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OZET

Gunumizde herkesgtenim hayatinin bitin kademelerinde yabanci disider
almasina rgmen bircok kginin paylatigl ortak sorun, grenilen yabanci dilin
konwulamamasidir. Bu konuda bir yabanci dil sinifindgpiynasi gerekenler,
karsilasilan guclikler ve uygulamada yapilan hatalar, blusigeanin esasini gkil

etmektedir. Bu tez gebolimden olgmaktadir.

Birinci bolim konunun ©6nemi, hipotez, gahanin amaci ve c¢amanin

yontemi, varsayimlar, sinirliliklar ile alakal dpiler icermektedir.

Ikinci boliimde konu ile alakal detayh bir literatiaramasi yer almaktadir. Bu
bolum konu ile alakali uzmanlarin gékérini ve gunumizde dil getiminde

kullanilan strateji ve yontemleri ele almaktadir.

Uctincti bélumingilizce @retiminde yanl kullanilan veya kullaniimayan bazi

stratejiler ve bu stratejilerin nitelikleri, @ kullanimlari ile alakall bilgileri kapsar.



Dordincu bolim tez yazarinin gorev yapmakta gldiKaraman Anadolu
Ogretmen Lisesi 9. sinif giencilerine konu ile alakali olarak hazirlanan é¢m

araclar yardimiyla yapilan anketler ve bu ankgtlsonuclarini icermektedir.

Besinci ve son bolimde ise elde edilen verilanginda dgerlendirme
yapilmakta, yabanci dil gietimi konusunda bireylere ve kurumlara tavsiyeterd

bulunulmaktadir.
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Which Obstruct Oral Fluency And Evaluation Of
Techniques By The Students

SUMMARY

Foreign language courses are compulsory in allestad) education in Turkey.
However, a common problem shared by many peopteeisnability to speak the
foreign language being taught. What to do in laggualassrooms for teaching
speaking, problems faced and misapplications arecfisentials of this study. This

thesis consists of five chapters.

First chapter involves information about the impode of the subject,

hypothesis, goal and type of the study, assumptaoddimitations.

Second chapter includes a comprehensive reviewteshiure related to the
subject. Views and opinions of some experts anchoaetiogist about developing

oral fluency and strategies and methods in useytadaintroduced in this chapter.

Third chapter deals with some misapplied or misusedtegies to develop
fluency. Furthermore this chapter also gives theewd use and qualities of the

strategies to develop oral fluency with some exaspl



Fourth chapter includes the application and resaftswo questionnaires
prepared as the measuring devices on the studests grade in Karaman Anadolu

Ogretmen Lisesi, where the writer of this thesisdtually a teacher of English.

In the fifth (last) chapter there are some evatutiand discussions with the
help of the data collected through the questiomsamnd some suggestions for

individuals and institutions related to foreigndamage teaching.
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CHAPTER |

INTRODUCTION

1.1Background to the Study

ELT is based on four basic skills by the methodisitsg These are divided into
two groups as the productive and receptive sKillgee productive skills are writing
and speaking, and the receptive skills are readithlistening. In the present study,
we will dwell on the productive skills but espetyabn speaking; a problematic area

in the world of EFL teaching as language is therecbmmunication.

Many students consider being able to speak a lg®ywes knowing the
language. Thus learning the language can be dkefisdearning how to speak the
language. Nunan (1991) wrote, "success is measarexntms of the ability to carry
out a conversation in the target language.” Lag&®04) claims “if students do not
learn how to speak or do not get any opportunitgpgeak in the language classroom
they may soon get de-motivated and lose interektaming.” If the right activities
are preferred in accordance with the level and itimmd, speaking in the target
language in class can be a lot of fun, raise géhemener motivation and make the

classroom a fun and dynamic place.

Lawtie (2004) says that “speaking is fundamentahionan communication.
Just think of all the different conversations yayvé in one day and compare it with
how much written communication you do in one dayidh do you use more?” In
our daily lives most of us speak more than we witewever, many language
teachers still spend the majority of class timeeading and writing practice almost
ignoring speaking and listening skills. Is it a ddmalance? If our goal of language
course is to enable our students to communicaiEngtish, then we should teach and

practise speaking skills in the classroom.

Some methods and techniques used in teaching E&y ,afiention to only
some of these skills and ignore the rests instdagpplying a holistic approach.



Although there have been some modern methods Ilike &d TBL which aim to

build up all four skills together, the result istrsufficient enough in developing

especially the speaking skill because of lackingree materials and books, or the
philosophy of these methods not being understooldiiyuage teachers, or for some
reasons such as learner necessities. Though ewsrybdo have foreign language
courses in all stages of their education lives yp@gacommon problem shared by
many people is the inability to speak the foreignguage being learnt. Problems

faced in this subject and misapplications are Hsewrtials of this study.

As the students do not have enough opportunitiesofal practice in the
classroom which is the only place where they casakEnglish although it is an
artificial environment, they cannot express thewesland their opinions freely for
fear of making too many mistakes, being ridiculed @ bit shy. So, they usually
prefer to be silent. Moreover the students canibengonly a little time to express
themselves when they are called on to speak irelatgsses. They have limited
vocabulary knowledge and they have to practicestime speaking exercise over and
over again, which they find too dull. The reseasche the field of oral fluency
usually reflect the views of some famous methodetsg but disregard the most

important element of teaching, the learners, thginions, choices and experiences.

| personally think that the opinions of learnersouab the efficiency of
techniques are of high importance and they camisgdnners in the field of ELT.

1.2 Statement of the Problem

It is definitely true that Turkish students havdfidulty in developing oral
fluency in English. As a teacher of English, | usuaitness people here and there
who are not able to speak English despite takingsas for many years ranging
from primary school to higher education. | have had years of experience in
teaching English and | also hear the confession &éwen my colleagues that we, as

English teachers, are not efficient enough in teechpoken English.



1.3Hypothesis

When meaningful oral communicative (fluency) adies are applied in
language classes as much as accuracy exercisesyutieats will be more successful
in developing oral fluency. To this end, learnepe&octations and interests should be
taken into account because they are the main eleofetearning and teaching
process. Thus a student centered approach is adopiscovery technique is
preferred to keep the students busy with the laggubhemselves and find out the
necessary structures, vocabulary and phrasesskaremot corrected directly during
fluency exercises, yet they may be corrected relyutiuring accuracy exercises.
Thus the students easily get rid of their fear @kmg mistakes and the feeling of
insecurity about the ability to speak English sirdlteency can be supplied only
through practice. They are going to have signifiegarprovement in oral production,
especially in their pronunciation and vocabulargwiedge.

1.4Purpose Of The Study And Importance

Teaching foreign language should not provide exeessnount of information
by giving structures to be practiced, words to bemmarized and dialogues to be
learnt. (Vertag, 1995: 14) Knowing a language i® thbility to speak it
communicatively. One of the most significant probgein teaching languages in
Turkey is the inability of students in oral praetidespite their competence in English
grammar. In a globalising world and Turkey’'s aimget integrated to European
Union since the late sixties, we strongly need \llials who are able to
communicate efficiently in one or more foreign laage/s. In order to compete
within the global world, everybody should learn dmel able to speak at least one

foreign language.

Bearing these aims in the mind, this researchnslgoted in an Anatolian High
School where teaching English is of high importaacd thus it will be highly useful
to determine how much is done in the language etafw the sake of oral fluency

by applying communicative output, or in other wofldency activities. The students



will be given brief information about language teiag; language input, oral drills or
structured output activities, communicative or flag activities, types of classes —
instructor or student centered -, type of studgdiviual, pair or group work — and so
on. Later they will be asked to evaluate the laggualasses they have been
attending since they first started to learn Englisfus they will help us to find out
the lacking parts in developing oral fluency. Asseg the views and experiences of
learners on a subject which directly interests theith be helpful in future in
updating the oral fluency techniques in accordawit@ the expectations of the

students.

1.5 Method of the Study

A comparative (analytical) study is considered ipalarly useful in depicting a
holistic portrayal of the subjects’ experiences egglilts regarding the practice. The
researcher developed this comparative study om#tbod and materials’ successes
and failures to evaluate the effectiveness of thecesses, including their strengths

and weaknesses.

1.5.1 Pre/Post-Questionnaires

A pre-questionnaire was applied on the studen®&®fclass as the study group
and 9/B class as control group at Karaman Anadgitetthen Lisesi in the early
weeks of the first term of 2007-2008 Education yddrs survey contained some
questions regarding the characteristics of crossetlar language teaching for
mixed ability classes which is a combination of EinEthods such as C-CTlI, CLIL,
TBL and CLT whether they had been applied on thelestts before. Later some
necessary input was provided to the subjects irsthéy group using the materials
some of which are in the Appendices. After the @matibn of the materials,
approximately at the end of March 2008, the stuslentluated the degree of their
fluency with a post- questionnaire and they alssessed the efficiency of cross-

curricular langage teaching and other materialckvhiad been applied on them. The



same questionnaire was also applied on the cogtmlp to test if there were any

further positive result on the study group.

1.6 Assumptions

It was assumed that all the students in the clasbese this study was applied
had the same level of English from the point ofwvief grammar and vocabulary
knowledge. However, some of them might have heaegdibility and confidence to
speak in public, whilst others find it difficult bause they are shy. So, spontaneous
corrections of grammar and vocabulary were minitnalomfort those and got most
of the students to participate in oral communieatetivities. Besides, some students
had tendency in learning English in both experiraegtoup and control group and
their ambition was to be teachers of English, amgs tthey might answer all the
guestions of the questionnaire positively. The stisl in this group used to be
limited in the previous years, thus they would sighificantly affect the result of the
research. Besides, the students are expectedaodet the field they are going to
choose to study in the following years until theplagation of the final and most
important questionnaire. If the students in thisugr should be more than 5 students
in each class, the percentages of the items waidduced after the calculation for

per extra student.
1.7 Limitations

This research is an analytical study and it wadiegmat Karaman Anadolu
Ogretmen Lisesi, where the researcher is currentgaaher of English. The subjects
of the study were the students in 9/C class, 28eslis, as the experimental group
and the students in 9/B class, 30 students, ascamérol group in 2007-2008
education year. Application of the methods, questares and activities on the
experimental group started in September 2007 amshid in March 2008 for final

evaluation.



CHAPTER I

LITERATURE REVIEW

2.1 Teaching Speaking

Rivers and Temperly (1978: 4) provide a framewottkic represents the
processes in learning to communicate. It also mdikasctions between skill -using and

skill- getting.

Figure 2.1 Skill-using / Skill-getting

[ LANGUAGE LEARNING }
|
v v
SKILL-GETTING SKILL-USING ]
l N\ l N\ [ N\
COGNITION PRODUCTION INTERACTION
(knowledge) (pseudo-communication) (real communication)
J J \ J
e ™\
PERCEPTION ARTICULATION RECEPTION
(of units, (practices of sequences (comprehension of
categories, and of sounds) a message)
functions)
N J \. J
. ’
ABSTRACTION CONSTRUCTION EXPRESSION
L, (mtemlwmg, mles N (pl‘aCthf)'lIl fprmulatmg L, (conveying .
relating categories communications) personal meaning)
and functions) L
N J N

Resource: Zeytin, 2006: 20

According to Bygate (1987 55) "skill-getting anfillsusing do not represent
successive stages in language learning: even legirirave skills they can use to
communicate at least something." Moreover, thegegap to be bridged between the two



processes: activities must be designed to helpdesato make the transition. Rivers and
Temperley recommend usipgeudo-communication skill-getting activitiegyich they
thought would lead into spontaneous communicafitre use of dialogue techniques
in which samples of language are presented is amghe of pseudo-communication.
Realia, visual aids or sequences of actions byt#asher or students usually
accompanies it. (Reporter: Kocakaya, 1997: 34-35)

Later, Littlewood (1992: 43-44) clarifies skill eting and skill - using stages
to describe the characteristics of novices (i.girbeer or elementary level learners).
He points out that novices have less knowledge talvbat plans to select to achieve
different objectives. Moroever, they do not possessrge repertoire of ready made
plans which can be put into operation automaticdllyus, this leads them to apply
more conscious attention to creat and perform p&niewer levels which means
they may have to denote much more conscious etffiart native speakers do in
constructing sentences, selecting vocabulary iteénflecting words or producing
difficult sounds. Moreover, since theittentive capacitys limited, when they pay a
lot of attention to the accuracy of the languagedpction process, they will have
less attention to devote togher-level domainsuch as the formulation of ideas or
the monitoring of their partner's responses. (RegpoKocakaya, 1997: 35)

Littlewood puts forward three possible solutionotef which overlap with
skill-getting stage and the third wittskill-using stage defined by Rivers and
Temperley. Firstly, learners have to become awatbeokey features of the target
performance, so that they can create mental pldmshvare necessary for producing
it themselves. Secondly, they have to practise edimg these plans into actual
behaviour, so that in due course the lower-levahplcan operate automatically, in
response to higher-level decisions. It involvesdpming grammatical structures,
pronouncing new sounds, selecting vocabulary iteragpressing specified
communicative functions or using devices for manggconversation such as
conversation gambits. Finally, they must learntestdrom a higher-level plan (e.qg.
an idea or a reaction) and select lower-level plahigh are appropriate for carrying



it out. For example, language must become capdljeoducing particular items of
vocabulary, not only as part of a controlled atyivh which their focus is on the
items in question, but also in response to a pdaiccommunicative intention which

arises, unpredicted, during interaction. (RepoKecakaya, 1997: 35-36)

According to Littlewood (1992: 47), there are sevemles on the part of
teachers that should be taken into account. Fjrdtl teacher has to divide the total
skill into manageable components (part-skidleyl order them in such a way that the
learners will be able to master them in sequenoelahguage teaching, these
operations of selection and sequencing are ustedigrded as belonging to the field
of syllabus design. However, it is obvious thatythéso have an important influence
on how we try to teach in class. Secondly, thehteabas to provide the learners with
a model of the performance they are expected tdyme®in a particular part-skill and
make them aware of the essential features of émferqmance, so that they can produce it
themselves. This is also calledmesentation phas&hirdly, the teacher has to organise
controlled activities in which the learners praetgerforming part-skills (i.e. converting
lower-level cognitive plans into actual behaviouvjoreover, learners should receive
some kind of feedback either during or after tleefce so that they know how close their
performance comes to the target. Whereas the feledbaften likely to focus on formal
features of the performance like its accuracy imrated activities; there is more
likelihood that the feedback will focus on the ettéo which the learners have
succeeded in communicating their intended meamngsmmunicative phase. Both kinds
of feedback are possible at every stage but thendortrtrend is currently towards greater

focus on meanings rather than on form. (Reportecakaya, 1997: 36-37)
2.2. Developing Speaking Activities

According to Burkart (1998), in traditional classne environment speaking
practice mostly depend on the drills in which oredsent is required to ask a
question and the other give an answer. The queatidranswer are presented in the
book or by the teacher and the students are askéwchitate a model. The main
purpose of this interaction is to demonstrate wéretihe students can repeat a

structured and predictable pattern. On the contrahe purpose of real



communicative activities must be to accomplish sktasuch as developing a
telephone conversation, obtaining information, ®pressing an opinion about a
subject. In real communication there is uncertaattput what the other person will
say. There is an information gap; each participastinformation that the other does
not have. In addition, to understand each othetjggazants of a conversation may
have to clarify their meaning or ask for confirnoati (Reporter: National Capital

Language Resource Center, 2007)

To create classroom speaking activities that wilvelop communicative
competence, instructors need to incorporate a gerpmd an information gap and
allow for multiple forms of expression. However aquity alone will not necessarily
produce competent speakers. Instructors need tbioemstructured output activities,
which allow for error correction and increased aacy, with communicative output

activities that give students opportunities to pcaclanguage use more freely.
2.3 The Nature of Teaching Speaking

According to Lazaraton the ability to speak a laggiis synonymous with
knowing that language since speech is the mostcbaseans of human
communication. She claims that “discussions ardaisty the most commonly used
activity in the oral skills class.” (Reporter: Muac2001: 106).inghtbown and Spada
state that communicative instruction environmentglve learners whose goal is
learning the language itself, but the style of nmstion places the emphasis on
interaction, conversation, and language use, rdti@r learning about the language.
(Linghtbown and Spada, 1993: 70) The most imporgamt of techniques used in
language teaching is communicative efficiency. Heaveit is undeniable that the
most lacking point in teaching English is unfortteha the productive skills,
especially the oral creativity. That's why the teaicdevelopment programs held by
the Ministry of National Education or Higher Eduoat Institutions should focus on
oral fluency rather than other language skills. Tanstream exams do not ask for
speaking competency. According to Tchudi and Milicheaching speaking is not an
easy job because a wide range of spoken languaigéies must be brought to the
classroom. They must be originally expressive, dondhe purposes and needs of



10

speaker, and productive, focused on communicatiiiy the listener. (Tchudi and
Mitchell, 1989)

According to Burkart speaking is regarded to inedlkree areas of knowledge:

+ Mechanics (pronunciation, grammar, and vocabularijsing the
right words in the right order with the correct pronciation

« Functions (transaction and interaction): Knowing evh clarity of
message is essential (transaction/information emgba and when
precise understanding is not required (interactrefdtionship
building)

« Social and cultural rules and norms (turn-takingte of speech,
length of pauses between speakers, relative rolegadicipants):
Understanding how to take into account who is sppgpto whom, in

what circumstances, about what, and for what reason

Communicative competence is made up of four commgetareas: linguistic,

sociolinguistic, discourse, and strategic.

e Linguistic competence is knowing how to use theangmar, syntax,
and vocabulary of a language. Linguistic competeas&s: What
words do | use? How do | put them into phrasesserdences?

