesinin gramer yapisim &frenmeniz igin . gerekli
oldugunu diisiinliyor musunuz? Onceki okul hayatinizda (ilkokul, Ortaokul, Lise)
gramer derslerinde bu tiir dinleme aktiviteleri kullandiniz mi? Bu sizin i¢in tamamen

lﬁ"'-r}n 54¥.-<«'>-? veni bir sey mi?
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6. Yukaridaki sorulart cevaplamak “Simple Past Tense” yapisii 6grenmenize bir katki

sagladi mi? Nasil?
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APPENDIX B-3

Sevgili Ogrenci: _

Asagidaki sorular gramer dersinde kullanilan kitap hakkindaki diisﬁﬁcelerinizi
ogrenmek i¢in hazirlanmgtir. Bu sorulara vereceginiz i¢ten cevaplar ders kitabmim daha
etkin bir gekilde kullamlmas igin yol gdsterecektir. Sorulara vermis oldﬁgunuz cevapla.r‘
kesinlikle ders notunuzu etkilemeyecektir. Liitfen sorularn igerdigi konular -hakkinda
biitiin diigtindiiklerinizi yaziniz. ' |

Vakit ayirdiginiz i¢in tegekkiirler.

| Simf:

..................

Unite 4: Used To

1. “Used To” yapisimn kitapta Oncelikle “FAQ about Jeans” pargasi iginde verilmesi
hosunuza gitti mi? Bu okuma pargasmnin “Used to” yapisimn kullanimini anlamaniza

bir faydasi oldu mu? Nasil?
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2. Islenen “Used To” yapist sizce neden ayr bir {inite olarak verilmekte? “Simple Past
- Tense” yapist ile b1r11kte verilse daha m1 iyi olurdu"
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3. “Focused Practice” kismmnda parga igerisinde gramer yapilarin1 bulmak size yapmin
nerelerde kullanilacag: ile ilgili bir fikir verdi mi?
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4. Sayfa 33’te yer alan resimler hakkindaki bogluklar: doldurma aktivitesinin ne gibi bir

faydasi oldugunu diisiiniiyorsunuz? Bu tiir aligtirmalari sever misiniz?
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5. Sayfa 35°teki “Then and Now” aktivitesini yaparken partnerinizle Ingilizce konugtunuz
mu? Tirkge kullandlglmz zamanlar oldu mu? Neden?
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6. Yukandak1 sorular1 cevaplamak “Used To” yapisin ogrenmemze bir katki sagladi mm?
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APPENDIX B-4

Sevgili Ogrenci:

Asagidaki sorular gramer dersinde kullanilan kitap hakkindaki diisiincelerinizi
6grenmek icin hazirlanmistir. Bu sorulara vereceginiz i¢ten cevaplar ders kitabinin daha etkin
bir sekilde kullalmas: i¢in yol gdsterecektir. Sorulara vermis oldugunuz cevaplar kesinlikle
ders notunuzu etkilemeyecektir. Liitfen sorularin igerdigi konular hakkinda biitin
diisiindiiklerinizi yaziniz.

Vakit ayirdiginiz i¢in tegekkiirler.

Unite 4: Used To

1. “Used To” yapisinin kitapta oncelikle “FAQ about Jeans” pargasi iginde verilmesi

- lcQ hosunuza gitti mi? Bu okuma par¢asinin “Used to” yapisinin kullanimini anlamaniza bir
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e faydasi oldu mu? Nasil? v
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: 4. Sayfa 33’te yer alan resimler hakkindaki bosluklari doldurma aktivitesinin ne gibi bir

— - faydasi oldugunu diistiniiyorsunuz? Bu tiir alistirmalari sever misiniz?
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APPENDIX B-5
Sevgili Ogrenci:
Asagidaki sorular gramer dersinde kullamlan kitap hakkindaki diistincelerinizi

~

6grenmek i¢in hazirlanmigtir. Bu sorulara vereceginiz igten cevaplar ders kitabinin daha etkin
bir sekilde kullamlmas: igin yol gdsterecektir. Sorulara vermis oldugunuz cevaplar kesinlikle
ders notunuzu etkilemeyecektir. Liitfen sorularin igerdigi konular hakkinda biitiin
diistindiiklerinizi yaziniz. |

Vakit ayirdiginiz igin tesekkiirler.
Unite 3: Past Progressive and Simple Past Tense
1. “Simple Past Tense ve Past Proggressive” yapilarinmn bir par¢a igerisinde degil de bir

dialog icerisinde verilmesi hogunuza gitti mi? Bu diyalog sayesinde bu yapilari birbirinden

$i o3 ~C Sayirt edebildiniz mi?
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Lo\ 2. Sizce “Past Progressive” yapisi neden tek bagina degil de “Simple Past Tense” ile
C birlikte islendi? “Past Progressive” yapisi tek basina verilse daha mu iyi olurdu?
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3. Sayfa 4?dek1 “Discover the Grammar” aktivitesinin daha 6nceki {initelerdeki “Discover

0 A:l {: " e @tshe Grammar” aktivitelerinden aywran nedir? Bu initedekinin daha yararl oldugunu
—~ ... -~digiiniiyor musunuz? Neden?
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4. Sayfa 42 ve 43’ teki “A traffic Accident”, “Answer carefully” ve “Blizzard” aktivitelerini
M‘:‘\g yaparken hangi yapiy1 kullanmamnz gerektigine karar vermekte zorlandimz mi? Neden?
T
-,t'!.GJ.’Y ?301)_3\;@(\«:\& 1or\qnd\a}w\ o\é\) ﬂq\a\ D GMekk\ %o;: W h\m O\c\
£_ (Q- rak ANT *C\MQ“’\\ kAl \r\c (\r\n\c\q ) OY\A X LC\\)(\Qk \andh, Blede x_m_&