» Sociolinguistic competence is knowing how to use eespond to
language appropriately, given the setting, the dppand the
relationships among the people communicating. Jagiaistic
competence asks: Which words and phrases fit #tiing and this
topic? How can | express a specific attitude (cesyt authority,
friendliness, respect) when | need to? How do Ivkmehat attitude
another person is expressing?

» Discourse competence is knowing how to interpretléinger context

and how to construct longer stretches of languagehst the parts
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make up a coherent whole. Discourse competence &kks are
words, phrases and sentences put together to cre@tgersations,
speeches, email messages, newspaper articles?

» Strategic competence is knowing how to recognizd eapair
communication breakdowns, how to work around gapsome’s
knowledge of the language, and how to learn moreuglthe
language and in the context. Strategic competersts:aHow do |
know when I've misunderstood or when someone hsisnoferstood
me? What do | say then? How can | express my idleéaion’t know
the name of something or the right verb form to?ugiational
Capital Language Resource Center, 2007)

Communicative competence must be the most impotéaget of all teaching
and learning processes. Languages should be rebasdéhe means of conveying
messages among human beings and communicativeedawther than the systems
which involves some grammatical rules and vocalyuMrhile teaching languages,
the materials should be as authentic as possibpeawide them situations for real-

life communication.
2.4 Goals and Techniques for Teaching Speaking

According to Burkart, developing communicative @gncy in speaking can be
provided by using a balanced activities approacit ttombineslanguage input,
structured output, and communicative output

Language inputomes in the form of teacher talk, listening atigg, reading
passages, and the language heard and read oufsalasse. It gives learners the
material they need to begin producing language $lebras.lLanguage input is
limited with teacher talk, listening activities amdading passages done in an

artificial environment, the classroom, for mosttioé students in Turkey. In real life



12

they can hardly have any opportunities to hearad rthe target language, which is

the most discouraging condition of all.

According to Harmer, all the activities done in tleassroom are either

‘communicative’ or ‘non

communicative and communicative activities is désct in the table below.

communicative’.

Figure 2.2 The communication continuum

NON-COMMUNICATIVE

ACTIVITY

|

A 4

* No communicative
purpose

» Form not content

* One language item

* Teacher intervention

K. Materials control

/- No communicative desiD

)

(Resource: Harmer, 1994: 50)

{ COMMUNICATIVE ACTIVITY

A 4

(.

* a communicative

~

a desire to communicate

purpose

content not form

variety of language

no teacher intervention

The differee between

\- no materials control j

non-

The introduction of new language is often an agtithat falls at the 'non-

communicative' end of the continuum. Often, hdre,teacher will work with controlled

technigues, asking students to repeat and perfodrills. At the same time he will insist

on accuracy, correcting where students make mistakithough these introduction

stages should be kept short, and the drilling alr@edi as soon as possible, they are

nevertheless important in helping the student sorélate facts about the new language

and in enabling him to produce the new languagth®first time.
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Burkart claims that structured output focuses orremd form. In structured
output, students may have options for responsdsalbaf the options require them
to use the specific form or structure that the headas just introduced. Structured
output is designed to make learners comfortablelymng specific language items
recently introduced, sometimes in combination wgteviously learned items.
Instructors often use structured output exercisesaatransition between the
presentation stage and the practice stage of anlggdan. Textbook exercises also
often make good structured output practice actisiti(Reporter: National Capital

Language Resource Center, 2007)

Practice activities, or structured output in Burkaterm, are those which fall
somewhere between the two extremes of the contiraeoording to Harmer. While, for
example, students performing them may have a cormatie purpose, and while they may
be working in pairs, there may also be a lack nfjlege variety, and the materials may
determine what the students do or say. During ipeastages the teacher may intervene
very slightly to help guide and to point out inaay. Practice activities, then, often

have features of both non-communicative and comoatine activities.

We have enough materials for structured outputesines easy to reach them
via the internet and numerous textbooks. Howevesy tare not enough for oral
production because they are too artificial and somes make students easily get
bored.

In communicative outpuBurkart states that the learners’ main purpos® is
complete a task, such as obtaining informationebiging a travel plan, or creating
a video. To complete the task, they may use thgulage that the instructor has just
presented, but they also may draw on any other bwdasy, grammar, and
communication strategies that they know. In commatnre output activities, the
criterion of success is whether the learner getsriessage across. Accuracy is not a
consideration unless the lack of it interferes witte message. In everyday
communication, spoken exchanges take place becthese is some sort of
information gap between the participants. Commueabutput activities involve a

similar real information gap. In order to compléte task, students must reduce or
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eliminate the information gap. In these activitiEsiguage is a tool, not an end in
itself. Communicative output activities are the tbegportunities for our students
who lack the opportunity to hear and read the lagguoutside the classroom. In the
balanced activities approach the teachers havehibiee to use a variety of activities
from different categories of input and output. Thetivities can be adapted to
different language levels such as beginner, eleangnintermediate and advanced.

(Reporter: National Capital Language Resource Cep@97)

Harmer states that communicative activities aresehavhich exhibit the
characteristics at the communicative end of thérearm. Students are somehow involved
in activities that give them both the desire to oamicate and a purpose which involves
them in a varied use of language. Such activities/#al in a language classroom since
here the students can do their best to use thedgags individuals, arriving at a degree of

language autonomy. (Harmer, 1994: 50-51)

2.4.1 Structured Output Activities

There are two common kinds of structured outpuiviiets according to
Burkart. They aréenformation gapandjigsaw activities. They include a task for the
students to complete by obtaining missing infororatiThey have activities in
common with real communication. Some methodologiktsn that information gap
and jigsaw activities are more like drills thanelikommunication, which also set up
practice on specific items of language. These #iesvrequire the students to work
in pairs to practice the target language more tlush grammatical and lexical

features.

Some kinds of information gap activitiase:

1. Filling the gaps in a schedule or timetable.
2. Completing the picture. (Reporter: National Capitahguage Resource
Center, 2007)

Jigsaw activities are more also a kind of informiatigap activities which

require a group of students, they are much motwoedde. In a jigsaw activity, each
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student has a task to complete a piece of the @liikezlactivity and then the students
in the group cooperate to complete a whole pidoyrarranging their tasks in order.
It may be one panel from a comic strip or one phodm a set that tells a story. It
may be one sentence from a written narrative. Iy rha a tape recording of a
conversation, in which case no two partners heactéx the same conversation.

(Reporter: National Capital Language Resource Cea@97)

During the application of information gap and jigsactivities, teachers have
to be conscious of the language demands they pladbeir students. If an activity
includes language that the students have not airpeatticed, the teacher should
preview the language they will need, eliciting whiey already know and
supplementing what they are able to produce themse(Reporter: National Capital
Language Resource Center, 2007)

However, structured output activities are partlyhauatic and partly artificial.
As in authentic communication, they consist of infation gaps. Although authentic
communication requires speakers to use a wide tyanielanguage they know; in
structured output activities students are to pcactimited patterns of language
within brief sentences, not in extended discoutgereover, structured output
situations are more like games than real communitaand the participants' social
roles are irrelevant.

2.4.2. Communicative Output Activities

Burkart claims that students practice the langussyeg all the language items
they know in situations that are quite like refd In communicative output activities.
Students work together to develop a plan, resolphlem, or complete a task. The
most famous communicative output activities aode plays and discussions.
(Reporter: National Capital Language Resource Cerit@07) “Role plays are
activities that range from guided conversationsth warticipants playing themselves
in specified situations with adopted roles.” (Jaim& Johnson, 1998: 281)
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In role plays, students are assigned roles andnputsituations that they may
eventually encounter in real life situations. Thenge of language also varies
considerably. Roleplay activities also develop sliguistic competence of students
because they have to use language that is appepdathe situation and to the
characters. Students usually find role playing gaipbe, but some students who lack
self-confidence or have lower proficiency levels ynaave some problems.
Discussions also succeed when the instructor pespatudents first. (Reporter:

National Capital Language Resource Center, 2007)

Communicative output activities such as role playd discussions encourage
students to experiment and innovate with the lagguand create a supportive
atmosphere that allows them to make mistakes witfear of embarrassment. This
will contribute to their self-confidence as speakand to their motivation to learn

more.

Harmer adds some more communicative activisaching a consensus a
kind of activity in which students are required determine a limited number of
items given in a list for a particular situatid®elaying instructionss another type in
which students have to give each other instructiGoesnmunication gamesre based
on the principle of the information gap. Students put into a situation in which
they have to use all or any of the language theggss to complete a game-like task.
Problem solving activitieencourage students to talk together to find atiewluo a

set of problems or tasks. (Harmer, 1994: 122)

According to Klippel question and answeactivities are one of the most
frequently used communicative fluency activitiestie classroom. He states that
“learning is more effective if the learners are inady involved in the
process.”(Klippel, 1984: 5) The students’ curiositgn be aroused by asking
questions. Learners get to know each other by eatipg and this is done by asking
questions and getting answers. By involving thedemiis communication can be

facilitated.
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2.5 Strategies for Developing Speaking Skills

Speaking a language is not the product of teachatigities as it is considered
in classical teaching methods. On the contrarghduld be the most crucial part of
teaching activities from the first day on. A langadeacher should imagine himself
or herself in a country where L1 is not known. Bartkpoints out that this strategy is
called “using language to talk about language” bme linguists and it encourages
students to speak the target language. While tidests are using the language, they
not only expand their knowledge of grammar, idicansl vocabulary, but they also
gain confidence in using it. Other strategies candefined as; “using minimal
responses and recognizing scripi@®eporter: National Capital Language Resource
Center, 2007)

2.5.1. Using language to talk about language

Misunderstanding, errors and clarification are cammoutput of teaching and
learning process. So, an instructor should aswestudents that all these can be
seen in any type of conversation between any spgakeany circumstances. It is
quite normal that an outsider of a language isdisappointed when he/she does not
understand the subject being told or embarrassgdianto say anything because the
output sounds strange and for fear that other peopght laugh if he/she makes a
mistake. Besides, it is a common phenomenon thatstidents ask whether the
teacher will go on the lessons like that all theetiwhen a teacher starts his/her
course using the target language on the first @agn it is the teacher’s job to assure
the students that they may not understand evegthoeing told at the very
beginning. Moreover, misunderstanding and erroesagso natural parts of learning

process.

According to Burkart, by encouraging students te akrification phrases in
class when misunderstanding occurs and by respgrusitively when they do,
instructors can create an authentic practice enmemt within the classroom itself.
As they develop control of various clarificationrasegies, students will gain

confidence in their ability to manage the varioosnmunication situations that they
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may encounter outside the classroofReporter. National Capital Language
Resource Center, 2007)

2.5.2. Using minimal responses

Some language learners may lack confidence in thigiity to participate
successfully in oral interaction. They tend todistin silence while others do the
talking. Helping them build up a stock of minimakponses, which can be especially
useful for beginners, that they can use in differgqpes of exchanges is an
alternative way to encourage such learners to kegiarticipate. Minimal responses
are predictable, often idiomatic phrases that csaten participants use to indicate
understanding, agreement, doubt, and other respdosehat another speaker is
saying. Having a stock of such responses enallesg@er to focus on what the other
participant is saying, without having to simultansly plan a responséReporter:

National Capital Language Resource Center, 2007)
2.5.3. Recognizing scripts

Burkart states that that greetings, apologies, ¢tiomepts, invitations, and other
functions that are influenced by social and cultaams often follow the same kind
of patterns. So activities such as obtaining infation and making a purchase should
involve transactional exchanges. The relationslk@pvben a speaker's turn and the
one that follows it can often be anticipated insthescripts. Instructors can help
students develop speaking ability by making thenaravwof the scripts for different
situations so that they can predict what they élar and what they will need to say
in response. Through interactive activities, instious can give students practice in
managing and varying the language that differenptsccontain(Reporter: National

Capital Language Resource Center, 2007)
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2.5.4 The Use of the Mother Tongue

One of the biggest problems in language classi®igse of the mother tongue
by the students in monolingual groups during parky@roup work or self study
exercises. Although using language to talk abouguage is a good strategy,
students sometimes seem to be unable or unwillingake part in activities in

English. Should we always discourage the use of L1?

Harmer states that if students are speaking im tvemn language during an oral
communicative activity, then the activity is faigppintless. If, however, the students
are comparing their answers to reading comprehergistions or trying to do a
vocabulary-matching exercise in pairs or groupgntkheir occasional use of the
mother tongue need not concern the teachers. Tiderds are concentrating
exclusively on English, and if a bit of their onambguage helps them to do this in a
relaxed way that is all to the good. Sometimessileiion may be used by the
teachers to check whether the students have unddrghe instructions they have
given. (Harmer, 1994: 247)

Consequently, it is important that the studentsukhde aware that the
teacher’'s attitude to L1 depends on the activity guestion. Students should
understand that during oral activities it is nolplid to use the mother tongue.
Teachers should try to get the students agreettimessential for them to use the

target language in such activities although theydaficult.
2.6. Cross-Curricular Language Teaching For Mixed Aility Classes

Cross Curricular Language Teaching may be congidesea method which is a
combination of other language teaching mehods asad®CTI, CLIL, CLT and TBL.
It includes the sense, approaches and activitiesthddr methods. However, it also
has some innovative ideas for teaching. In Crosgetdiar language teaching, the
texts and lessons are topic, theme or content ba#sedvell as learning lexis and
grammatical structures, pupils are learning somegtlelse about the world. Topics

and texts are rather considered as springboardaddrom other curriculum areas.



20

Texts and tasks encourage initiation rather thapaese and imitation. This way of
teaching has educational validity. It also has tepdexical base. Topics and tasks
encourage classroom inclusion. This method propesser vocabulary. Focus is on
fluency rather than accuracy and this gives thelesits confidence. It develops
integration among skills. It is inclusive- drawsesigth from other curriculum areas.

It supplies more memorable activities, topics drahtes. )

However, traditional lesson plans have the samkneuPresentation, Practice
and Production (3 Ps). Usually the lesson begiitis thie presentation of the subject,
then the teacher wants them to do some exerciseg uke language being
introduced and finally the students have to prodiareething by using the language
being presented. The teacher is the most activedpang the lessons. What happens
to those who have not understood the subject dr different abilities? They are
what Diana Hicks callsdead soldiers She claims that in order not to have dead

soldiers in classroom, the teacher should;

» Have a good contact with the students

» Always start from the students; what do they knewvat do they wonder

» Write an agenda for the day on the board and dewith the students how
much time should be spent on each activity

» Use kneejerk questions- they don't require stuglémtthink very much- or
indirect questions which will not intimidate theidents instead of asking them direct
guestions about the subject of the day. “What do koow about ........ ?” versus
“What don’t you know about .............. ?”

» Give enough feedback for each student

» Share the students’ experiences on vocabularpileastrategies they used
to learn new words in the classroom

» Balance the types of exercises, 50% accuracy @vdfuency

 Ignore any types of mistakes during fluency exsagi

! In-Sercice Training Course Materials (2 Week Ceufsr Teachers Of English At Secondary
Level Focusing On Motivating Mixed Ability Classednd Cross-Curricular Language
Teaching, Cheltenham the UK, 25 March - 04 ApriD8D
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» Use cognitive exercises beginning with “make” areate” as well as
mechanical exercises beginning with “do”

» Pay attention to the learning process in the chass not only the product

» Prefer descriptive grammar instead of prescripgirganmar

» Use mother tongue whenever it is necessary

* Prepare grammar discussion activities

* Never preteach or decontextualize, always stan fthe students

* Not only use the reading texts to talk about gramar to teach vocabulary,
but also use them to develop the skills of reading

» Ask the students to make an exercise for theiinpes such as a vocabulary

puzzle, word search grid, split puzzle or an agcost

This new approach requires the students to be lalisyhe time in the
classroom. They are to prepare their own readingrammar activities. Cognitive
development of the students is very important. dessre not considered as isolated
branches; on the contrary, they include subjectstloér branches. That's why this
approach is called cross-curricular language tegchihis method also suggests the
teachers to prepare different types of activitmsstudents with different abilities to

choose.
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CHAPTER IlI

SOME MISAPPLICATIONS WHICH OBSTRUCT ORAL FLUENCY

3.1Introduction

Up to now | have tried to explain the philosophylarfiguage teaching, some
strategies or methods which are currently beindieghjn language classes. Anyway,
we should examine the reasons of our failure ogilogss in teaching languages and
oral fluency. This will help us to revise the tejues we use or don’t use in classes,

and update our methodology with the ideas of tiec2htury.
3.2Accuracy or Fluency

When we examine the language books, even recenibished ones, we
obviously see that the nature of the exercises fvour of accuracy rather than
fluency, which really obstruct the development @élofluency among language
learners. Here, | don’t claim that accuracy exexiare useless; on the contrary, we
should achieve a balance between accuracy andccffuetercises. If fluency is much

more important for the learners, the focus shoel@m fluency type of exercises.

The below table shows the difference between acgui@ussed and fluency
focussed tasks. Instructors should think aboub#iance and decide the exercises to

do in classroom accordingly.



Figure 3.1 Characteristics of Accuracy and FluencfFocussed Taskg?)

Speaking skills in the secondary school classroom

Diana Hicks
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1 Speaking tasks can be divided into two types:

Accuracy focussed tasks

Fluency focussed tasks

Getting it-right

Getting it out

Repeating presented
forms/vocabulary

Using own words to express given
ideas

Close modelling on presented
forms/vocabulary

Using own words and ideas

2 Examples:Closed tasks

Open tasks

1 repetition drills

1 Reaching consensus

2 practising a dialogue

2 Moral dilemmas

3 guessing games (Hangman etc)

3 role plays

4 Describe and draw/spot the
difference

4 simulations

5 information gap

5 relaying instructions

6 responding to closed questions

6 communication games

7 problem solving

8 debates

9 jigsaw listening/reading sharing

3 Work with a partner.

A One of you remembers for a minute and writes dexamples of different tasks

types you have used with your classes since Septemb

B The other looks through the materials and wrdes/n examples of each kind of

task type.

Closed/accuracy speaking tasks

Open/fluency speaking tasks

2 In-Sercice Training Course Materials (2 Week Ceufsr Teachers Of English At Secondary Level
Focusing On Motivating Mixed Ability Classes And dSs-Curricular Language Teaching,
Cheltenham the UK, 25 March - 04 April 2008)
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Discuss with your partner.

Fluency focussed tasks are ones which requireaiiuti and creativity.
However, accuracy focussed tasks usually requiration. Look at the chart below

to distinguish the types of tasks.
Figure 3.2 Common Exercise Types in Coursebookd)

Is it different in another unit?
Diana Hicks

Unit 11: Look at the tasks and fill in the charts

Task Initiate Respond Imitate
P 85 Ex 1 Copy and
complete
Ex 2 Listen and repeat
Ex 3 Copy and completg.
Ask &answer
Ex 4 Listen and repeat
P 86 Ex 1 Study the chart
Ex 2 Read and answer
guestions

D

% In-Sercice Training Course Materials (2 Week Ceufsr Teachers Of English At Secondary Level
Focusing On Motivating Mixed Ability Classes And dSs-Curricular Language Teaching,
Cheltenham the UK, 25 March - 04 April 2008)
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Ex 3 Complete and
answer guestions

P 87 Ex 4 Fill in the
gaps

Ex 5 put words in 2
groups

Ex 6 Study questions apd
answers

According to A. Littlejohn and D. Hicks, many larage learning tasks focus
on accuracy. These are often ‘closed' exercisaghioh there is only one correct
answer. Fluency tasks, on the other hand, are rmape:m. They encourage the
learners to take risks and be more creative withl#imguage because there is no
right' or ‘'wrong' answer. At lower language leyelanguage teaching has
traditionally emphasised accuracy, believing thaericy comes once the grammar
has been mastered. Developing fluency is importaribuilding up the student's
confidence and maintaining a sense of achievenmehging able to say something
meaningful. Many students also learn more natuthiigugh tasks which focus on
usingthe language, rather than learnatgputthe language.

Figure 3.3 Samples of Fluency Focussed Tasis

Examples Of Fluency Focussed Tasks
Diana Hicks

A. Mr Ibrahim's own car has broken down and theagg mechanic has said that he
will have to wait over a month for spare parts. ¢hecides to hire a car. Mr Ibrahim
has a wife and three children, a boy of 18, a girlLl4 and another boy of 10, and he
will be using the car for driving to work and fooigg on long trips at the weekend.

Which car do you think he chose? And how much ddhjiok he paid? Look at this
table.

* In-Sercice Training Course Materials (2 Week Ceufsr Teachers Of English At Secondary Level
Focusing On Motivating Mixed Ability Classes And dSs-Curricular Language Teaching,
Cheltenham the UK, 25 March - 04 April 2008)
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Per Per Per XS
day week | month | km
Rates (inc at
100
km)
A | MAZDA 323 2| AIC, Seat belts, Radip
door 150 945| 3900| 0.50
B | MAZDA 626 4| A/IC, Seat belts, Radip
door and cassette player 150 975| 3900| 0.60
C | MAZDA 626 2| A/C, Seat belts, Radip
door Coupe and cassette player 170 1105| 4420| 0.70
D | MAZDA 929 4| A/C, Seat belts, Radip
door Station | and cassette player
Wagon 190| 1235 4940| 0.80
E | VOLVO 244 | A/IC, Seat belts,
GL 4 door Radio, cassette player
and Automatic
transmission 230 1495| 5980| 0.90
F | MERCEDES | A/C, Seat belts,
230 4 door Radio, cassette player
and Power steering 270 1755| 7020 1.CO
G | MERCEDES | A/C, Seat belts,
250 4 door Radio, cassette
player, Automatic
transmission and
Power steering 310 2015 8060| 1.10

B. You are going hiking and camping in the moursdior the weekend. Your
rucksack will hold 15lbs weight only. Work in a gpoand decide which items you

will take.

List

6 Ib sleeping bag
3 Ib pack

1 Ib pillow

6 oz small book to recordwhat you see

8 0z swimming suit
40z soap

4 oz toothpaste
20z toothbrush

1 Ib pot to cook in
1 Ib flashlight

1 Ib rain jacket
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3 Ib extra pair of shoes

6 Ib water container (full of water)
4 b camera

6 Ib 3-day supply of food

12 oz plate, forl&nife, spoon

12 oz insect repellent

1Ib extra set of clothing

1Ib fishing rod 6 oz towel

1oz matches

16 ounces = 1 pound; 0z = ounce; |Ib = pound (1 028-35q) (1 Ib - 0.454 kg)

Figure 3.4 Materials and Task Analysig°)

Materials and tasks analysis
Diana Hicks

' Doing things with a different ( new) awarenessesas to have more effect
than doing things with the same (well-establishedyvareness'(Underhill:
1989)

1 Tasks:

How can we encourage this is the classroom? Encaea
students to ask:

1 Why? (am | doing this?)

2 How ? (can | do it?) (will it help me understand?)
3 How ? (long have | got to do it?)

4 Who ? (can | work with?), (will see it?)

5 What ? (will be the outcome?)

6 Which ? (references/skills/language do | need?)

7 Where? (will this take me?)

What would be the results if you gave them this?as

® In-Sercice Training Course Materials (2 Week Ceufsr Teachers Of English At Secondary Level
Focusing On Motivating Mixed Ability Classes And dSs-Curricular Language Teaching,
Cheltenham the UK, 25 March - 04 April 2008)
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3.3 Decide Exercises

In classical way of teaching there are limited ejsas for the students to do.
They don’t have the right to decide on an intengséxercise. They have to do all the
exercises in their coursebooks which the teachetsmhem to do and some students
may find them boring. The students are not incluitetthe decision making process

about what to do in the classroom.

However, in modern sense exercises should allowstheents to choose
one/ones to do. They give the students a choieehat they can do next. One option
is usually to let them decide what they want to Tae students can do the “Decide
Exercises” alone, in pairs or in small groups. Exercises are designed as a first
step in the students taking responsibility for thewn learning. (Reporter:

Cambridge English Language Teaching, 2008)

“Decide Exercises” strategy will definitely playpositive role in motivating
the students since they will think that their opims are also important in decisions
about the lessons. This strategy is something nbighnais not applied in language

classes and worth being used.

3.4Errors and Error Correction

Making errors is an inevitable and necessary phtamguage learning. It is
only through making errors, and hearing the corfechs, that students can develop
their own understanding of how English works. Itthéis important that students
have as much opportunity as possible to producgukege and, with the focus on
using English creatively rather than simply repgalanguage, the number of errors
that students make will inevitably rise. Teachdénsstneed to think carefully about
how they will respond to these errors. The proa#sabsorbing a new language
structure takes considerable time. Teachers cantinetefore, expect that simply
correcting an error will produce immediate resuiesme errors can remain even up

to very advanced levels. A strong emphasis on esoection cannot be expected to
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produce students who make few errors. In fact,\am-emphasis on error correction
is likely to be counter-productive as students bezaleterred from using - and
experimenting - with new language and vocabulamyt 8udents do need to have
their errors pointed out to them. The key is toitioorrection to a small number of
points at a time and to judge when the right monientcorrection is. Correcting
students when they are in the middle of saying sloimg may produce students who
are afraid to talk. (Reporter: Cambridge Englisihduzage Teaching, 2008)

| think that most teachers today spend their timelass with error correction.
We should not forget that errors are inevitableégaf language classes. Moreover,
correcting errors immediately will have a negateiect on students especially

during oral practice activities.

3.5Evaluation

Assessment at the end of the lesson used to b&leoss to ask the students
some questions related to the subject being stuéHediever, in modern sense, it
should also include some more such as likes ankelisabout the subject, the
materials and even the way teacher use to telefson. This type of evaluation will
raise students’ interest in the subjects and fatdlilearning since they are to carry

out evaluation.

According to A. Littlejohn and D. Hicks, there am@o main ways in which
evaluation is important in learning. The first wiayn relation tovhatandhow much
students have learned - such as through testswuanzkeg. The second way, however,
is in relation tohow the students have been learning - whether groudpwor
example, is effective, whether they receive enoggtidance, and so on. The first
aspect of evaluation is the most common in languegehing. The second aspect is
not often considered in much depth, although ibbsiously extremely important.
The aim through this kind of evaluation is to inu®lthe students more in thinking

about how they are learning, to encourage thenalkte tnore control over their
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learning and to give you, the teacher, an insighd how the students see their
English classes. (Reporter: Cambridge English Laggureaching, 2008)

3.5.1Alternative Assessment

Testing oral fluency is impossible with written exiaations and thus we need

something new to evaluate the level our students heached in oral fluency.

Alternative assessment uses activities that rewdslt students can do with
language, emphasizing their strengths instead eir thveaknesses. Alternative
assessment instruments are not only designed andtuwsed differently from
traditional tests, but are also graded or scoréfdrdntly. As alternative assessment
is performance based, it helps instructors empblasiat the point of language
learning is communication for meaningful purposdgernative assessment methods
work well in learner-centered classrooms becausg #re based on the idea that
students can evaluate their own learning and lizam the evaluation process. These
methods give learners opportunities to reflect othkiheir linguistic development
and their learning processes. Alternative assedsthas gives instructors a way to
connect assessment with review of learning strateg{Reporter: The National

Capital Language Resource Center, 2003-2004)

Features of alternative assessment:

* Assessment is based on authentic tasks that deenstarners’
ability to accomplish communication goals

e Instructor and learners focus on communication, oatright and
wrong answers

* Learners help to set the criteria for successfulmptetion of
communication tasks

* Learners have opportunities to assess themselvdstlagir peers.

(The National Capital Language Resource Centel3-2004)
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Instructors need to prepare students for the usdteative assessments and
allow time to teach them how to use them, so theatrative assessment will make
an effective contribution to the learning process .students benefit from evaluating
themselves and their peers, the instructor canrekpghe amount of alternative

assessment used in the classroom.

3.5.1.1Alternative assessment methods

Effective alternative assessment relies on obsensathat are recorded using

checklists and rubrics.

3.5.1.1.1Checklists

Checklists are often used for observing performanagder to keep track of a
student's progress or work over time. They can bisased to determine whether
students have met established criteria on a taskcohstruct a checklist, a teacher
should identify the different parts of a specifiemanunication task and any other
requirements associated with it. He/She shoulderaéist of these with columns for
marking yes and no. Checklists can be useful fasstbom assessment because they
are easy to construct and use, and they align lglegéh tasks. At the same time,
they are limited in that they do not provide aneasment of the relative quality of a
student's performance on a particular task. (Reporthe National Capital Language
Resource Center, 2003-2004)
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Figure 3.5 A Sample Checklist
ORAL PRESENTATION CHECKLIST

Checklist for High School: Grades 9-12

Content

Resources

Organization

Presentation Aids

Delivery

| used an effective
and appropriate
attention-getting
device.

| stayed focused;
did not stray off my|
topic.

| organized ideas in g
meaningful way.

Presentation aids
were used during thg
speech.

h

| maintained eye-
contact most of the
time.

| used vocabulary

| was well informed

A clear thesis

Presentation aids

| spoke to the entire

that the audience on my topic. statement was were relevant. audience, not just
could understand, or present in the one or two people.

| defined unfamiliar introduction.

terms.

My vocabulary wag | presented | included necessary Presentation aids My  pronunciation

strong and| information that background enhanced the speech was clear and easy t0
unambiguous. others didn't know. | information. or reinforced main understand.

points.
| used logical | was able to answef A clear introduction| Presentation aids did| My rate of speech
appeals where questions from the was present. not distract the was not too fast o
appropriate. audience. audience. too slow.
Logical appeals| | stayed focused; | The introduction Presentation aid§ My volume was not
included sound| did not stray off my included a statement| were creative. too loud or too soft.

factual information. | topic. of the main points.
| used emotional or | | was well informed | The audience could | Visual aids were My body language
persuasive appeals | on my topic. predict the easily viewed or read was not too relaxed

where appropriate.

presentation's basic

by the entire

or too tense.

structure from the audience.

introduction alone
| used supportivg | used interviews The body of thg Audio aids were| My voice varied in
details. with others as a presentation easily heard by the pitch; it was not

resource. contained support for entire audience. monotone.

the main points.
The information || Prominent resources | used helpful Presentation aids | used meaningful
gave was useful to were referred to in| transitions between | contained no spelling gestures.
others. the speech. main points (e.g.: or grammar errors.

"First of all ..." or

"Similarly ..." etc).
The information and | A bibliography was | | used logical Presentation aids | used notes

arguments were easy
to follow

available.

connectors (e.g.: "On
the other hand ..." or
"Therefore ..." etc).

were used during th¢
speech.

sparingly; | did not
read from them.

| stayed focused;
did not stray off my

| was able to answer
questions from the

Ideas flowed
logically from one

I used standard

grammar.

topic. audience. point to the next.

| was well informed A strong conclusion | didn't hesitate or
on my topic. was present. lose my place.

| presented The conclusion had & I didn't use filler

information that

clear call to action or

words (uhm, uh, ah

others didn't know. belief. mm, like).
The audience coulg | didn't call attention
distinguish the to errors by
introduction,  body, apologizing.

and conclusion.

| didn't fidget, rock
back and forth, or
pace.

| maintained good
posture.

| maintained eye-
contact most of the
time.

| spoke to the entire
audience, not just
one or two people.
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My  pronunciation
was clear and easy tp
understand.

My rate of speech
was not too fast o
too slow.

http://4teachers.org/projectbased/912pre.shtmi

3.5.1.1.2Rubrics

Whereas a checklist simply provides an indicatidnwhether a specific
criterion, characteristic, or behavior is present,ibric provides a measure of quality
of performance on the basis of established critdfiabrics are often used with
benchmarks or samples that serve as standardssagdiich student performance is
judged. Rubrics are primarily used for languag&ddbat involve some kind of oral
or written production on the part of the studentisl possible to create a generic
rubric that can be used with multiple speaking oitimg tasks, but assessment is
more accurate when the instructor uses rubricsatteatitted to the task and the goals
of instruction. There are four main types of rubriReporter: The National Capital
Language Resource Center, 2003-2004)

Figure 3.6 A Sample Rubric

SAMPLE RUBRIC

Student Name: | Evaluator:

Criteria Did Student Demonstrate Brief Evaluator
Skill? Comments

A. Basic Phonetic Skill Development
Use of consonants
Use of long vowels
Use of short vowels
Use of silent "e" rule
B. Use Of Simple Endings To Words
ed"

"es" and "s"
“ing"

C. Use Of Special Types Of Words
compound words
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Contractions

Prefixes

sight words

Suffixes

Powered by TeAch-nology.com- The Web Portal For datlurs! (www.teach-

nology.comn)

Evaluator Comments

Because alternative assessment depends on dirgetvabon, instructors can

most easily begin to use it when evaluating stuglewriting assignments and

individual speaking tasks such as presentationge@m instructor has reached a

level of comfort with checklists and rubrics, thegn also be used when observing

students interacting in small groups. When doing, thowever, the instructor needs

to be aware that group dynamics will have an eftactthe performance of each
individual. (Reporter: The National Capital Langadgesource Center, 2003-2004)

Figure 3.7 A Sample Oral Presentation Rubrid®)

RUBRIC FOR AN ORAL PRESENTATION

a series of
guestions, a
short
demonstration,
a colorful visual
or a personal
reason why they
picked this
topic.

introduction,
then starts
speech.