L( C.I"J' ,;'\ \< a2z C\b\\A\C« \\3\\\ Q&Xf\\) ‘\'e \b\fO'L LC\( \3*-\ y O %Qzag(\ A\k\:m\‘\m
998\9!-:4 s> pek \lc(tMe.s\\M. .
v A

L,

S. ‘;Listening” aktivitesinin &nceki tinitelerdeki “Listening” aktivitelerinden farkh olarak
\,( LS resimlerle verilmesi sizce daha mi iyiydi? Dogru resmi segebilmek i¢in islenen yapilar
. ) arasindaki farki bilmeniz 6nemlimiydi? '
Y &L)

¢ ortd E\m)r \m:\q\ ahghrra  olursa o\s\.m, res\m\ olmasi her zama

I\\@dk[@xc‘q\\a \5\: %U. c\\§\T\\"W\QAo\ Aog’f\r redim _sf.-o\ek\\f\'\c‘: lghn Leser

_Q’/JJVL)- \e_ 2 ap \\Q( at C\S\r\ & ':\\'(\ ‘\-df\&\ E MC¥ ‘k ta\!\\ |\K\e a ngm\"ga; .

6. Yukaridaki sorular1 cevaplamak “Simple Past Tense” ve "Past Proggressive Tense”

!N/) yapilarmni 6grenmenize bir katki sagladi m1? Nasil?

\Q-lﬂ 5‘5rer\w\ery\e_ Ae%ﬁ\ ama  daha '\'é\\ KC\V"G/"\&W\C\ _‘3’:\"3“““ Q\A\ﬁ&j

@ 'J(C\ Ny 503\2\SQ\'Q\\'1\W\ V \\Q \\OCOVY\ kn % Len\of\ »\G_%UMC\ 1{*\‘" ag)
\Q’Q_A r‘o.>\ Aonuﬁ 3'32 C\*r«\\' o\dum .

SYEY
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APPENDIX B-6

Sevgili Ogrenci: |

Asagidaki sorular gramer dersinde kullamilan kitap hakkindaki dﬁﬁﬁcelerinizi
6grenmek icin hazirlanmigtir. Bu sorulara vereceginiz igten cevaplar ders kitabimin daha
eﬂcin bir gekilde kullanilmasi igin yol gésterecektir. Sorulara vermis oldugunuz cevaplar
kesinlikle ders notunuzu etkilemeyecektir. Liitfen sorularin ‘ic;erc‘liéi konular hakkinda
biitlin diisiindiklerinizi yaziniz. o

Vakit ayrdifiniz i¢in tesekkiirler.

| Siuf:

Unite 3: Past Progressive and Simple Past Tense

1. “Simple Past Tense ve Past Proggressive” yapilarmmn bir parca icerisinde degil de bir
dialog igerisinde verilmesi hosunuza gitti mi? Bu diyalog sayesinde bu yapilan

birbirinden ayurt edebildiniz mi?
“labiks , porca. gib7 sibct olmad . Hemen: hemien hepsTat &jl/(f '

etdim.
s /‘/(:’ TL é;'...""f'f -

i
— ! c ]

. 2. Sizce “Past Progressive” yapisi neden tek bagina degil de “Simple Past Tense” ile

birlikte islendi? “Past Progressive” yapisi tek bagina verilse daha mu iyi olurdu?

Conld bou 16 2omm brrbrrrt/lz.-bagl'mal.yg(’._.ymr.
édrr&\la/r‘ qok;ﬁ’@? 1Gin birlTL%e; : T(flenrrwe;f udgmdu, o
Aesinlitle qyr agri Tlenmomest gerehil |
3. Sayfa 41’deki “Discover the Grammar” aktivitesinin daha nceki imitelerdeki

“Discover the Grammar” aktivitelerinden aywan nedir? Bu {initedekinin daha yararl
“oldugunu diistintiyor musunuz? Neden?

Holielobra i¢leut olc:b%l?/.Doho \yorofll olabrli/. CdnkS  sinoV
sorulartno \(pthr\hb boyonmomizt SAGliyor  bu Hor SO(ulof -
 Aligkoalie  koaanmale i%7a Tyiydli

—_— ,"‘(4-‘:/.4;/. ‘



4. Sayfa 42 ve 43’ teki “A traffic Accident”, “Answer carefully” ve “Blizzard”
aktivitelerini yaparken hangi yapiy1 kullanmamz gerektifine karar vermekte

zorlandiniz mi? Neden?
" Dodonmodin oo lou ohduitenin rasianler T pi/ax Sotma

ve kerisik gibr geld bona?)

5. “Listening” aktivitesinin 6nceki iinitelerdeki “Listening” aktivitelerinden farkh olarak
resimlerle verilmesi sizce daha mi iyiydi? Dogru resmi se¢ebilmek i¢in islenen yapilar
arasindaki farki bilmeniz 6nemlimiydi?

Toctt bl dngulr Habl o7, digerlert deho. TyTydlr.
— /-0 |
- {’9 ‘f,’f'l‘-t»" S e st ited V/j;\‘,//
6. Yukaridaki sorulart cevaplamak “Simple Past Tense” ve “Past Proggressive Tense”
yapilarini 6grenmenize bir katk: sagladi mu? Nasil?
| Ho\yl( ' ,’ .
~— /(,/O o



APPENDIX B-7
Se vglll Cc

Asagidaki sorular gramer dersinde kullamilan kitap hakkindaki distincelerinizi
68renmek icin hazirlanmustir. Bu somilara verecediniz icten cevanlar derg Litabinin daha
etkin bir gekilde kullanilmas: i¢in yol gdsterecektir. Sorulara vermis oldugunuz cevaplar

kesinlikle ders notunuzu etkilemeyecektir. Liitfen sorularin icerdigi konular hé.k,kmda

biitiin distindiiklerinizi yaziniz.
Vahii dy kd1g1014 G tegekadrier.

Smf: 43

------------------

Unite 3: Future Tense . . )

1. Sayfa 46’daki okuma pargasmda “Future Tense” ile ilgili yapilarin farklarini kolaylikla
avirt edebildiniz mi? Nasil?
h) Heos forlh yertuade Lullaatmigiordl o gltden gardnnes o\dw Qv
kjf&d‘ Gt paa teinda hepdtnt adrdaca dole- toled Oidy Banir VL,
o raaclomnt, old.an, )

(‘.‘.Tcikg;

2. Sayfa 49 ve 50° deki “Notes” kisminda verilen agiklamalar sizce yeterli mi? Verilen

omekler Gelecek Zaman i¢in kullanilan yapilar: ve bunlarin farklarini anlamaniz igin

yeterli oldu mu? Daha farkli olabilir miydi? Nasil?

QAC‘/\ Acilennater bua ve net | bores gererk, Yofa cormtirsims, Acre

;‘“Mucr beea, c\o‘vﬁo_gcg. olaAD M , 0NN p_u.g,\.o\ \..L o, Ne cedar

GOk Seral g8k © bede iyl orlgevt - Futre. fconde. bir d3rl 2awnes

Jd le
v/ . \ . - - \ \Q‘ . \ S ‘,;;‘\Lg_
XQ*‘}ILQ) udloni\dipr iepm balkl Cesimliolor ~ Srae\de™  olemlic | g oim

ulcli b& Aol .04 érmb ~~~£$_;,c.g,_u\m(-c. o\wr,

vrd 3..Sayfa 50°de: yer»:«,llanl Pronunmatlon Note ~kismu“sizce gerekli mi? Gramer dersinde

telaffuza Snem venlme51 gerektlgml dﬂsﬁnﬁyor musunuz?

ool ) Bu.rr\"‘ \—v\q.p(..,w._ Al sonAn o

i Y
O girdes boree OWaM | grorarde degeaiiye (Enll

‘.. (3
Lorts AMLODRA DA
— ~ 7 .
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L2

va KA°
L3 Y e ¥

Q'\" 8] <’)
PRl ey

p‘ birisinin ayr1 -aligtirmalarla ¢alisilmas: hosunuza gitti mi? Bu yapilarin hepsini
0. ¢

E kapsayan aligtirmalar olsa daha mi iyi olurdu? Neden?
AHN0 Sl g
e Ruars— \:qtd?.sd‘\ S, beaw.. Yo ploimiaslt alysieasa dola b olaualiady
0 ~ - - ' e

gL 0 Zerns. Lol OumsgeBNgong  Q ylidesr we Lale-dan OS¢

IR o

) AQ"‘"'(.D\’— PRSI drplen  leBrgdasena  qaeee olaasd ch‘r_\ P-UTV-

i LTl
”~
"’W"(ij -

~

Srred €\
4

S%cwn, HAT e

saglad: m1? Nasil bir katki sagladi?

>, &\t

AY
SERRRRTN éue,):- Lirar Seaslad., Ad. waoidtya,ls, cl\.-:g,, e ®~ 1l DA U,
. . > SO z
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”5. Yukaridaki sorulari cevaplamak “Future Tense” yapisini daha iyi 6grenmenize bir katk: -
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- APPENDIX B-8

Sevgili Ogrenci: : .

Asagidaki sorular gramer dersinde kullamilan kitap hakkindaki diigiincelerinizi
ﬁgremﬁe_k i¢in hazirlanmigtir. Bu sorulara vereceginiz igten cevaplar ders kitabinin daha
etkin bir gekilde kullamilmasi i¢in yol gosterecektir. Sorulara vermis oldugunuz cevaplar
kesinlikle ders notunuzu etkilemeyecektir. Lutfen sorularm igerdigi konular “hakkinda
biitiin diislindiiklerinizi yaziniz.

Vakit ayrdimiz igin tesekkiirler.

Sinuf:

..................

Unite 3: Future Tense

1. Sayfa 46°daki okuma par¢asinda “Future Tense” ile ilgili yapilarin farklarmi kolaylikla
ayirt edebildiniz mi? Nasil?
$Fuet | Aera dha Sreeden bf%cr colram  hem de

\bou&u renide  bastlmis olmag, Qytr*/'- edebimere \y:TV‘CrIImCI

2, Sayfa 49 ve 50° deki “Notes” kisminda verilen agiklamalar sizce yeterli mi? Verilen
omekler Gelecek Zaman i¢in kullamlan yapilar: ve bunlarin farklarim anlamamz igin
yeterli oldu mu? Daha farkh olabilir miydi? Nasil?

- Jetertt e\é‘ai\ ' daiy jdcglla ve daha ace.ldj‘rl‘cf.

Clﬂlblclt’cgjmla,l dohu \5,\ @Op\gu[(,,m,m,aJ ddf‘[a; el
Srnoble isgdi s &P olurde. . ¢ .