Criterion Quality
Gains attention of | Gives details or | Does a one- or | Does not
audience. an amusing fact| two-sentence | attempt to gain

attention of
audience, just
starts speech

® Understanding Rubrics by Heidi Goodrich Andradigioally published irEducational Leadership,

54(4), 1997
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3.6 Feedback

Feedback may focus on the form of what the studeswe done like spelling,
grammar, neatness or on dsntent its message, the opinions and ideas expressed.
As teachers, we typically respond to the form aspeat it is only through the
content aspect that we can really recognise owdiests as individuals with their own

ideas.

According to A. Littlejohn and D. Hicks, one of tiheost important factors in
learning is a feeling that you are getting somewhEopr some students, learning at
school can seem like endless lists of exerciseshich they move from one task to
the next. This can lead to a lack of a sense eictdon in their learning or a feeling
that there is no value in it. It is important, thi@re, that students receive feedback on
what they have done and that their effort is rec®gh and valued. (Reporter:

Cambridge English Language Teaching, 2008)

3.7 Groupwork

Group work is based on the idea that students eamnllanguage and
information from each other. The principle of cceogitive learning is basic to
classroom education. It also allows teachers thmpnity to help with individual
problems, stronger and weak students to work abwe pace and more students to

get more practice.

Before students begin groupwork, instructors shaulke sure the students
know exactly what they are expected to do. Theylkshmake the focus clear with a
definite outcome. During the lesson note which stusl are working together so that
instructors can encourage them to work with diffiéreeople next time. After
working in groups, students can be cross-groupéd ihvolves groups re-forming
with represent of the other groups. In their crgigIps, students can compare ideas.
Three or four are probably the best numbers fougnmrk. (Reporter: Cambridge
English Language Teaching, 2008)



Figure 3.8 Characteristics of Groupwork Activities (")

Group work activities: Position in lesson

36

=

Position Purpose Outcome
Beginning |1 brainstorm- gather ideas |Provide starting point for
2 raise questions. lesson -
3 plan 1 ideas
4 sort and choose 2 information
5 share information 3 outline
6 find information on CD 4 strategy/plan
ROM, internet, library, 5 questions
classroom resources Outcome language: MT an
Working spoken language: L2
MT
Resource language: MT
and L2
Middle 1 consolidate - 1 completed charts/grids
knowledge/skill 2 presentation[poster/
2 practise/experiment powerpoint]
3 expand 3 role play/simulation
4 prepare 4 design
Working spoken language: Outcome language: MT ang
MT L2
Resource language: MT
and L2
End 1 assessment of learning
2 consolidation
3 combination of range of
skills and knowledge

" In-Sercice Training Course Materials (2 Week Cewfsr Teachers Of English At Secondary Level
Focusing On Motivating Mixed Ability Classes AnddSs-Curricular Language Teaching,
Cheltenham the UK, 25 March - 04 April 2008)
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3.8Inductive Grammar

Grammar may be approached in two main wagstuctively in which students
are given a rule which they then practiseinoluctively in which they work out rules
for themselves. Teachers usually prefer the formewever, according to Littlejohn
and Hicks, inductive grammar teaching is useful donumber of reasons. It can
involve the students more fully as thinking peoplgh ideas of their own and
increase motivation. It can involve them more fullyunderstanding the language as
they work out different rules for forming and usiBgglish and it can also help clear
up misconceptions they have and make it clear tg ylee teacher, what ideas they
have about how grammar works. (Reporter: Cambritlyglish Language Teaching,
2008)

Some aspects of English grammar may be similarhen students’ mother
tongue. Students can be asked to think about hawgdhare expressed in their
mother tongue and when they use certain words, e#éore they are asked to think
about English. Students can be given simple taaies asked to complete them.
Students can briefly work in small groups/pairsmark out a rule before instructors
ask for their ideas. If their ideas are incorréegchers can then present the correct
rule or give some more examples which make themkthabout the rule further.

(Reporter: Cambridge English Language Teaching8p00

3.9Learning strategies

Learning strategies are the techniques individuaidents use to help
themselves learn. Strategy sharing is a good soltitir the weaker students and thus
vitally important for learning. There are threeimtypes of strategies according to
Hicks:

1. Meta-cognitive strategies, such as planning, euahga and

monitoring language use;
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2. Cognitive strategies used in actually 'doing tharteng', such as
guessing words, repeating, learning things by heand working out
rules;

3. Social strategies, such as working with othersjragkor help and so
on.(Reporter: Cambridge English Language Teaching8R00

All students come to their English lessons withirtloevn learning strategies.
They learn many of these through their other schawk, through watching people,
and by being told what to do. Learning strategresvery personal - what works for
one person may not work for another person. Siheestrategies students use are
influenced by teaching and by others, students nmybe using the best strategies
for them. Teaching tends to emphasise particulpragehes to learning. Students are
unlikely to be aware of what the alternatives migatand may assume that the way
they learn and are taught is the only way. Hiclesne$ that “learning about learning
is part of the process of education and providesuaderstanding which is
transferable to other subjects, other areas of difid beyond school. It is also
important in bringing about student involvemént(Reporter: Cambridge English
Language Teaching, 2008)

Learning strategies generally take place insidesthdents' head, so it is very
difficult to find out precisely what strategies yhare using. However, there are ways
to get a better picture and to determine if yomkhhe students are using the most
effective strategies. At the end of each lessotruntors should ask students to note
down what they thought the main point of the lessas, what they learned from the
lesson, which exercise helped them the most/leastadnat they found easiest/most
difficult. (Reporter: Cambridge English Languageadleing, 2008)

3.10 Mixed Ability

The most important common aspect of all classeshwis usually ignored is
that they consist of students who have 'mixed tgbiliAll classes consist of

individual students with different personalitiesdamterests. All students also,
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themselves, have 'mixed abilities'. For examplenesstudents may find writing
easier than speaking or vice versa. Some studémis dne particular task or
approach more appealing than other tasks or appesatlicks claims that there are
two types of abilities to distinguisianguage abilityandlanguage learning ability
The first aspect refers to how much language thmlesits actually know or
understand at a particular point in time. The sdcaspect refers to their ability to
learn. A student may be weak in English, for exanpult given appropriate support
may be able to learn quickly. This suggests thatestmixed ability’ classes may be
the result of particular approaches to teaching.tfis reason, teachers need to adopt
a flexible methodology that allows for a variety lefarning styles and abilities.
(Reporter: Cambridge English Language Teaching800

One key principle in teaching mixed ability groupsransparency Instructors
should try to make sure that all students undedsteimat is happening in the lesson,
for example by overviewing before beginning thestesor a new task. There are a
number of ways in which an instructor can approtedching groups of mixed
language and learning ability. Stronger, averageveaker students can be given
completely different tasks at different levels d@fidulty. Or students can be given
tasks on the same topic at varying levels of diffic Or else students can be
involved in open-ended tasks which allow them tepomd at their own level of
ability. (Reporter: Cambridge English Language Taag, 2008)

3.11Pace

The timing and pace of any lesson are linked tagethiming is concerned
with the management of the time available for edaks, that is, when certain things
happen. Pace is more concerned with the rate athwthie students work. All
students work at a different pace and they thud t@ée allowed to work at a rate at
which they feel comfortable. A language teachernmaterial should provide a
number of ways of preventing some students frotméabehind because the pace is
too fast and of preventing others from getting ddrecause the pace of the lessons

is too slow.
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In large mixed ability classes, different studerds work on different tasks at
the same time at their own pace. Certain parthefcourse should allow students
more opportunity to have direct control over therning and thus their pace. If
certain students are working at a very slow paoe, will need to ask yourself why
this is and if you can or should do anything abbufor example, they may be tired,
they may be confused, they may not understandasie and they may be bored,
they may have things on their mind. You will theeed to decide if you should
intervene for example by encouraging them to waskdr or by explaining things to

them again. (Reporter: Cambridge English Languaggeehing, 2008)
3.12 Participation

Some students may seem reluctant to participatéy amad contribute to the
lessons patrticularly in large classes. There may beimber of reasons for this.
There may, for example, be a number of negativeofacsuch as being afraid to
make mistakes in front of others, feeling that thalf appear stupid, fearing that
they will be corrected, or otherwise lacking in idance in front of a large group.
On the other hand, many students naturally say hMtig. They may feel that they
learn best through listening and observing - sieig their preferred learning
strategy. There are a number of things that teaater do to improve the chances of
students participating.

Hicks states that some students may dominate #ss tly being over-noisy or
always answering questions first. If this is a peaba teacher could divide the class
into four quarters and say that he/she will acegpanswer from each group in turn.
Some students may be reluctant to 'act out' insclasstructors should not force
students to speak out loud if they are not willoxgready. They should make sure
that the students understand that many of the itetivare open-ended so that a
variety of answers are acceptable and 'right'. Ty better encourage students to
understand the importance of everyone's contribuiiogroup work and that the
work that the quiet students do often supportswbek of the more dominant ones.

(Reporter: Cambridge English Language Teaching8p00
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3.13 Speaking

One of the main aims of language teaching musb lggve students confidence
in expressing themselves orally. The emphasisasetare, on spoken fluency rather
than on spoken accuracy. This should encourageestsido be confident and

creative in their spoken English.

Littlejohn and Hicks suggest that an instructor idtloconsider whether a
spoken error could lead to misunderstanding beforeecting it. If not, there may be
little reason to correct it. Too much error corr@atcan inhibit the students’ desire to
speak. There is no need to insist on whole serdendbey may only manage a
phrase or even a word. A teacher had better trgdot towhatthe students have said
rather thanhow they have said it. He/She should allow space ameé for the
students to speak. Students often find it diffitalprovide a rapid spoken reply to a
question without time to process an answer. Sonestilmmay be useful to give the
students in advance the questions you will ask tkenthey can prepare. At the
beginning, it may be better to let students volentereply rather than insist that they
answer in turn. A teacher should try to ensure difé¢rent people speak each time.
He/She can suggest that different people do thertiag back after groupwork.
(Reporter: Cambridge English Language Teaching800

3.14 Vocabulary

Vocabulary is possibly the single most importaraain language learning. A
person can communicate effectively even thoughheefnay be very weak in
grammatical knowledge with a large vocabulary.dh ®e expected, however, that
the studentspassiveknowledge of vocabulary will always be greaternthaeir
activeabilities - what they are able to produce. Themawghould the instructors and

learners do?

According to Hicks, writing vocabulary puzzles fbeir partner gives students
time to absorb new words. A teacher can encouragkists to compare new words
with translations in the mother tongue. He/She eragourage students to guess new
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words in texts. The students should be shown hous#oa dictionary. This will help

them build up their vocabulary outside of classetirhle/She could encourage the
students to keep a vocabulary notebook in whick tteee down words/phrases new
to them daily and their meaning in their languag§tidents can be put into small
groups to test each other on vocabulary or to éeaisocabulary test for the class.

(Reporter: Cambridge English Language Teaching8200

Although above strategies are possibly applieddsses, it is far easier to learn
vocabulary in 'chunks' of meaning than as isolatedds. This gives a context with
which the students can associate language and nfakes it more memorable.

Instructors can try a similar experiment with renbening ‘chunks' of text.

Figure 3.9 Vocabulary Learning Strategies®

Revision of vocabulary
Diana Hicks

"Revise your new vocabulary for a test on Friday" o
"Make a puzzle/exercise to revise your new vocabptita a test on
Friday. You could..."

1 Read the text on page 53 and make an accrosticolids

2 Make a circle puzzle with clues

3 Copy a paragraph of the text. Make a gap fill exsclLeave it two days and come
back and fill in the gaps.

4 Make sentences which use a noun and a verb: eg,
I An archaeologist discovers things
il A wheel travels

il Snow melts: doesn't melt

5 Make a story using as many words as you can

8 In-Sercice Training Course Materials (2 Week Ceufsr Teachers Of English At Secondary Level
Focusing On Motivating Mixed Ability Classes AnddSs-Curricular Language Teaching,
Cheltenham the UK, 25 March - 04 April 2008)
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6 Make 'odd one out' groups :eg,
| steam crop ice snow

iiaxe coat bow arrow

iii body jewellery coat boot

7 Make a split word puzzle

1 Arch A lery

2 Jewel Bdy

3 Arr C der

4 Bo Dal

5 bor E aeologist
6 met F ow

8 Draw a picture of the story in the unit. Labdlthle things

9 Divide the words into different syllable lengths

One syllable Two syllables Three syllables
Axe Border

3.15 Student involvement

Student involvement is probably the single mostangnt factor in language
learning. One of the greatest causes of drop alisaudent failure in learning is that
they do not feel part of their course. For thissmg the encouragement of student
involvement is one of key principles in languagacténg. The aim is to involve the
students as fully as possible in their English seusuch that they feel ittiseirsand
one which is personally relevant to them.

Littlewood and Hicks advise instructors to stadnfrthe students. Instructors
should find out what the students already know\andld like to know about a new
topic when introducing it. They should encouraggutar evaluation of how they are

learning. They should provide choices between taSksdents should be provided
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creative tasks which draw on the students’ imagnatexperience and personal
views. Providing larger tasks where students cahffeer to work in their own way
is better. Students should be involved in the pctida of tests and make tests less
threatening. (Reporter: Cambridge English Languieggeching, 2008)

Figure 3.10 Criteria for Student Involvement

Inclusivity means
Diana Hicks

1 offering every pupil in the class an equal charepdrticipate in the task

2 accepting that every class is 'mixed ability'

3 recognising that each pupil will bring differentesigths to the task

4 understanding that the process of making meanimgpoise important than the
‘done’ product

5 allowing each pupil to make decisions and choices

6 trusting the pupils decisions and choices

7 seeing individual progress as signs of 'success’

8 constructing opportunities for involvement

What are the characteristics of inclusive tasks?

choice cogNitiveCreative related tolivéd) e ncy based
transparent initiate

eValuable opEn

(In-Sercice Training Course Materials (2 Week Cewfer Teachers Of English At
Secondary Level Focusing On Motivating Mixed AlyilElasses And Cross-
Curricular Language Teaching, Cheltenham the UKM28ch - 04 April 2008))

3.16 Problem solving

When the instructor tries to teach everything te #tudents by telling the

lesson on his/her own, the students will soon getdb because listening is one of the
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most difficult tasks. That's why students shouldoalparticipate and explore

something in the target language classes.

Littlejohn and Hicks claim that the benefits of @lglem-solving approach to
teaching and learning can be significant for a neindd reasons. Firstly, involving
the learner in thinking things through requires enamvolvement and produces
greater depth of understanding. This kind of 'eiguetial knowledge', gained through
the experience afoing something, often lasts longer and is more sigaifido the
learner than knowledge which is simply 'transmittedthe teacher or the book. The
students become involved in constructing their amdividual systems of learning
and understanding. Secondly, some recent reseascbuggested that where students
are involved in using language to understand anddtate meanings, then language
may be acquired more naturally, in much the samg aginfants learn their first
language. (Reporter: Cambridge English Languagehieg, 2008)
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CHAPTER IV
EVALUATION OF TECHNIQUES BY THE STUDENTS

4.1 Introduction

This chapter presents the analysis and interpoetatf the data collected

through two questionnaires.
4.2 Subjects

The participants of the study were 59 studentshin 4" grade at Karaman
Anadolu Gretmen Lisesi during 2007-2008. The following fastevere taken into

consideration in the selection of these subjects:

a) Class 9/C was selected as the experimentalpgrand 9/B class as the
control group. The main factor for the determinatad the control and experimental
group was that the teacher of class 9/C was awatieeonovel techniques for the
development of oral fluency whereas the teach&/®fwas not.

b) The focus of the study was the 9th level as ghwlents who have had
English classes for five yeas previously are gtithble to communicate using foreign
language. Moreover they have to decide an areaualy Spossibly lessening the
importance the importance of EFL in the upcomingdgs. This grade is the only
one in which students are exposed to a foreignuagg 10 hours a week and hence

the only chance to build up their oral fluency tioeir future lives.
4.3 Data Collection

The aim of our study was to identify contemporargtinods, approaches and
exercise types and their efficiency for the deveiept of oral fluency in high school
students. Our study was motivated by the assumptiost contemporary
communicative exercises, language teaching mateaiad approaches which will be

applied in classes positively affect their oral patence.
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Our major research question in this study is “Auercy exercises, introduced
in the previous chapters, affect the success inflaency development?” To find out
whether foreign language teachers at primary lbadlalready used the same type of
oral fluency exercises described in this study ashmas they can, a questionnaire
regarding the application of contemporary languagaching and oral fluency
developing techniques at primary level was appbtedboth experimental and test
groups including 9/B and 9/C classes at KaramandaiaOsretmen Lisesi in the
early weeks of the first term of 2007-2008 Educdatyear. This survey contained
some questions regarding the opinions of studdristasome necessary techniques
to be applied in order to provide oral fluency wieetthey had been applied on them
or not at primary school, and the researcher apphese techniques to supply oral
fluency in the classes he taught. At the end of dda2008 the students in both
experimental and test groups evaluated the dedreeeio oral fluency with another
guestionnaire and they also assessed the efficiehegchniques which had been

applied on them.