3, Sayfa 50°de yer alan “Pronunciation Note” kism: sizce gerekli mi? Gramer dersinde

telaffuza 6nem verilmesi gerektigini diislintiyor musunuz?

Fuet \c;erful‘ bir eyt %‘refdl”"ﬂ}n)&de dam ve "
her @d’néﬂd le  dg0 renme.,m?{( ff’“"?’é-m |
— e/ P~ . =
— s 4ol cove ol He Cp cesf o f Ly,
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4, Sayfa 52, 53 ve 54’ deki ahgtirmalarda gelecek zaman igin kullanilan yapilarin her - =

birisinin ayri allstlfmalarla ¢alisilmasi hosunuza gitti mi? Bu yapilarin hepsini

kapsayan aligtirmalar olsa daha m iyi olurdu? Neden?

~Fved  hepsia! va&aaah ~alebirmalarda Aena’l'm/'?..y“
dare Iyt gluelollu‘r‘;al,

— &Aac//c// Sy sy Mo (-'/ Lt @ gl

5. Yukandaki sorulari cevaplamak “Future Tense” yapisim daha iyi 6grenmenize bir katka
sagladi mi? Nasil bir katki sagladi?
sa'g(lmm_
» _

— 7,
.-’w‘ C::)
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APPENDIX B-9
Sevgili Ogrenci: '
Asagidaki sorular gramer dersinde kullamilan kitap hakkindaki diisiincelerinizi

6grenmek igin hazirlanmugtir. Bu sorulara vereceginiz igten cevaplar ders kitabinin daha

etkin bir sekilde kullanmilmas: igin yol gijsterecektir. Sorulara vermis oldugunuz cevaplar
kesinlikle ders notunuzu etkilemeyecektir. Liitfen sorularm igerdigi konular hakkmda
biitiin diistindiiklerinizi yaziniz. ' "
Vakit ayirdiginiz igin tesekkiirler.
Simf:

..................

Unite 3: Future Time Clauses

1. “Future Time Clauses™ konusunun bir dnceki iinitedeki “Future Tense” ile birlikte degil

de, ayr bir {inite olarak verilmesi sizce faydalh mi? Neden?

’dz‘:’é‘m/{u’ .ZF-a,deQ,l quuki diger konunla br(’c ll:ic ' Buawasi

¢,
ﬁ'/(/’f p/’ dl«lﬁllhu\.\r(f‘ (/Or (S’hr( Qﬂb (}Ojf 0(( g(}‘ﬁk‘.ﬂc ' 'V;tA f-"g‘f(}b’/t
7!/1/1 g»\(ruf',n D1 dal o aiadd. G
2. ¢ i

2, Bu iinitede islenen yapilarin anlatim hosunuza gitti mi? Verilen 6rnekler konuyu
anlamaniz igin yeterli miydi?

A 1 /I i 7N A Al ,‘, : ‘. 4 ] P Pl s
heg’ '(”%!// pledns ey Celivar by e, 1 C By g le Gor n.2fe ;,_,'ﬂd, ‘
"6/07 ' ~ ¢

QOTh ~6)(/.77 "’f

3. Sayfa 61°deki goktan segmeli alistrma hosunuza gitti mi? Neden?

Evet . qivlud WP' gann ko dfanin Qa.ﬂm omlowncle.
bu, ofls‘htWC\f%q dahe, ogay
-— )!0 waéq/,,/f& WQ/
Vie /;[/:l Cgf,w
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4. Sizce Gramer dersinde “Writing” aktivitesi olmali m1? Neden? bu tiir aktiviteler size

faydal oluyor mu?
- P ) | _ ..
Evet  qunku dhf;‘{‘\rff‘lf.\f:‘.;l “Zaran ke romlanne Lelirncle
\()"’TC VU-: rdu . '

\.LJ’

—/)écd’f({/y f‘u J‘A.:-'(,c/ 7’1"6 i/‘fvv -6')?‘9 .

5. Yukandaki sorulari cevaplamak “Future Time Clauses™ yapisini daha iyi 6frenmenize
bir katki sagladi m1? Nasil bir katki sagladi?

Ao 4’~b\9\_r G leatie -Jf’glqmodt-
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APPENDIX B-10

Sevgili Ogrenci: .

Asagidaki sorular gramer dersinde kullamilan kitap hakkindaki diisiincelerinizi
ogrenmek i¢in hazirlanmugtir. Bu sorulara vereceginiz igten cevaplar ders kitabmimn daha etkin
bir sekilde kullanilmas: i¢in yol gésterecektir. Sorulara vermis oldugunuz cevaplar kesinlikle
ders notunuzu etkilemeyecektir. Liitfen sorularin igerdigi konular hakkinda bitiin
diistindiiklerinizi yaziniz.

Vakit ayirdiginiz igin tegekkiirler.

.................