It was especially aimed to provide possible sahstito the teachers of English who
are in need of updating their way of teaching tepres and materials. Because it is
believed that there has to be initial and urgeange in teachers' teaching styles which
influences learners’ attitude and motivation in eleping oral competence in

English.

It should be noted here that questionnaires fatestts which are designed and
adapted for the present study are valid and reiabherefore, the validity and
reliability of the questionnaires were approvedsbyne field experts. It is also assumed
that the answers reflect the real and sincereasrof the participants.

4.4 Data Analysis
In this study, data was analysed mostly by usinggmtage and frequency

distribution in computer environment for both gigstaires. SPSS 14.0 is used to

analyze the questionnaire output. Also, since qumasdires were applied on both
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experimental and control groups, scales were peepdor analysis whether a
significant rise has been observed in developirgitipe progress about oral competence
and self confidence on experimental group or nooes€ graphs helped the researcher to

analyse and evaluate the items comparatively.

The items in the first questionnaire will be analy$elow and interpreted, and

then a general evaluation of the results will belena

4.4.1 Comparative Evaluation of the Data Collectettom the Control Group and the
Experimental Group

This part of the study presents the analysis ofdtita collected from students at
9/C and 9/B classes.
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Table 4.1. The percentage of the students in the marimental group (9/C) involved in

marking the best alternative for the pre-questionn&re statements.

Dear Students,

The questions in this questionnaire are relatedoteign

language lessons at the primary education schoal|yo
graduated from. Tick the items which were admimesieto
you below and to what degree. This research doés no
definitely interest the school you are studyingigit now.
It is necessary for the researcher, who is a mastelent in
Social Sciences Institute at Selcuk University,identify o
the oral fluency development practices conductefriaign o
language classes at schools. Please tick the ppsi@iate © =
choice in order that this research should reachiris g 0] %
. 2|2 T
Faruk TURK s > o o
Researcher S I =3 £
a (o < O
1. The students also participated in the decision ntpRrocess 51,7| 27,6| 17,2| 3,4
about the lessons.
2. The students were asked about the things they kmeldn’t | 62,1| 24,1| 13,8 -
know about the subject which would be studied aldsson.
3. The students were given the feedback opportunitheatend 17,9| 64,3| 10,7| 7,1
of the lesson about the subject studied.
4. The strategies students used to study or learnvoeabulary| 44,8\ 20,7| 27,6| 6,9
were evaluated and shared in the lessons.
5. The students were asked to express their opinioostavhat| 41,4| 34,5| 20,7| 3,4
they liked or disliked about the subject studiethia lesson.
6. The exercises were usually grammar focussed suét es| 6,9| 24,1|41,4| 27,6
the blanks, correct the mistakes and etc.
7. The exercises were generally designed to test Hmy |t 6,9| 6,9|55,2| 31
expressed the things they wanted to say.
8. The exercises were mostly related to what they satider| 39,3 25117,9| 17,9
than how they said.
9. Grammar topics were given like mathematics formatal| 10,3| 13,8| 27,6| 48,3
they were the most important part of the lesson.
10. Vocabulary was introduced one by one or in isoléitasd. - 6,9| 44,8| 48,3
11. The meanings and use of the vocabulary were intexdiin| 44,8 31| 20,7 3,4
sentences and expressions.
12. The exercises were mostly imitation type of a mayptn. -| 10,7|64,3| 25
13. The exercises required the students to express tven | 41,4 51,7| 3,4| 3,4
opinions and feelings with their own words and seoés.
14. The exercises done in the classes were ones whdghred| 34| 20,7| 4,8| 31
the students to perform a task and usually stasti¢ld the
verb “do”.
15. The exercises done in the classroom were ones whgh1 31| 3,4| 34
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Dear Students,

The questions in this questionnaire are relatedoteign

language lessons at the primary education schoal|yo
graduated from. Tick the items which were admimesieto
you below and to what degree. This research doés no
definitely interest the school you are studyingigit now.
It is necessary for the researcher, who is a mastelent in
Social Sciences Institute at Selcuk University,identify o
the oral fluency development practices conductefriaign o
language classes at schools. Please tick the ppsi@iate © =
choice in order that this research should reachiris g 0] %
. 2|2 T
Faruk TURK = > o o
Researcher S I =3 £
Q (o < O
required to be initiative, creative, and generghyoduce
something new and usually started with the verbKeta
16. The lessons were introduced in the target languwdigthe| 6,9| 20,7| 62,1| 10,3
time.
17. Both the mother tongue and the target language were 37,9 31|17,2| 13,8
medium of the classes, yet the reports of the taskse
prepared and presented only in the target tongue.
18. When the lessons were always introduced in theetarg7,1| 3,6|42,9|46,4
language, it was difficult for me to understand Hudjects,
adapt to daily life and transfer to the mother tmng
19. Using the mother tongue in the lessons when negesst0,3| 3,4| 10,3| 75,9
comforted me.
20. When the target language was always used in tiseries || 17,2| 3,4|24,1| 55,2
couldn’'t understand some sentences and it reallgenmae
anxious.
21.The teacher focussed on sentence structure mostly 7,4| 3,7|55,6| 33,3
grammar lessons.
22. The teacher focussed on the use rather than thetwt in| 51,7| 37,9| 10,3 -
grammar lessons, that's to say which function acstire
represents was more important.
23. The teacher explained everything in classes. 3,4 3,4|44,8| 48,3
24. The students worked in the lessons and the teaubstly| 58,6| 37,9 -1 34
helped the students when necessary.
25. The teacher used to speak more than the students. - 6,9| 34,5| 58,6
26. The students were more active than the teachdasses. 62,1 31| 6,9 -
27.The students used to work individually and they ener 3,4| 24,1| 44,8| 27,6
passive.
28. The students used to study in pairs or groups, thed | 58,6 31| 10,3 -
produced something actively.
29. After the group work, each member of a group evalidhe| 79,3| 13,8| 3,4| 3,4
work he/she performed and the work of other members
30. First the teacher explained the subject in gramiessons, 3,6| 10,7|64,3| 21,4

and then the students made some exercises abbsubject.
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Dear Students,

The questions in this questionnaire are relatedoteign
language lessons at the primary education schoal
graduated from. Tick the items which were admimesieto
you below and to what degree. This research does
definitely interest the school you are studyingigit now.
It is necessary for the researcher, who is a mastelent in
Social Sciences Institute at Selcuk University,identify
the oral fluency development practices conductefriaign
language classes at schools. Please tick the mpsi@iate
choice in order that this research should reachiris

Faruk TURK
Researcher

Yo

no

Don’t Agree

Partly Agree

Completely Agree

31. The students were more active in grammar lessdrey [t46,4

made discussions related to the structures andubei

46,4

~| Agree

32. The students were usually offered monotype exescise

6,9

10,3

37,9

44,8

33. Various types of exercises were offered to the esitalwith
various skill types.

75,9

17,2

3,4

3,4

34. The teachers did not interfere with the studentsinduy
speaking exercises; he/she did not directly corrént
mistakes.

58,6

24,1

17,2

35. Extra time was allocated for oral exercises.

58,6

34,5

3,4

3,4
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Table 4.2. The percentage of the students in the mwool group (9/B) involved in

marking the best alternative for the pre-questionn&re statements.

Dear Students,

The questions in this questionnaire are relatedoteign

language lessons at the primary education schoal|yo
graduated from. Tick the items which were admimesieto
you below and to what degree. This research doés no
definitely interest the school you are studyingigit now.
It is necessary for the researcher, who is a mastelent in
Social Sciences Institute at Selcuk University,identify o
the oral fluency development practices conductefriaign o
language classes at schools. Please tick the ppsi@iate © =
choice in order that this research should reachiris g o %
. 2 |2 T
Faruk TURK s > o o
Researcher S I =3 £
a o < O
1. The students also participated in the decisiongg®a@about | 73,3| 23,3| 3,3 -
the lessons.
2. The students were asked about the things they bneldn’t | 36,7| 30| 16,7| 16,7
know about the subject which would be studied alésson.
3. The students were given the feedback opportunityeaend | 41,4| 20,7| 31| 6,9
of the lesson about the subject studied.
4. The strategies students used to study or learnvoeabulary 60| 26,5| 6,7| 6,7
were evaluated and shared in the lessons.
5. The students were asked to express their opiniomgtavhat | 43,3| 36,7 | 13,3| 6,7
they liked or disliked about the subject studiethia lesson.
6. The exercises were usually grammar focussed sufthias 6,7| 10| 36,7| 46,7
the blanks, correct the mistakes and etc.
7. The exercises were generally designed to test hew t - 10| 60| 30
expressed the things they wanted to say.
8. The exercises were mostly related to what they rsdicer 41,4 31|20,7| 6,9
than how they said.
9. Grammar topics were given like mathematics Forrania 6,7| 36,7 -1 56,7
they were the most important part of the lesson.
10. Vocabulary was introduced one by one or in isolditd. 3,3| 10| 40| 46,7
11. The meanings and use of the vocabulary were intexiin 58,6241 3,4| 13,8
sentences and expressions.
12. The exercises were mostly imitation type of a mayiledn. 10,3 -162,1| 27,6
13. The exercises required the students to expregsaivei 66,7| 26,7| 6,7 -
opinions and feelings with their own words and seoés.
14. The exercises done in the classes were ones wdcired -113,3|53,3| 33,3
the students to perform a task and usually stavigdthe
verb “do”.
15. The exercises done in the classroom were ones which 79,31 13,8| 6,9 -
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Dear Students,

The questions in this questionnaire are relatedoteign
language lessons at the primary education schoal
graduated from. Tick the items which were admimesieto

Yo

you below and to what degree. This research doés no
definitely interest the school you are studyingigit now.
It is necessary for the researcher, who is a mastelent in
Social Sciences Institute at Selcuk University,identify o
the oral fluency development practices conductefriaign o
language classes at schools. Please tick the ppsi@iate © =
choice in order that this research should reachiris g o %
. 2 |2 T
Faruk TURK = > |9 o
Researcher S I =3 £
Q a < O
required to be initiative, creative, and generpligduce
something new and usually started with the verbKeta
16. The lessons were introduced in the target langafdlee 20| 301|43,3| 6,7
time.
17. Both the mother tongue and the target language there 16,7| 46,7| 13,3| 23,3
medium of the classes, yet the reports of the taske
prepared and presented only in the target tongue.
18. When the lessons were always introduced in thetarg 3,3 - 501 46,7
language, it was difficult for me to understand shibjects,
adapt to daily life and transfer to the mother tgng
19. Using the mother tongue in the lessons when negessa 33| 6,7/ 30| 60
comforted me.
20. When the target language was always used in teriss| -1 3,6|53,6|42,9
couldn’t understand some sentences and it realdlemae
anxious.
21. The teacher focussed on sentence structure mastly i -114,3|57,1| 28,6
grammar lessons.
22. The teacher focussed on the use rather than thetise in 60| 16,7| 16,7| 6,7
grammar lessons, that’s to say which function acstire
represents was more important.
23. The teacher explained everything in classes. 3,3 20| 40| 36,7
24. The students worked in the lessons and the teachstty 70| 23,3] 3,3| 3,3
helped the students when necessary.
25. The teacher used to speak more than the students. 3,3| 3,3|46,7| 46,7
26. The students were more active than the teachdasses. 76,7| 23,3 - -
27. The students used to work individually and theyeaver 13,3| 6,7|56,7| 23,3
passive.
28. The students used to study in pairs or groupsttaad 73,3|16,7| 6,7| 3,3
produced something actively.
29. After the group work, each member of a group evellithe 80| 6,7| 10| 3,3
work he/she performed and the work of other members
30. First the teacher explained the subject in gramessons, 6,71 23,3 40| 30

and then the students made some exercises abbsubject.
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Dear Students,

The questions in this questionnaire are relatedoteign
language lessons at the primary education schoal
graduated from. Tick the items which were admimesieto
you below and to what degree. This research does
definitely interest the school you are studyingigit now.
It is necessary for the researcher, who is a mastelent in
Social Sciences Institute at Selcuk University,identify
the oral fluency development practices conductefriaign
language classes at schools. Please tick the mpsi@iate
choice in order that this research should reachiris

Faruk TURK
Researcher

Yo

no

Completely Agree

31. The students were more active in grammar lesshag; t
made discussions related to the structures andubei

N Don’t Agree

w

w| Partly Agree

0

w| Agree
w

w
w

32. The students were usually offered monotype exescise

N
o

10

46,7

23,3

33. Various types of exercises were offered to theesttglwith
various skill types.

86,7

10

3,3

34. The teachers did not interfere with the studentsadu
speaking exercises; he/she did not directly cothect
mistakes.

46,7

36,7

13,3

3,3

35. Extra time was allocated for oral exercises.

50

33,3

10

6,7
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4.4.1.1 Decision Making Process about what to do dng a lesson

Below statistics show the frequencies of both expental and control
groups related to their preferences about the ecimaking process before each

lesson.

Table 4.3.The students also participated in the decision makg process about
the lessons.

Percentage (%)
Classes Dis.|P.A| A. |CA
1. Experimental Group (9/C) 51,27,6/17,2| 3,4
2. Control Group (9/B) 73,23,3] 3,3| -

51,7 % of the students in the experimental grospgieed on the statement that their
opinions were effective in the decision making psscabout what to do during the lessons.
27,6 % of the students ticked the choice “Parttgely The cumulative percentage is 79,3 %.

A significant rate, 73 %, of the students in thatd group stated that they did not
agree that their opinion was effective in the diacisnaking process about the lessons. 23,3
% of the students ticked the choice “Partly agrée& cumulative percentage is 96,7 %. This
means that the students in both groups think tigastudents in language classes are not

included in the decision making process. Thusl#sses are mostly teacher centered.

4.4.1.2What to do to motivate students

Table 4.4.The students were asked about the things they kneer didn’t know

about the subject which would be studied in the ls®n.

Percentage (%)
Classes Dis.|P.A] A. |[CA
1. Experimental Group (9/C) 62,24,1/13,8 -
2. Control Group (9/B) 36,7 30/16,7/16,7

This statement was involved in the survey to hawgemeral idea about the

preparations for the topics before each lesson stients in the experimental group
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disagreed on the statement at a significant rak¢l €6. They ticked the choice
‘partly agree’ at 24,1 %. The cumulative percentimgehe choices of ‘Disagree’ and

‘Partly agree’ is 86,2 %.

The students in the control group ticked the chatéDisagree’ at 36,7 %.
They preferred the choice ‘Partly Agree’ at 30,0 Blae cumulative percentage for
the choices of ‘Disagree’ and ‘Partly agree’ is766%. The results show that the
students in both groups believe that they wererépared before the lessons with

interesting questions to raise attention to théctop

4.4.1.3 Feedback

Table 4.5.The students were given the feedback opportunity athe end of the
lesson about the subject studied.

Percentage (%)
Classes Dis.|P.A| A. |[CA
1. Experimental Group (9/C) 17,64,3/10,7| 7,1
2. Control Group (9/B) 4120,7/ 31| 6,9

17,9 % of the students in the experimental grogagtieed on this statement.
Moreover, 64,3 % of the students ticked the choleartly Agree’. The cumulative
percentage is 82,1, which is really significant.

The students in the control group mostly tickedsd@yree’ choice for this
statement with the rate 41,4 %. 20,7 % of the stidim this group preferred ‘Partly
Agree’. The cumulative percentage is 62,1.
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Table 4.6. The students were asked to express the&pinions about what they

liked or disliked about the subject studied in thdesson.

Percentage (%)
Classes Dis.|P.A| A. |[CA
1. Experimental Group (9/C) 41),84,5/20,7| 3,4
2. Control Group (9/B) 43,36,7/13,3| 6,7

Cumulative 75,9 % of the students in the experilegitoup and 80 % of the
students in the control group stated that they weteasked to evaluate the likes and
dislikes about the subject sudied in the lesson.

Table 4.7. After the group work, each member of amup evaluated the work

he/she performed and the work of the other members.

Percentage (%)

Classes Dis.| PA| A. |CA

1. Experimental Group (9/C) 79,83,8 3,4 3,4
2. Control Group (9/B) 80 6,7 10| 3,3

Cumulative 93,1 % of the students in the experialegrtoup disagreed on this
statement. Cumulative 86,7 % of the students inctivdrol group also disagreed on
this statement. This result shows that the clagse®ither in the classical form and
the students sit and work individually or the ewion is not adequate after the

groupwork.

4.4.1.4 SharingStrategies for Learning

Table 4.8.The strategies students used to study or learn newocabulary were

evaluated and shared in the lessons.