Unite 3: Future Time Clauses

1. “Future Time Clauses” konusunun bir 6nceki iinitedeki “Future Tense” ile birlikte degil de,

s ayr bir linite olarak verilmesi sizce faydali mi? Neden?
4 _ - /o / , )
5 Z:/n/:g £ ,// Py (.’é Z_a 70 é/’/ p/,fi o /‘f///r/a.é //‘ A,z// /,/C
. B . Y s 4 A - .
N o Ve f}e— ; /)7// o’y/r 0./a/’ Cee /)' '—f/ R -/.>—-,_:~,’ ;:'?5),/@ L. »’fy},e |
L« o e f W
ot
el
DA J@ d? '::;:L/\\/.f .
/%7737 Bi tinitede islenen yapilarin anlatimi hosunuza gitti mi? Verilen &rnekler konuyu

anlamaniz i¢in yeterli miydi?

o Lert cobk poael orlatyody frpe dhe froe ol
St col_plto i1/ oo .
aMlec T '
3. Sayfa 61°deki ¢oktan segmeli aligtirma hosunuza gitti mi? Neden?
T

[ L:(/{if///" (Dé/f f‘?;"”?/' Pl S Hf rrs L ‘o 5’/&/41,»
: Y 9/7/0// Q ;?//"”' Frs /:/’4’01 0”':";.. /é’fﬂ':'.,// /:;4M/ / ,

¢6¢ Japortbon Tl ettt ol

)] H\Q AD‘///;(\& i .

DYOMS
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5l 4. Sizce Gramer dersinde “Writing” aktivitesi olmah m1? Neden? bu tiir aktiviteler size
QU H faydali oluyor mu?

wﬂ‘-&'\;p (;?// Cyﬂé éo!/[u/? O f‘/’/L{ Sl LMO//“’Z /,,//’/

/
qgﬁ ///(/o; b e (/ﬁ//,//z/ lp/xf’//v/;\e/ /az,//é,,
»ecaﬁ

1?> NS

5. Yukaridaki sorulari cevaplamak “Future Time Clauses” yapisiu daha iyi 6grenmenize bir

katki sagladi mu1? Nasil bir katk: sagladl?

N . |
2 O/p/m”"”*%— Z"/’LZ’ /\f "”wv/ e 9/0,,,,70/[4»/,,

,(0‘\

LC— /)ZZ/[/ /ﬁ////y / /,z/vz 96/_, éa el e faf,,ﬂv,fc/c’_

8} PCA 9//'& (/j‘/ﬂ ‘;/‘V/V‘ /eé/%/\ &//Al’r 9/0/" 277 AD/’ e .
D Tay .'Q_
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APPENDIX C-1

Guided Interview Transcriptions.

Student 1

T: Merhaba, hos geldin. Oncelikle (.) ee, sana birkag soru sorucam (.) biliyosun.

S1:  Evet, hocam.

T: Tamam, 0 zaman (.) ilk sorumu soruyorum (.) Her {inite baginda okuma
pargalarinmn kullanilmas; (.) konuyu 6grenmeni nasil etkiledi, sence?

Si:  Konular sikici olmadifi siirece (.) ee, benim ilgimi gektigi siirece ben o konularla
ilgileniyorum, iyi oluyo . ama baz1 konular1 sevmiyorum, o zaman pek bi farki
olmuyor . ama (.) o okuma pargalan i¢inde yeni konuyla ilgili seyler oluyo onlan
gbrmiis oluyorum, (.) ilgimi ¢ekiyosa konu iyi oluyo, par¢a iginde gorityorum.

T: Peki, anladim. Sonrasinda konular tablolarla 6zetleniyor (.) bunlar konuyu
anlamana yardimci1 oldu mu?

S1:  Tablolar birazcik bence ezbere yoneltiyo, (.) o yiizden o tablolar: pek sevmiyorum.

T: Anliyorum, o tablolardan sonra notlar kism1 vardi.

S1:  Evet()

T: Herseyin agiklandigi (.) onlar1 faydah buldun mu?

S1:  Onlar bence giizel (.) yani ipuglar onlar, istisnalar mutlaka var yabanci dilde (..)

T:  hih(.)

S1: o istisnalarsiz olmuyo. Sinavlarda sorular o istisnalardan daha ¢ok geliyo (.) o
yiizden yani (..) bence onlar daha faydali.

T: Peki, gramer 6grenirken, diger becerilerin de (.) okuma, yazma, dinleme, konugma
gibi, dersin igine katilmas1 sence faydal mm?

S1:  zaten, gramer bi yerde (.) Speaking’in, Reading’in, Writing’in bence olusumu gibi
() o daha temeli, yani gramer daha temelde olmas: gereken oluyo (.) yani gramer
olmadan yazamazsm zaten, konusamazsimn. i¢ice oldugu i¢in gramer dersinde onlar
olmak zorunda zaten, (.) olmaz degil.

T: hmm. Anladim. (.) kitaptaki aligtirma tiirlerini sevdin mi? (.) yani, ¢oktan segmeli,
bosluk doldurma, climle birlestirme (..)

S1:  Yaa(.) bana simdi zor gelmedi onlar, pek seviyenin tistiinde olmadigs i¢in (.)
egleniyorum ama arada birka¢ (.) mesela seyde olmustu galiba (.) ‘while’ da
olmustu, while’da vardi. Yapamadigim bir alistrma olmugtu onda sikilmigtim ama
genel olarak eglenceli (.) giizel bence. '

T:  Giizel, anladim. Son bi soru () Bu anketleri doldurman konuyu daha iyi grenmeni
sagladi mi?

S1:  Oprenmemi degil tabi () 6grenmek, sey (.) kendi galigmanla ilgili, grenmigtim
ama pekistirdim daha dogrusu.

T:  Oprenmende degil ama pekigtirmende yardimci oldu (..)

S1:  Evet, ¢iinkii kitab1 agip tekrar ediyorum, bunu da yapmustik, onu da yapnustik falan
diye digiindiim yani (.) tekrar gibi oldu, daha iyi kafama oturdu (..)

T: Tamam, ¢ok tesekkiir ederim, gorilgmek tizere(..)