Percentage (%)

Dis.| P.A| A. |[C.A
1. Experimental Group (9/C) 44 80,7, 27,6| 6,9
2. Control Group (9/B) 6(26,5| 6,7| 6,7

Classes
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Cumulative 65,5 % of the students in the experimegtoup stated that the
strategies they used to study or learn new vocapulere not shared in the
classroom. Cumulative 86,7 % of the students ircthrol group also stated that the
strategies they used to study or learn new vocapulere not shared in the
classroom. The students were not given the chanbe aware of other strategies to

learn.
4.4.1.5 Oral Drills

Table 4.9. The exercises were mostly imitation typaf a model given.

Percentage (%)
Classes Dis.| PA| A. |CA
1. Experimental Group (9/C) 10,7/64,3| 25
2. Control Group (9/B) 10,3 -]62,1/27,6

Cumulative 89,3 % of the students in the experimlegtoup stated that the
exercises done in the classroom mostly requirech titcerepeat or imitate an example
given before. 89,7 % of the students in the comgroup stated that the exercises
done in the classroom mostly required them to repeamitate an example given

before.

Table 4.10. The exercises done in the classes wemes which required the

students to perform a task and usually started witithe verb “do”.

Percentage (%)
Classes Dis.| PA| A. |CA
1. Experimental Group (9/C) 3,20,7/44,8] 31
2. Control Group (9/B) -13,3|53,3|33,3

This kind of exercises does not require the stugldot think or create
something. They want them to imitate a model. Cativg 75,8 % of the students in
the experimental group stated that the exercisgslthd done in the classroom were
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in this category. Moreover, cumulative 86,6 % of #tudents in the control group

also stated that the exercises they had done idldssroom were in this category.

4.4.1.6 Accuracy Exercises

Table 4.11. The exercises were usually grammar fossed such as fill in the

blanks, correct the mistakes and etc.

Percentage (%)
Classes Dis.|P.A| A. |[CA
1. Experimental Group (9/C) 6,94,1/41,4/ 27,6
2. Control Group (9/B) 6,/ 10|36,7/46,7

Cumulative 69 % of the students in the experimegtaup stated that the
exercises they had done in the classroom were lyggrammar focussed like fill in
the blanks and correct the mistakes exercises. Guivel 83,4 % of the students in
the control group also stated that the exerciseg llad done in the classroom were
usually grammar focussed like fill in the blankslaorrect the mistakes exercises.

Table 4.12. The exercises were generally designedtést how they expressed the

things they wanted to say.

Percentage (%)

Classes Dis.| P.A| A. |C.A

1. Experimental Group (9/C) 6,96,9|55,2| 31
2. Control Group (9/B) - 10| 30| 60

Cumulative 85,3 % of the students in the experiaegitoup agreed that their
teacher paid attention to the form of the sentemt¢e=n the students were required to
talk, whether the sentence structure they usedrelated to the subject they just
studied; right or wrong. In the control group 900¥%the students agreed that their
teacher paid attention to the form of the sentemt¢e=n the students were required to
talk.
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Table 4.13. Grammar topics were given like mathemats formula and they

were the most important part of the lesson.

Percentage (%)
Classes Dis.| PA| A. |CA
1. Experimental Group (9/C) 10,33,8| 27,6/ 48,3
2. Control Group (9/B) - 6,7/36,7/56,7

Cumulative 75,9 % of the students in the experiaegtoup agreed that the
grammar topics had been introduced like matheméaticaulas and they were the
most important part of the lessons. In control graumulative 93,4 % of the
students also agreed that the grammar topics haal ibéroduced like mathematics
formulas and they were the most important parhefléssons.

Table 4.14.The teacher focussed on sentence structure mostly grammar

lessons.
Percentage (%)
Classes Dis.|P.A| A. |CA
1. Experimental Group (9/C) 7,43,7| 55,6/ 33,3
2. Control Group (9/B) -14,3/57,1| 28,6

Cumulative 88,9 % of the students in the experialegitoup agreed that their
teachers mostly had paid attention to sentencetates without regarding their use
and function in daily life situations. 85,7 % oktktudents in the control group also
agreed that their teachers mostly had paid attento sentence structures

disregarding their use and function in daily lifeeiations.

4.4.1.7 Vocabulary Learning

Table 4.15. Vocabulary was introduced one by one an isolated lists.

Percentage (%)
Dis.| P.A| A. |[C.A
1. Experimental Group (9/C) -6,9|44,8/48,3
2. Control Group (9/B) 3,83 10| 40|46,7

Classes
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Cumulative 93,1 % of the students in the experiahgnbup stated that new words had
been introduced one by one or in isolated listeegisding the importance of the use in
sentences, synonyms or antonyms. In control grooplative 86,7 % of the students also
stated that new words had been introduced one éyiom isolated lists disregarding the

importance of the use in sentences, synonymsamans.

Table 4.16. The meanings and use of the vocabulary were introded in
sentences and expressions.

Percentage (%)

Classes Dis.|P.A| A. [CA
1. Experimental Group (9/C) 44,831(20,7 3,4
2. Control Group (9/B) 58,@24,1 3,4/13,8

A significant cumulative rate of the students ie #xperimental group, 75,9 %,
disagreed that the new words had been introducsehiences and expressions, but rather in
isolated lists or just with their dictionary meapiCumulative 82,8 % of the students in the
control group stated that the new words had nat int®duced in sentences and expressions,

but rather in isolated lists or just with theirttinary meaning.

4.4.1.8 Type of Classes (Student or Instructor cestted)

Table 4.17. The teacher explained everything in ctges.

Percentage (%)
Classes Dis.| P.A| A. |[CA
1. Experimental Group (9/C) 3,43,4| 44,8/ 48,3
2. Control Group (9/B) 3,8 20| 40|36,7

This statement was produced to test whether théests’ participation in
classes was enough. Cumulative 93,1 % of the stsiderthe experimental group
agreed on the statement above, which shows thatttitents were mostly passive

and the teacher was the most active element isrdas as in the classical way of
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teaching. Besides, cumulative 76,7 % of the stugdenthe control group also agreed

on this statement.

Table 4.18.The students worked in the lessons and the teacharostly helped

them when necessary.

Percentage (%)

Classes Dis.| PA| A. |CA

1. Experimental Group (9/C) 58,87,9 - 3,4
2. Control Group (9/B) 7»3,3| 3,3| 3,3

This statement in the questionnaire was producedtl wie aim of testing
whether the students were responsible for thernieg in modern sense and became
the most active part of the classes, and the teaabea counselor or a guide.
Cumulative 96,6 % of the students in the experi@egtoup disagreed on the
statement above, which means the teacher was tls¢ important actor in the
classes. Cumulative 93,3 % of the students in dinéral group also disagreed on this

statement.

Table 4.19.The teacher used to speak more than the students.

Percentage (%)
Classes Dis.| PA| A. |CA
1. Experimental Group (9/C) -6,9| 34,5/ 58,6
2. Control Group (9/B) 3,8 3,3/46,7/46,7

Cumulative 93,1 % of the students in the experilegtoup agreed on this
statement. Cumulative 93,4 % of the students irctimrol group also agreed on the
above statement. These results show that the tesaateestill considering themselves

as the dominant element inside the classroom.
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Table 4.20.The students were more active than the teacher idasses.

Percentage (%)
Classes Dis.| PA| A. |CA
1. Experimental Group (9/C) 62,131 6,9 -
2. Control Group (9/B) 76,23,3 - -

This item checks the reliability of the previousnit because it has an opposite
meaning. 62,1 % of the students in the experimetalp refused this statement by
ticking the choice “Disagree”, and also 31 % of #tedents ticked “Partly agree”.
The cumulative percent of the students who belignat the teachers were more
dominant parts of the classes is 93,1. In controlg 76,7 % of the students refused
this statement by ticking the choice “Disagree’d also 23,3 % of the students
ticked “Partly agree”. None of the students tickédiree” or “Completely agree”
choices, which means that nearly 100 % of the sitsdeelieve that the teachers were

more dominant parts of the classes.

Table 4.21. The students used to work individualland they were passive.

Percentage (%)
Classes Dis.| P.A| A. |C.A
1. Experimental Group (9/C) 3,24,1/44,8| 27,6
2. Control Group (9/B) 13,36,7/56,7/23,3

Cumulative 72,4 % of the students in the experiaegtoup agreed on this
idea that the students had worked as individuadsthey had been required to listen
to the teacher all the time rather than taking padiscussions related to the subject.
Cumulative 80 % of the students in the control gralso agreed on this idea that the

students had worked as individuals.
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Table 4.22. The students used to study in pairs agroups, and they produced

something actively.

Percentage (%)

Classes Dis.| PA| A. |CA

1. Experimental Group (9/C) 58,631|10,3 -
2. Control Group (9/B) 73,36,7| 6,7] 3,3

This statement has an opposite meaning to thequswne that the students
were more active working in pairs or groups, anthty to decide on something or
making discussios during the lessons related tagpe. Cumulative 89,7 % of the
students in the experimental group disagreed anitésm while only 10,3 % agreed
on it. In control group cumulative 90 % of the stuths disagreed on this item while

only 10 % agreed on it.

Table 4.23.First the teacher explained the subject in grammatessons, and then

the students made some exercises about that subject

Percentage (%)
Classes Dis.| P.A| A. [CA
1. Experimental Group (9/C) 3,80,7| 64,3/ 21,4
2. Control Group (9/B) 6,/23,3] 40| 30

Cumulative 85,7 % of the students in the experimegtoup agreed on the
statement that grammar explanations were first nbgdde teacher and the students
were required to do some exercises like fillingha blanks, correcting the mistakes
and etc. Also cumulative 70 % of the students intmb group agreed on this

statement.

Table 4.24.The students were more active in grammar lessonsheéy made

discussions related to the structures and their use

Percentage (%)
Dis.| P.A| A. |[C.A
1. Experimental Group (9/C) 46,46,4| 7,1 -
2. Control Group (9/B) 63,3 30| 3,3|] 3,3

Classes




65

Cumulative 92,9 % of the students in the experimegtoup refused this
statement that even in grammar lessons the studeaméesactive discussing the uses
and functions of grammatical structures rather thatening and imitating the
teacher. In control group also cumulative 93,3 %tloé students refused this

statement.

4.4.1.9 Fluency Exercises

Table 4.25. The exercises were mostly related to atthey said rather than how

they said.
Percentage (%)
Classes Dis.| PA| A. |CA
1. Experimental Group (9/C) 39,325(17,9/17,9
2. Control Group (9/B) 414 31/20,7) 6,9

Cumulative 64,3 % of the students in the experilegitoup disagreed on the
idea that the students’ ability to express whay thant to say in the target language
was more important than the form whether the stnecthey used was right or
wrong. In control group cumulative 72,4 % of theidsnts disagreed on this

statement.

Table 4.26. The exercises done in the classroom warynes which required to be
initiative, creative, and generally produce sometimg new and usually started

with the verb “make”.

Percentage (%)

Classes Dis.|P.A| A. |[CA

1. Experimental Group (9/C) 62,131 3,4/ 34
2. Control Group (9/B) 79,3.3,8/ 6,9 -

Most of the students in the experimental group, Wative 93,1 %, stated that

the exercises they had done in the classrooms ve¢her rare and they did not
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require them to be creative and initiative. In cohgroup also cumulative 93,4 %

stated that this kind of exercises were quite rare.

Table 4.27. The teacher focussed on the use rathénan the structure in

grammar lessons, that's to say which function a strcture represents was more

important.
Percentage (%)
Classes Dis.| P.A| A. |CA
1. Experimental Group (9/C) 51,37,9/10,3| -
2. Control Group (9/B) 6016,7|16,7| 6,7

To check the security of the item 21 that the teadbcussed on sentence
structure mostly in grammar lessons, this item wesated in the survey and
cumulative 89,7 % of the students in the experimlegtoup disagreed on it. Thus
this item strengthens the validity of the item 2ithva high rate that the teachers paid
little or no attention to the use and function dfe tgrammatical structures.
Cumulative 76,7 % of the students in the contraugr also disagreed on this

statement.

Table 4.28. The exercises required the students &xpress their own opinions

and feelings with their own words and sentences.

Percentage (%)

Classes Dis.| PA| A. |CA

1. Experimental Group (9/C) 41/81,7| 3,4 3,4
2. Control Group (9/B) 66,26,7| 6,7 -

Cumulative 93,1 % of the students in the experiadgmoup agreed that the exercises
they had done in the classroom did not require tizebe initiative and creative, but rather
imitate a model given. In control group cumula®&9 % of the students agreed that the
exercises they had done in the classroom did goireethem to use any vocabulary or

structure they knew to express their opinions aalihigs.
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Table 4.29. Extra time was allocated for oral flueny exercises.

Percentage (%)

Classes Dis.| PA| A. |CA

1. Experimental Group (9/C) 58,84,5| 3,4 3,4
2. Control Group (9/B) 5033,3| 10| 6,7

Cumulative 93,1 % of the students in the experiadegtoup disagreed on this
statement that each lesson had some time for logaidy exercises. In control group

cumulative 83,3 % of the students disagreed onsthiement.

Table 4.30.The teachers did not interfere with the students drung speaking
exercises; he/she did not directly correct the miakes.

Percentage (%)
Classes Dis.| P.A| A. |C.A

1. Experimental Group (9/C) 58,84,1/17,2 -
2. Control Group (9/B) 46,836,7/13,3| 3,3

Cumulative 82,8 % of the students in the experimlegtoup disagreed on
this statement. Thus it shows that the students wenally discouraged to speak the
target language by continuous interference in adsmistakes. In control group
cumulative 83,3 % of the students also disagreeth@nstatement. Thus it shows
that the students were usually discouraged to sieatarget language by continuous

interference in case of mistakes.

4.4.1.10 Lesson Medium

Table 4.31. The lessons were introduced in the tagglanguage all the time.

Percentage (%)
Dis.| P.A| A. |[CA
1. Experimental Group (9/C) 6,90,7/62,1/10,3
2. Control Group (9/B) 20 30|43,3| 6,7

Classes
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Cumulative 72,4 % of the students in the experiaegtoup agreed that the
teacher used to speak in the target language alltithe during the lessons.
Cumulative 49,9 % of the students in the controlugragreed that the teacher used

to speak in the target language all the time dutiegessons..

Table 4.32. Both the mother tongue and the targeahguage were the medium of
the classes, yet the reports of the tasks were pred and presented only in the
target tongue.

Percentage (%)
Classes Dis.| P.A| A. |C.A
1. Experimental Group (9/C) 37,931/17,2/ 13,8
2. Control Group (9/B) 16,46,7/ 13,3/ 23,3

37,9 % of the students in the experimental grogagiteed on this statement.
31 % of the students ticked the choice ‘Partly agr&nly 40 % of the students
agreed on it.

16,7 % of the students in the control group disadjren this statement. 46,7 %
ticked the choice ‘Partly agree’ whereas 36,6 %hmefstudents agreed on it.

Above statistics mean that either the medium offedlactivities in classes was
the target language or the students had to workithaally rather than in pairs or

groups performing a task.

Table 4.33. When the lessons were always introducéd the target language, it
was difficult for me to understand the subjects, adpt to daily life and transfer

to the mother tongue.

Percentage (%)
Dis.| P.A| A. |[C.A
1. Experimental Group (9/C) 7,13,6/42,9/46,4
2. Control Group (9/B) 3,8 -| 50/46,7

Classes
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Cumulative 89,3 % of the students in the experiaegtoup stated that they
had problems in understanding the subjects, adaptidaily life and transferring to
the mother tongue when the lessons were alwaysdimted in the target language.
Cumulative 96,7 % of the students in the controlugrstated that they had problems
in understanding the subjects, adapting to daféy dind transferring to the mother

tongue.

Table 4.34.Using the mother tongue in the lessons when necessaomforted

me.
Percentage (%)

Classes Dis.|P.A| A. |C.A

1. Experimental Group (9/C) 10,33,4| 10,3 75,9

2. Control Group (9/B) 3,86,7| 30/ 60

Cumulative 86,2 % of the students in the experiaegitoup agreed that they
did not feel anxious when the mother tongue was us¢he lessons when they had
difficulty in understanding any subject. Cumulat®@ % of the students in control

group also agreed on this statement.

Table 4.35.When the target language was always used in the $ems, | couldn’t

understand some sentences and it really made me aous.

Percentage (%)
Classes Dis.|[P.A| A. |CA
1. Experimental Group (9/C) 17,23,4|24,1| 55,2
2. Control Group (9/B) - 3,6/53,6/42,9

This statement was included in the survey to chiek reliability of the
previous item. Cumulative 79,3 % of the studentghi@ experimental group had
some anxiety about misunderstanding some sentencesxpressions, which
sometimes make the other students laugh. In cogtoalp cumulative 96,5 % of the

students had some anxiety about misunderstanding sentences or expressions.
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4.4.1.11 Multiple Intelligences

Table 4.36. The students were usually offered mongie exercises.