Anadolu Oniversitosi
Merkez Kitiphsncost
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APPENDIX C-2

Guided Interview Transcriptions.

Student 2

T: Merhaba, hog geldin.

S2:  Hos bulduk Sagolun.

T: Hazirsan, sana bir kag soru sorucam (.) Hazir misin?

S2:  Hazirim, hocam (.)

T: Kullandigimiz kitabi tantyosun artik.

S2:  Evet(.)

T: Her tinitenin baginda bir okuma pargasi var (.) bu okuma pargalar1 konuyu
Ogrenmeni nasil etkiledi sence?

S2:  Yaa (..) neyi, nerde kullanacagimi daha net goriiyorum (.) o agidan ¢ok giizel (.)
yani pargalarin iginde gegiyo, ya (.) o yapilar (.) gériiyorum o iyi, kelimeyi ya da
herhangi bi zamanin ne sekilde kullamldig (.) o agidan (..) faydah.

T: hi hi ()

S2:  Bide konular boyle ilgi ¢ekici konular olunca (.) iyi oldu.

T: Konularin sonra Tablolarla 6zetlenmesi anlamana yardime1 oldu mu?

S2:  ee(..) bunasil kullanihyo diye sordugumda yani (..) doniip bakacagim ilk sey onlar
yani anlagilir ve bir arada olmasi iyi tablolarda.

T: Peki, notlar kismindaki agiklamalar yararh miydi?

S2:  Yararl (.) yani agik¢asini sdyleyeyim (.) yani takildigim seyler olunca oraya
bakiyorum (.) 6rnekler falan da var ya (.) orasi baya iyi oluyo yani.

T: Tamam (.) peki gramer 6grenirken dier becerilerin de, yani okuma, dinleme, |
yazma, konusma gibi, bu dersin i¢ine katilmas: sence yararh nu?

S2:  Evet (.)Ciinkii (.) sey ben mesela speaking’de ¢ok fazla konusabilen birisi yani (..)
daha ¢ekingenim. Ama tabii ki gramer yani zamanlar: ve daha iyi nasil
konusacagimm anlamam agismdan iyi yani (.) hepsi zaten bir biitiin (.) gramerde
hepsi bir arada oluyo bdylece.

T: Kitaptaki ahigtirma tiirlerini sevdin mi? Yani ¢oktan segmeli, bosluk doldurma,
climle birlestirme, (..)

S2:  Ya(..) gramer dersleri giizel gegiyo (.) yani ahstirmalardan sikilmiyorum,
eglenceli, bSyle gesitli olunca daha 1yi oluyo, ben egleniyorum.

T: son bir soru daha (.) size verdigim bu anketleri doldurman konular1 6grenmene bir
katki saglad: m1 ?

S$2:  konuyu 6grenmeye degil de (.) tekrar etmeye iistiinde diigtinmeye yararh oldu

 ¢iinkii ben pek fazla tekrar etmiyorum (.) bu niye bdyle Gstiinde diigtinmiiyorum
yani (..) onun i¢in oturdufum zaman bagina yeniden bakmis oldum (.) tekrar ettim
)
T: Cok tesekkiir ederim, sonra goriligliriiz.
S$2:  Goriglriiz hocam (.) kolay gelsin,



SIMPLE PAST TENSE

| VRSP AR . NG |

GRAMMAR IN CONTEXT

BEFORE YOU READ Look at the picture and the text next to it. What did
Matsuo Basho do? How long did he live? ’

E;:g Read this excerpt from a biography beapanese poet Matsuo Basho.

Thé old pond;
the frog.
Plop!

As for that flower
By the road—
My horse ate it!

First day of spring—
| keep thinking about
the end of antumil.

P /Tatsuo Basho wrote more than

1,000 threeline poems called
“haiku” He chose topics from nature,
daily life, and human emotions. He
became one of Japan’s most famous
poets,and his work established haiku
as an important art form.

Matsuo Basho was born near Kyoto
in 1644.He did not want to become a
samurai (warrior) like his father.
Instead, he moved to Edo (present-day

L fd Y §\
. 0 >
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. Tokyo) and studied poetry. By 1681,
he had many students and admirers.
Basho,however, was restless. Starting
in 1684, he traveled on foot and on
horseback all over Japan. Sometimes
his friends joined him and they wrote
poetry together. Travel was difficult in
the seventeenth century, and Basho
often got sick. He died in 1694, during
a journey to Osaka. At that time he had
2,000 students. -
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AT

SIMPLE PAST TENSE: BE

SR

_AFFIRMATIVE STATEMENTS

Suslect i BE SuBJECT

' NEGATIVE STATEMENTS

Be NOT

RUDTEICE : IR

3 . H
I was ! o wasn't
You | were You i weren't |

; f

He 3 He ( *
She was i famous. She i wasnt : famous.
It i It

i § :

k i 3
We [ We
You were You i weren't
They They 3

SHORT AN

ISWERS
AFFIRMATIVE

" SHORT ANSWERS "
NECGATIVE

I . P you

{ ’
were. ©you jwerent

you. i

was. I { wasn't

he
she
it

i famous? Yes,

she
it

he

she
it

was. No, . wasn't

we you
Were @ you ! LG
i they . they

PRI S

WH-'QUESTIONS

§ Bs i SuBJECT

Vi~ WorD f

!
H

s was |
1 .