Percentage (%)
Classes Dis.|P.A| A. |[CA
1. Experimental Group (9/C) 6,20,3/37,9/44,8
2. Control Group (9/B) 20 10|46,7/23,3

This item means that the students have varyingaste and intelligences. If all
the students are required to do the same kind efcese which requires only one
type of intelligence, this means that most of thedants in the class with various
intelligence types will easily get bored and reftselo them. Cumulative 82,8 % of
the students in the experimental group agreed isrstatement. Moreover, in control

group cumulative 70 % of the students agreed anstatement.

Table 4.37. Various types of exercises were offergd the students with various

skill types.
Percentage (%)
Classes Dis.|P.A| A. |CA
1. Experimental Group (9/C) 75,97,2| 3,4| 3,4
2. Control Group (9/B) 86,7 10| 3,3 -

This item is converse of the previous item in megnio test its reliability.
Cumulative 93,1 % of the students in the experimlegtoup disagreed on this
statement. Cumulative 96,7 % of the students introbmgroup disagreed on this
statement. These results strengthen the resuleoptevious item that the students

were usually offered mono-type exercises for evedyhin the classroom.

To sum up, the students in both groups statedttiegt had not participated in
the decision making process about the lessonde lattention was paid to raise
motivation for the students. They were not askedualthe things they knew or

didn’t know about the subject which would be stddie the lesson. They were not
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given the feedback opportunity about the subjeddistl at the end of the lesson. The
strategies they used to study or learn new vocapware not evaluated and shared
in the lessons. They were not asked to expressdpgiions about what they liked or
disliked about the subject studied in the lessdre &xercises were usually grammar
focussed such as fill in the blanks, correct thetakies and etc. The exercises were
generally designed to test how they expressedhimgd they wanted to say. The
exercises were not related to what they said ratien how they said. Grammar
topics were given like mathematics formula and tweye the most important part of
the lesson. Vocabulary was introduced one by ona molated lists. The meanings
and use of the vocabulary were rarely introducedeintences and expressions. The
exercises were mostly imitation type of a modekgivThe exercises did not require
them to express their own opinions and feelingé wieir own words and sentences.
They did the exercises which required to perfortask and usually started with the
verb “do”. They did not do the exercises which rieeghto be initiative, creative and
started with the verb “make”. The lessons were lhguatroduced in the target
language all the time. Both the mother tongue dedtarget language were not the
medium of the classes. When the lessons were alwdageduced in the target
language, it was difficult for them to understahd subjects, adapt to daily life and
transfer to the mother tongue. However, using tbhéer tongue in the lessons when
necessary comforted them. When the mother tongsealveays used in the lessons,
they couldn’t understand some sentences and ityreshde them anxious. The
teacher focussed on sentence structure mostlyammar lessons. The teacher did
not focus on the use rather than the structurerammar lessons. The teacher
explained everything in classes. The teacher usexpeak more than the students.
The students were not more active than the teanheasses. The students used to
work individually and they were passive. The studehd not use to study in pairs or
groups, and they did not produce something activafter the group work, each
member of a group did not evaluate the work hefstrdormed and other group
members’ work. First the teacher explained theextbn grammar lessons, and then
the students made some exercises about that subjeststudents were not more
active in grammar lessons; they did not make d&souas related to the structures and

their use. The students were usually offered m@egxercises. Various types of
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exercises were not offered to the students withouar skill types. The teachers
interfered with the students during speaking esessi they did directly correct the

mistakes. Extra time was not allocated for orakeises.

4.4.1.12 Final Comparative Evaluation of the Data @Gllected through Post-Test from
the Control Group and the Experimental Group

Cross-Sectional Comparative Study Design was sledor the final
evaluation after enough input was supplied in at&oce with the hypothesis of this
study. A questionaire was developed involving tharacteristics of the techniques
described in the hypothesis and literature reviavispof this study. 15 students from
each group were randomly selected as every othdest in the class lists so as to
test the efficiency of the methods and techniqusied on the experimental group.
At the end of March, on 28 March 2008, the quesizae was applied on both
experimental and control groups. The data wereuatadl by comparison of the

groups.

Table 4.38. The percentage of the students in themerimental group (9/C) involved in

marking the best alternative for the final questiomaire statements.

Dear Students,

The questions in this survey are related to langud@sses you have been attending
in this school. It is necessary for the researcivbg is a master student in Social
Sciences Institute at Selcuk University, to idgntifie oral fluency development
practices conducted in foreign language classescladols. Please tick the most
appropriate choice in order that this research lshoeach its aim. Tick the most
appropriate boxes for you.

Faruk TURK

Researcher

1. Why do you learn English?

X1 would like to learn it voluntarily.80 %

| have to learn it because it is in the schooficutum. 20%
2. Before | started to study at this school;

I had had difficulty in spoken Englis@3,3 %



I had already been able to speak English flue6tl§ %

3. Because of the English classes | have attendedhis school so far;

X1l can speak English fluentlg0 %
| can speak English quite wel3,3 %

| can speak English only a little and | thinkgtriot enough6,7 %

O | cannot speak English. -

4. | can/cannot speak English fluently now because:
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Statements I -~ | 5125
2| <|E<
g O
1 | We do not only do accuracy exercises but also | 20 | 46,7| 33,3
fluency ones.
2 | My teacher does not correct my mistakés/ | 20 | 26,7 46,7
immediately during fluency exercises.
3 | I learn vocabulary with their meanings in phrased| 6,7 | 6,7 | 53,3 33,3
sentences.
4 | |learn what part of speech a vocabulary is,deeqly | 6,7 | 6,7 | 46,7 40
accompanying words, synonyms and antonyms
together.
5 | Since we share learning strategies in classesnotip
have difficulties in learning new vocabulary ands,7| 13,3| 46,7 | 33,3
structure.
6 | The teacher wants us to study for accuracy iditse| 6,7 | 13,3| 46,7 | 33,3
half of the lesson and communicative exercisetén t
second half.
7 | We frequently do speaking exercise in pairs| ©8,3] - 53,3| 33,3
groups.
8 | Our teacher does not only speak and tell the lesspn 13,3/40 | 46,7
the classroom but rather he/she evaluates our study
and guides us.
9 | Extratime is spent for communicative exercises. | - 20 | 33,3| 46,7
10 | The teacher evaluates our practice performance |vlith3| 6,7 | 40 | 40
alternative assessment methods rather than classica
written examinations.
11 | Everybody in class has feedback opportunity by|t®g | 13,3/ 40 | 40
teacher.
12 | After the topics or units, we evaluate the achiessim6,7 20 | 66,7

level we have performed which we determined at|

the

beginning of each topic or unit.
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13 |1 can easily differentiate the exercises we dqg 6n/ | 13,3| 26,7 | 53,3
classes whether they are related to accuracy or
fluency.

Table 4.39. The percentage of the students in theomtrol group (9/B) involved in

marking the best alternative for the final questiomaire statements.

Dear Students,

The questions in this survey are related to langud@sses you have been attending
in this school. It is necessary for the researcivbg is a master student in Social
Sciences Institute at Selcuk University, to idgntifie oral fluency development
practices conducted in foreign language classesclavols. Please tick the most
appropriate choice in order that this research lshoeach its aim. Tick the most
appropriate boxes for you.

Faruk TURK

Researcher

1. Why do you learn English?

X1 would like to learn it voluntarily.33,3 %

| have to learn it because it is in the schooficulum. 66,7%

2. Before | started to study at this school;

I had had difficulty in spoken EnglisB6,7 %

| had already been able to speak English fluetBy3 %

3. Because of the English classes | have attendadhis school so far;
[XI can speak English fluentlg,7 %

| can speak English quite wel,7 %

| can speak English only a little and | thinkstriot enough26,7 %
| cannot speak EnglisB0 %

4. | can/cannot speak English fluently now because:

o | O >
) 5| o |13y
o | < O |20
Statements @ -~ | 5|25
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o ©)]
1 | We do not only do accuracy exercises but also3 580 | 6,7 | -
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fluency ones.

2 | My teacher does not correct my mistaké8,3|26,7|13,3|6,7
immediately during fluency exercises.

3 | Ilearn vocabulary with their meanings in phrased| 60 | 26,7/ 6,7 | 6,7
sentences.

4 | | learn what part of speech a vocabulary is,desdly | 53,3 | 33,3 | 13,3| -
accompanying words, synonyms and antonyms
together.

5 | Since we share learning strategies in classesnbtlp
have difficulties in learning new vocabulary ans3,3| 26,7| 13,3| 6,7
structure.

6 | The teacher wants us to study for accuracy irfitsie| 66.7 | 20,0 | 6,7 | 6,7
half of the lesson and communicative exercisesé t
second half.

7 | We frequently do speaking exercise in pairs| 46,7 | 33,3| 13,3| 6,7
groups.

8 | Our teacher does not only speak and tell the lesspn6,7| 33,3| 6,7 | 13,3
the classroom but rather he/she evaluates our study
and guides us.

9 | Extra time is spent for communicative exercises. | 53,3| 26,7| 13,3| 6,7

10 | The teacher evaluates our practice performance |véith | 20 | 13,3 6,7
alternative assessment methods rather than classica
written examinations.

11| Everybody in class has feedback opportunity by|t&é@ | 20 | 6,7 | 13,3
teacher.

12 | After the topics or units, we evaluate the achiemein53,3| 20 | 13,3| 13,3
level we have performed which we determined at the
beginning of each topic or unit.

13 |1 can easily differentiate the exercises we do 40 | 46,7| 13,3]| -
classes whether they are related to accuracy or
fluency.

4.4.1.12.1 The reason of studying English at school

Table 4.40. | would like to learn it voluntarily.

Classes Percentage (%)
1. Experimental Group (9/C) 80
2. Control Group (9/B) 33,3

Above statistics show that 80 % of the studentshm experimental group

ticked this statement whereas only 33,3 % of thdestts in control group did it. It is
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possible to claim that if we change the way we heatcwill definitely affect the

motivation and desire of the students to learn hgl

Table 4.41. | have to learn it because it is in thechool curriculum.

Classes Percentage (%)
1. Experimental Group (9/C) 20
2. Control Group (9/B) 66,7

Whilst only 20 % of the students in the experitaémgroup preferred this
satement, a significant 66,7 % of the studentshen dontrol group ticked it. The
statistics proves the reliability of the surveytsmaents that the students are

straightforward enough in expressing their ideasfaslings.

4.4.1.12.2 Ability to speak before the applicatioof new techniques

Table 4.42. | had had difficulty in spoken English.

Classes Percentage (%)
1. Experimental Group (9/C) 93,3
2. Control Group (9/B) 86,7

The percentage for this item in both groups is lyighmarkable. Most of the
students believe that they were not able to speafidh fluently before they started
to study at Karaman AOL.

Table 4.43. | had already been able to speak Endtisluently.

Classes Percentage (%)
1. Experimental Group (9/C) 6,7
2. Control Group (9/B) 13,3

Only one student in the experimental group statetl he/she had already been

able to communicate in English fluently whereas stoadents in the control grup
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stated that they had been able to speak fluentlgnwtiney started to study at
Karaman AOL.

4.4.1.12.3 Ability to speak after the application

Table 4.44. | can speak English fluently.

Classes Percentage (%)
1. Experimental Group (9/C) 60
2. Control Group (9/B) 20

9 students (60 %) in the study group stated theat #re able to speak English
because of the lessons they attended in Karaman w@reas 3 students (20 %) in
the control group ticked this choice. Since onaletd in the study group and two
students in the control group ticked the choit&dd already been able to speak
English fluently” before | started to study at Karaman AOL, validceet for the
study group is 57,1 % and the control group is%8,7

Table 4.45. | can speak English quite well.

Classes Percentage (%)
1. Experimental Group (9/C) 33,3
2. Control Group (9/B) 6,7

33,3 % of the students (5 students) in the studymgticked this choice whilst
only one student (6,7 %) in the control group pmef@ this choice.

Table 4.46. | can speak English only a little and think it is not enough.

Classes Percentage (%)
1. Experimental Group (9/C) 6,7
2. Control Group (9/B) 13,3

Only one student in the study group ticked thisielowhich equals to 6,7 %.
However, in the control group two students preféites choice, which means 13,3
%.
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Table 4.47. 1 cannot speak English anyway.

Classes Percentage (%)

1. Experimental Group (9/C) -
2. Control Group (9/B) 60

None of the students in the study group ticked thisice while 9 students in
the control group believe that they are not ablesgeak English, which is really

remarkable.

To sum up, above statistics show a positive effecthe study group after a
balanced and student centered approach was coddumte them with the
characteristics of CCLT. 14 students out of 15he study group have had the
confidence to speak English well since fluency eisess were conducted as much as
accuracy ones, and errors were neglected duringmcomcative exercises or
corrected afterwards. However, in control grougdyd@nstudents out of 15 stated that
they are able to speak English fluently. Moreowsg of them had already been able
to speak English before they started Karaman AOL.

4.4.1.12.4 The reason of success and failure in eééping oral fluency

Table 4.48. | can/cannot speak English fluently nowecause

Statements Classes

Disagree
Partly Agree
Agree

Completely Agree

1. We do not only do accuracy exercises but als®/C (Study)
fluency ones. - 20| 46,7] 33,3

9/B (Control)

53,3 40 6,7

2. My teacher does not correct my mistakes9/C (Study) i
immediately during fluency exercises. 6,7 20| 26,7 46,

9/B (Control) |
53,3| 26,7] 13,3 6,

3. | learn vocabulary with their meanings |in 9/C (Study) |
nhraces and sentenc 6,7 6,7 53,3 33,3
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9/B (Control)

60| 26,7 6,7 6,1
4. | learn what part of speech a vocabulary|is,9/C (Study)
frequently accompanying words, synonyms :n%/B (Control 6,7 6,7] 46,7 44
ontro
antonyms together. 533| 333 133
5. Since we share learning strategies in classes, 9/C (Study)
do not have difficulties in learning new vocabulg ryg/B . 6,/| 13,3| 46,7 33,
ontro
and structure. ( ) 533| 267 133 6.
6. The teacher wants us to study for accuracyer th9/C (Study)
first half of the lesson and communicati mng (Control 6,7| 13,3| 46,71 33,
i i ontro
exercises in the second half. 66,7 200 6.7 6]
7. We frequently do speaking exercise in pairg or9/C (Stud
groups. g y P J P ( ) 13,3 -| 53,3] 33,3
9/B (Control) |
46,7| 33,3 13,3 6,
8. Our teacher does not only speak and tell [thed/C (Study)
lesson in the classroom but rather he/she evaljates - | 133 40| 46,7
our study and guides us. 9/B (Control) 46,70 333 67 133
9. Extra time is spent for communicative exercisgs.9/C (Study) i 20| 333 467
9/B (Control) |
53,3| 26,7 13,3 6,
10. The teacher evaluates our practice performanc®/C (Study)
with alternative assessment methods rather hagr}B . 13,3 6.7 40 44
i i inati ontro
classical written examinations. ( ) 60 20| 13,3 6.1
11. Everybody in class has feedback opportuhity9/C (Study)
by the teacher. 6,7| 133 40 44
9/B (Control)
60 20 6,7 13,3
12. After the topics or units, we evaluate the9/C (Study)
achievement level we have performed which jwe 6.7 20| 667
determined at the beginning of each topic or unit 9/B (Control)
53,3 20| 13,3 13,3
13. | can easily differentiate the exercises wendp 9/C (Study)
classes whether they are related to accuracy S;B . 6,7| 13,3| 26,71 53,
ontro
fluency. ( ) 20| 267 133

4.4.1.12.4.1 We do not only do accuracy exercisas lalso fluency ones.

Cumulative 80 % of the students in the study gragiee that fluency exercises

were done as much as accuracy exercises and threyeffective for them to develop

oral fluency. Only 20 % of the students ticked theice “partly agree”. However, in

control group, cumulative 93,3 % of the studenédest that fluency exercises were

not done as much as accuracy ones. Only 6,7 % eofstidents agreed on this

statement in control group.
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4.41.12.4.2 My teacher does not correct my mistakeimmediately during

fluency exercises.

Cumulative 73,4 % of the students in the study gragreed on this statement.
20 % ticked the choice ‘partly agree’. Only 6,7 %efprred ‘disagree’. Yet,
cumulative 80 % of the students disagreed on tlga,iwhich means that the sudents

were immediately corrected when they made errormgexercises.

4.4.1.12.4.3 | learn vocabulary with their meaning phrases and sentences.

53,3 % of the students in the study group agreedh@nstatement. 33,3 %
students ticked the choice ‘completely agree’. Theans that the students agreed on
this statement at 86,6 %. 6,7 % ticked the chqpeetly agree’ and also only 6,7 %

ticked the choice ‘disagree’.

On the other hand, cumulative 86,7 % of the stuglant control group
disagreed on this statement. Cumulative 13,4 %hef dtudents agreed on this

statement.