_were

Where

When was famous? |

we
you
they

were

e ey A e e

it T S o Tl

you
we
they

were. “weren't
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ey

BRI RN AR

I EH NN

’i”ﬁﬁiAEE!E.MATf!Y E.ZSTAITE.M_E NTS:

j

SusecT |

VERB

_ NEGATIVE S'I'ATEM ENTS

SuBIJECT

" Dip Nor

BASE FORM
oF VERB

*Come (came) and leave (left) are lrregular verbs
See Appendix 1on page A-1for a list of irregular verbs.

|

You
He =
She

moved

traveled

to Jépan.

I
You
He
She

It
We
You
They

3.

D

came*

left*

SusieCT

in 1684.

Base Form |

OoF VERrB

it
We
You

They

didn‘t

*SHORT ANSWERS’

AFFIRMATIVE

move. § :
. i toJapan.
: travel
¢ come '?
L in 1684.
: leave
[ e

NEGATIVE

Core e ibiabo e e ie e by

|
you
he
.4 | she
Did it
i we
i you

« they

AR YRGS IPPRIRIVI . [T

move

travel

et st Saiacinet ] 10 G

to Japan?

: come

 leave

O R P TP URIE SR A

' in 16847

WH- QUESTIONS

BAasEe FORM
oF VERB

Yes,

: you

-

. he
she
it

~ you

. we
they

§

- did.

move

travel

to Japan?

V/H- Worp Do SUBJECT {
1 | }
¥ you
: he

When . she

Why L

we
you
they

‘come?

leave?

7. 'No,
' i you
i we | i
i they |

you
|

he
she
it

i didn't.

ML A 1A ST
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NOTES EXAMPLES
1. Use the simple past tense to talk about actions, - ¢ Basho lived, in the seventeenth
states, or situations that are now finished. =~ century.
Now - ¢ He was a poet.
~ * Hewrote haiku.

" He was a poet.

Past X o l’uture . .
| .-+ e He didn't stay in one place.

. ¢ Where d1d he travel? ~v T

e TR

2. You can use the simple past tense with time". - . o By 1681, he had many students.
. expressions that refer to the past. Some - "\ -
. examples of past time expressions are last .~
 week, by 1681, in the seventeenth century, _
’ 300 years ago. ‘ e

;o He lived in the seventeenth
century.

He died more than 300 years

3, REMEMBER the simple past tense of regular Base FORM - SIMPLE PAST

P e

verbs is formed by adding -d or -ed. live N lived
R ERRE join - joined
travel - traveled
+ want - wanted
E> BE CAREFUL' There are often pelhng change " study - studied
when you add -d or -ed to the verb. =~ : -~; “hop - hopped
: * prefer - preferred
REFERENCE NOTE

For spelling rules for the simple past tense of regular verbs see Appendlx 17

on page A-7. E -
For pronuncxatlon rules for the 51mple past tense_of regular verbs, see Appendlx 23 '
© on page A-10." Do =

o e e e S sh stz

e RIE SRU 4"'

-_ 4, Many common l&lngliSh verbs are n'regular (E1 BaseFORM L SimpLe l’ésf
.. Their past tense is not formed by addmg -d or-ed. %! pe - was | were
el 5 build - built
_ (See Appenduc 1 page A-I for a list of irregular, choose - chose -
-' have @ - had g
get ~ got S S
go - went ;

S, gi e tte ooyl R e I el
P 2 P T R A V] EDAE SRS A LR E T T
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Read more about Basho. Underline all the verbs in the past tense.

Then complete the time line on the left.

1644 Basho was ]:aori:..':’ :

.:. 1656 Basho's father died._-:'

Students built the
Basho Hu’c.

Basl'lo traveled to
northern Honshu.

“Basho locked his

gate to visitors.

"As a son of a samurai, Basho grew up

in the household of Todo Yoshitada, a
young lord. After his father’s death in
1656, Basho stayed on in the Yoshitada
household. He and Todo wrote poetry
together, and in 1664 they published
some poems. Two years later, Todo died
suddenly. Basho left the area.

Basho moved around for several
years. In the 1670s, he went to Edo
and stayed there. He found friendship
and success once again. Basho judged
poetry contests, published his own
poetry, and taught students. His
students built him a home outside the
city in 1681. They planted a banana
tree (a basho) in front and called his
home Basho Hut. That is how the poet
got his nickname: Basho.

In spite of this success, Basho
became unhappy. He often wrote"
about loneliness. His mother died in
1683, and he began his travels a year
later. His trip to the northern part of
Honshu in 1689 was difficult, but his
travel diary about this journey, Narrow
Road to the Deep North, became one of
Japan’s greatest works of literature.

Asa famous poet, Basho had many
visitors—too many, in fact. In 1693 he
locked his gate for a month, stayed
alone, and wrote. The following year he
took his final journey, to Osaka. He
died there among his friends.
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Complete this biography of another poet. Use the simple past tense form of the
verbs in the boxes.

Emily Dickinson, one of the most popular American poets,

livled ____ from 1830 to 1886. She . about
love, natu;‘e, and time. These : her2 .favorite themes.
Dickinson y an ur;ﬁsual'life. After just one year
of college, she s a recluse—she almost never
- her h.ouse in Amherst, Massachusetts. At horr_le,
she . visitors, and she only white.
7. (negative) 8. _
In addition to her poetry, Dickinson 5 many letters. Other people
always - the envelopes for her. buring her lifetime only seven of
her 1,700 poems . . in print—and this - without

her knowledge or pérmission. .

Now complete these lines from a poem by Emily Dickinson. Use the simple past
tense form of the verbs in the box.

| : drink

: a bzrd | came déwn'tﬁe walk:
J[e did not Iinow I o
‘7{6 L o




) TWO RGETS :
Read about Basho. Ask questions about Dickinson. Write yes I no questions

about the underlined verbs. Write wh- questions about other underlined words.
Then answer the questions with information from Exercise 2.

1. Basho was a poet.

A:  Was Dickinson a .poet?

B: Yes, she was.

2. He was born in 1644.

A:' When was Dickinson born?

B: She was born in 1630.

3. He became famous during his lifetime.

A:

B:

4. Basho received many visitors.

A:

B:

5. He traveled a lot.

A

B:

6. Basho wrote more than 1,000 poems.

A:

B:ﬁ

7. He wrote about nature.

A:

B:

8. He died in_1694.

A:

B
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=Ana Castillo is a modemn poet, novelist, short story . B
writer, and teacher. She was born in Chicago in 1953, and she
lived there for thirty-two years. Otro Canto, her first book of
. pdetry, appeared in 1977. In her work, she uses humor and a
lively mixture of Spahish and English (Spanglish). She got her
~ special writer’s “voice” in a neighborhood with many different
ethnic groups. She also thanks her father. “He had an outgoing
and easy personality, and this . . . sense of humor. I got a lot

»

from him. . ..

Castillo attended high school, college, and graduate school in Chicago. In the 1970s, she
taught English as a Second Language and Mexican history. She received a Ph.D. in American

studies from Bremen University in Germany in 1992.

R

Read the statements. Write That's right or That’s wrong. Correct the
wrong statements.

1. Ana Castillo was born in Mexico City.

‘That’s wrong. She wasn't borti in Mcxico'City. She was born in Chicago.

2. She lived in Chicago until 1977.

3. Her father was very shy.

4, She grew up among people of different cultures.

5. Castillo g'ot most of her education in Chicago. :

6. She taught Spanish in the 1970s.

7. She went to France for her Ph.D.
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COMMUNICATION PRACTICE
- Listen to part of an interview with a poet. Listen agam and write the years
on the time line. . _
was parents moved began to graduated won poetry became
born - left Turkey toUS. write poetry from college award a teacher

1970

(D INFORMATION GAP: COMPLETE THE BIOGRAPH)
Work in pairs (A and B). Student B, turn to page 29 and follow the instructions

there. Student A, read the short biography below. Ask your partner questions to
complete the missing information. Answer your partners questions.

EXAMPLE:
. Az 'Where was Vladimir born?

B: He was born in Kiev.
When was he born?
A: He was born on May 6, 1975.

Vladimir Liapunov was born on May 6, 1975, in

Kiev . His mother was a

, and his father made shoes. At home

they spoke . In 1993 Vlad and his

family moved to ____ . At first Vlad felt

. Then he got a part-time job as a

. He worked in a Russian restaurant.

He _ihet _ o at work, and 4tfhéy got married

in 1995. They had a baby in 1997. ago Vlad enrolled at the

community college. His goal is to own his own restaurant someday.

When you are finished, compare biographies. Are they the same?
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DIFFERENT LIVES";

Vork in pairs. Reread the znformatzon about Matsuo Basho (see pages 19 and 23)
nd Ewmily Dickinson (see page 24). In what ways were the two poets similar?
low were they different? With your partner, write as many tdeas as you can.
“ompare your ideas with your classmates.

EXAMPLES: ‘ :
- A: Both Basho and Dickinson were poets.

B: Basho lived in the seventeenth centﬁry. Dickinson lived in the nineteenth century.

HAIKU. FOR YOU‘

Nork in pairs. Write a three-line haiku poem. Make an observation about nature.
lry to use the simple past tense. Share your poem with your classmates.

EXAMPLE:

Early spring petals

Fell on rain-wet ground—
A hint of autumn?

Q RHYMING PAIRS’

In poetry the last word of a line sometimes rhymes with the last word of another
ine. For example, look at these first two lines of a famous poem by Joyce Kilmer.
n these lines, see rhymes with tree.

I think that I shall never see
A poem lovely as a tree.

Work with a partner. Write down as many past-tense verbs as you can that rhyme
wzth the verbs in the box

-~ o mrimn

EXAMPLE.
Sent rhymes w1th bent, len , meant, spen and went.

Compare your lists with those of another pair of students. Who has the most
rhyming pairs? Now try to write two lines that rhyme. Use one of the rhyming .
pairs from the lists you made with your partner. Share your rhymes with

your class. :
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AWRITNG T T ]

rite a short autobzography Do not put your name on it. Your teacher wzll
llect all the papers, mix them up, and redistribute them to the class. Read the
wtobiography your teacher gives you. Then ask your classmaz‘es questions to

y to find its writer.

EXAMPLES:

Did you come here in 1990?
R .

When did you come here?

tudent B, read the short biography below. Answer your partner’s questions.
sk your partner questions to complete the missing information.

EXAMPLE:
A: Where was Vladimir born?

B: He was born in Kiev.

When was he born?
A: He was born on May 6, 1975.

Vladimir Liapunov was born on __ May 6, 1975

in Kiev. His mother was a dressmaker, and his father made

. At home they spoke Russian.

In Vlad and his family moved to

Boston. At first Vlad felt lonely. Then he got a part-time job as a

cook. He worked in a . He met Elena

at work, and they got mamed in

Mled at the

. His goal is to own his own restaurant someday.

1 are finished, compare biographies. Are they the same?

. ‘,'.Theyhadababym » - - .Amonthago Vlad