4.4.1.12.4.4 | learn what part of speech a vocabuia is; its frequently

accompanying words, synonyms and antonyms together.

Cumulative 86,7 % of the students in the study gragreed on this statement.
6,7 % ticked the choice ‘partly agree’. Only 6,7 ¥eferred ‘disagree.” However,
cumulative 86,7 % of the students in control grdigagreed on this statement. Only
13,3 % agreed on it.

4.4.1.12.4.5 Since we share learning strategies tlasses, | do not have

difficulties in learning new vocabulary and structure.

Cumulative 80 % of the students in the study gragpeed on this statement
whereas 13,3 % ticked the choice ‘partly agree’ @¥d% preferred ‘disagree’. On
the contrary, cumulative 80 % of the students intid group disagreed on this

statement while cumulative 20 % agreed on it.
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4.4.1.12.4.6 The teacher wants us to study for acegy in the first half of the

lesson and communicative exercises in the secondfha

Cumulative 80 % of the students in the study gragpeed that the lessons
were divided into two halves in the first half ohiwh accuracy was studied and in
the second fluency was focussed. However, 86,7 %hefstudents in the control
group disagreed on this idea. This result shows flnency was disregarded in

language classes or students are not aware oftlhdato in the classes.

4.4.1.12.4.7 We frequently do speaking exercisepairs or groups.

Cumulative 86,7 % of the students in the study pragreed on this idea
whereas cumulative 80 % of the students in therobgtoup disagreed on it. The
result shows that either speaking exercises areg#isded or the students are not

informed about the importance of speaking exercises

4.4.1.12.4.8 Our teacher does not only speak andl e lesson in the classroom

but rather he/she evaluates our study and guides us

The role of the teacher in a language classroowerg important. Teachers
should not be the dominant part, speaking andntelihe lesson in the classroom
while the students are just sitting and listenidgfortunately, above statistics show
that while cumulative 86,7 % of the students in #tedy group agrees on this
statement, cumulative 80 % in the control grouglises on it.

4.4.1.12.4.9. Extra time is spent for communicativexercises.

This statement was developed in order to testeahahility of the items 7 and 8
about fluency. Cumulative 80 % of the studentshi@ $tudy group agreed on this
statement; however, the same proportion of studardsntrol group disagreed on it.
The result shows that fluency is usually disregdrde classes; that's why the
students are not able to speak foreign languagashcmicatively.
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4.4.1.12.4.10. The teacher evaluates our practicenformance with alternative

assessment methodsther than classical written examinations.

In classical way of teaching, evaluation is donelyothrough written
examinations and quizzes. Yet, in modern sensee smw evaluation techniques are
applied to test oral communication ability of stotdesuch as checklists and rubrics.
The researcher tried new techniques to test fluesfcgtudents in study group.
Cumulative 80 % of this group agreed on this stat@mhowever, cumulative 86,6
% of the sudents in control group disagreed orstatement.

4.4.1.12.4.11. Everybody in class has feedback opjpmity by the teacher.

If the students don’'t have feedback by the teachleout their output
immediately, they soon lose interest. 40 % of tluelents in study group ticked the
choice ‘agree’ and 40 % preferred the choice ‘caigy agree’. However, 60 % of

the students in control group ticked ‘disagree’ 80d% preferred ‘partly agree’.

4.4.1.12.4.12. After the topics or units, we evaltea the achievement level we

have performed which we determined at the beginningf each topic or unit.

Along with the feedback by the teacher, studersttiolent evaluation about the
achievement level the students have performedai$yrenportant. Cumulative 86,7
% of the students in the study group agreed onsdfasitement whereas cumulative
73,3 % of the students in control group disagraed.o

4.4.1.12.4.13. | can easily differentiate the exeses we do in classes whether

they are related to accuracy or fluency.

The students should be aware of the goals and itpesapplied in language
classes. First of all teachers should state irsdlzat the main function of a language
is oral competency. S/he should share with theestisdwhat to do to achieve that
goal. If our focus is fluency, we should raise rfiten of the students to the exercises
which require fluency and which do accuracy. Curninga80 % in study group

agreed on this statement; however, 86,7 % in cbgtoup disagreed on it.
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CHAPTER 5

CONCLUSIONS, DISCUSSION AND SUGGESTIONS

5.1. Introduction

In this chapter of the study, Conclusions and D¥smns related to the results
that are yielded by the data collecting instrumegtgestionnaires, are highlighted.

Finally, suggestions for further research are priese

5.2. Conclusions and Discussion

The first part of this section shows the findingsh® questionnaires applied on
the study group and control group, and the secamntipvolves suggestions to the
institutions responsible for language education peable who wish to make further

research.

5.2.1. Conclusions and Discussions Related to thedf Questionnaire

According to the findings obtained from the firstegtionnaire which was

applied on both study and control groups on 19&ebper 2008;

The students in both groups claimed that they wetencluded in the decision
making process about what to do during the lesabmshigh average proportion of

88 % in their previous English language education.

They also claimed that the questions prior to #@ssans for the sake of raising
motivation were not adequate at an average praporii6,45 %. Besides, feedback
at the end of each lesson is also very importantfotivation; however, average
72,1 % of the students claimed that they did neehaufficient feedback. Moreover,
77,95 % of the students stated that they were st@cdhabout likes and dislikes about
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the subjects studied in the lessons. Another wagaiging motivation in language
classes is student to student evaluation after pmigroup work; however, a
significant 89,9 % of the students in both groulasnted that this kind of evaluation
was not conducted in language lessons at primé&gosc

Strategy sharing is another important factoreimrhing in modern sense. Yet,
average 76,1 % of the students in both groups eldithat they were not asked about

how to study to learn new vocabulary and structuretasses.

Average 89,5 % of students stated that oral dslgch required them to repeat
or imitate an example given before were appliedlasses. However, oral drills are
activities in which accuracy is much more importtran fluency. They usually start
with the verb ‘do’ and do not require the studdntsitiate or create something new.
Average 76,2 % of the students agreed that thecisesr done in the classes were

generally accuracy ones.

The most significant aspect of a language classildhbe student centered
which requires the students to work all the timeg #he teacher just monitor and
guide. On the contrary, both groups stated thattélaeher was the domineering
character of language classes in primary schodi wihigh average proportion of
84,9.

Fluency exercise must be an inevitable part of éesdon if fluency is aimed to
build up as a result of language courses. Unfotaipaaverage 68,35 % of the
students in both groups stated that the exerciemshad to do in classes were not
appropriate to the characteristics of real flueaggrcises the details of which were

explained to both groups prior to the applicatibthe questionnaire.

If the students are to do monotype exercises, ikedrability aspect of classes
are disregarded. It reduces the motivation amorgy students with different
intelligences and thus various types of exercisesdrying intelligence types should

be offered to the students to keep their motivadilive all the time. Otherwise, they
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soon lose interest in the language lessons ancesudt may be negative to develop

oral fluency.

5.2.2. Conclusions and Discussions Related to thmm& Questionnaire

After the application of the techniques described the hypothesis and
literature review parts, the final questionnairesvagplied on both the study and
control groups on 20 March 2008. According to thedihgs obtained from this

guestionnaire;

The reason why the students learn English wastiqunesl. 80 % of the
students in the study group claimed that they viaréarn it voluntarily; however,
the proportion of control group is only 33,3 %. Shwe can say that if a student
centered approach is conducted in a relaxed atreosphhe students are also
included in the decision making process about #ssdns, and their likes and
dislikes were considered important with positiveediback; their curiosity and

interest to learn and study a foreign languageindiease.

The students were also asked whether they head &kle to speak fluently
before they started to study at Karaman AOL. 93,8f%he students in the study
group and 86,7 % in control group stated that thag had difficulty in speaking
English fluently whereas only 6,7 % in the studgug and 13,3 % in control group
claimed that they had been able to. The resutisvghat language education given
in primary level is not sufficient for the studertts communicate in the target
language. This shows that speaking is the mostlgmolzausing skill of a foreign

language class.

After the application of the techniques on studgugy, 57,1 % of the students
ticked the choice ‘I can speak English fluentlyvioThe proportion of the students
who preferred the choice ‘I can speak English qud’ in the study group is 33,3
%. The cumulative percent is 93,3, which is reaignificant. On the other hand, the

proportion of the students in control group whdkeid the choice ‘I can speak
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English fluently now’ is 7,7 %. 6,7 % of the stuteem control group preferred the
choice ‘I can speak English quite well’. Cumulati¥4,4 % of the students in this
group think that they are able to speak Engliskrdfiey have attended the English
classes at Karaman AOL. The difference in achievemeoportion to speak English
between study and control groups proves the effftgieof modern techniques which

are applied in foreign language education.

Success is measured in terms of the ability toyaaut a conversation in the
target language. Thus if the language learnersotitearn how to speak or do not get
enough chance to practice the target languageeircldssroom, they may soon get
de-motivated and lose interest in learning. In ptdanake the classroom a dynamic
and a fun place, right activities should be conedctThe most popular type of
learning strategy, discovery techniques, shouldided in classes. Even in learning
grammar, students should try to find out the rded try to form some exercises
themselves for their classmates. This will raisgnition in the brains of students and

thus they are less likely to be forgotten.

After the cognition of patterns, structured outpistivities or oral activities
should be conducted because the teaching of thakisge skill requires much
practice in lexical items, morphological and sytitad patterns, and sentence types.
They do not have much meaning but their aim i®p®at the grammar mechanically

with repetition drills and pattern practices.

What comes next is fluency or free communicativevdies. Learning oral
language is related to using the skills of it. Laage learning is not only a motor
skill, but it is a cognitive process. Oral drills structured output activities are not
sufficient to facilitate speaking. If the studeate/ays practice the separate pieces of
language, they can not be successful in usingaiigulage in real situations. Students
need the experience of uninterrupted, meaningfimanication if they are to learn

to use the language. Then what should a languagbeedo for oral competency?

1. Students should be involved in the decision makiragess about what to do
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during a lesson.

2. We should not only give accuracy but also fluerasks. Fluency exercises as
much as accuracy ones are necessary.

3. Each student should be given enough feedback apptyt

4. Students should be asked to express their opimibast the things they liked
or did not like about the subject at the end oflésson.

5. Students should know what is expected from theaminpart of the lesson.

6. Students should be aware of the importance of éiyeasks and they could
differentiate whether an exercise is about accuoadiuency.

7. Exercises which require the students to express tpenions and feelings
with their own words and sentences should be mexfer

8. Cognitive exercises beginning with ‘make’ or ‘ceaghould be used as well
as mechanical ones beginning with ‘do’.

9. Target language should be compulsory especiallyngufluency tasks;
however, mother tongue should not be strictly bdrinelasses.

10. Errors should not be corrected immediately duringricy exercises whereas
they can be corrected during accuracy ones.

11.Vocabulary should be introduced in phrases ancesens.

12.What part of speech a vocabulary is; its frequeattgompanying words,
synonyms and antonyms should be examined together.

13. Learning strategies should be shared in classes.

14. Students should be given fluency tasks to carryimgroups for monitoring
and guiding.

15.Fluency should be evaluated by means of alternassessment methods
such as checklists and rubrics.

16.Process of learning should be more important tharptoduct.

17.Presentation, preteaching or decontextualizing Ishioei avoided, yet the start

point of a lesson should always be the students.
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5.3. Suggestions

| aimed to investigate how effective the methodd sthniques we have been
using in classes to provide oral competency aray Baccessful the language
students will become when appropriate methods aolniques have been applied

and what the role of the students and languagé¢esashould be in classes.

By means of the first questionnaire | have found that the materials,
exercises, class types, methods and techniquea@applclasses are not appropriate
for developing oral fluency. However, after applyimecessary techniques and
materials, the final questionnaire put forth thedre was a clear distinction between

the study and control groups in building up orahpetency and self confidence.

One of the most important problems | have facedlevimplementing the
methods and techniques in classes is the lack tdriak Since | am a teacher at a
state high school, | have to use the obligatorykdd&ew Bridge To Success”, which
was published and given out all high school stusleit over the country by the
Ministry of National Education, in my classes aligh it does not provide sufficient
proportion of accuracy and fluency exercises. Mighe exercises in that book are
in favour of accuracy rather than fluency) The design of the book is not
appropriate to conduct discovery techniques. Bessidbe exercises are not
appropriate for group work. There are not variousl& of exercises for the students
with differing intelligences. Thus, if oral fluenag aimed for students with mixed
abilities with language classes, a much more cohgmrgive book should be prepared
involving accuracy and fluency balanced activitregarding pair or group work
mostly. Checklist and rubric examples for fluenghiavement for each unit and
topic should be prepared and given out all languasgehers. Hence mainstream
education placing the teacher in the role of thig thnower” and the students in the

role of “learner” does not apply to foreign langaagasses with mixed ability level.

° See appendix 5 for the activities taken from Nevd@e to Success 10th Grade Student’s Book
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In-service training courses should be held aboet ¢hrrent oral fluency
developing techniques by the Ministry of Nationalu€Eation. Teachers should be
informed about alternative assessment methods. I8degsons should be performed

for better understanding of new techniques in tloogeses.

Although English is vital for everybody in all gigs of education, there are not
any questions in English in the student selecti@anenations for universities
applied by Student Selection and Placement Ce@&YM). This leads to de-
motivation and losing interest for learning Englismong high school students at
10", 11" and 13" grades. Thus, even if the students are placedtodepartments
of various universities as a result of the mairstreOSS and YDS exams, they are
unable to communicate in a foreign language. Thay mead to demotivation and

burnout in many students in the first year of theidergraduate studies.

Further researches about this study may be cordlocta large scale as local,
regional or national level about the efficiencytioé techniques described in previous
chapters. Moreover, this study is very comprehenamnd includes all strategies and
methods to develop fluency in speaking. Thus aditegies and methods mentioned

could be isolated research topics.
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Appendix 1. First Questionnaire in Turkish
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Sevgili Ogrenciler,

Bu ankette sizlere sorulan sorular mezun @lohwz ilkogretim
okulundaki yabanci dil dersleri ile ilgilidir. Sizgore derslerdg
asagidaki maddelerden hangisi ne Olciide uygulgsmi onu
isaretleyiniz. Bu argtirma kesinlikle su anda devam etmek
oldugunuz okulu ilgilendirmemektedir. Selguk UniversiteSosyal
Bilimler Enstitisti Yuksek Lisans goencisi olan argirmacinin,
yabanci dil derslerinde kogma @Gretimi konusunda yapmaki
oldugu bir argtirma icin gereklidir. Lutfen agdirmanin amacing
ulasmasi icin en dgru seceng isaretleyiniz.

v

m

T

Katilmioru
Kismen Katiliyorum

55

Faruk TURK
Aragtirmaci

Katiliyorum
Tamamen Katiliyorum

1- Ders ile ilgili karar verme sirecingf@nciler de katiliyordu.

2- Derste glenecek konu ile ilgili @rencilere bildikleri ve bilmedikler
sorulurdu.

3- Ders sonunda giencilere §lenen konu ile ilgili geri bildirim firsat
veriliyordu.

4- Ogrencilerin  konulara cajirken veya kelime @renirken hang
stratejileri kullandiklar sinifta paydiyordu.

5- Ogrencilere derstesienen konu ile ilgili hem sevdikleri ve hem ¢e

sevmedikleri yonler soruluyordu.

6- Alistirmalar genellikle dilbilgisi (gramer) konularieililgili bosluk
doldurma, yank bulma vb. gibiydi.

7- Ahlstirmalar genellikle grencilerin  sdylemek istediklerini nas
soylediklerini test ediyordu.

8- Alistirmalar @rencilerin nasil séylediklerinden ziyade ne sOyédi ile
ilgiliydi.

9- Dilbilgisi konulari matematik formulleri gibi veritordu ve dersin en
onemli @Gesiydi.

10- Kelimeler tek tek veya listeler halindgrétiliyordu.

11-Kelimeler cumle ve deyimler icerisindeki anlam vell&nimi ile
Ogretiliyordu.

12- Alistirmalar genellikle verilen bir modeli tekrgeklindeydi.

13- Alistirmalar @rencilerin kendi duygu ve dincelerini kendi kelimeler
ve cumleleri ile ifade etmesini gerektiriyordu.

14- Alistirmalar genellikle verilen bir gorevi yapmay! getreen “do” fiili ile
basglayan algtirmalardi.

15- Alistirmalar genellikle yeni bir Grin ortaya koymayirgidiren, yapici
ve yaraticl olmayi gerektiren daha ziyade “makaeli fle baglayan
alistirmalardi.
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Sevgili Ogrenciler,

Bu ankette sizlere sorulan sorular mezun @lohwz Ilkogretim
okulundaki yabanci dil dersleri ile ilgilidir. Sizgore derslerdg
asagldaki maddelerden hangisi ne 0&l¢ide uygulasel onu
isaretleyiniz. Bu argtirma kesinlikle su anda devam etmek
oldugunuz okulu ilgilendirmemektedir. Selguk UniversiteSosyal
Bilimler Enstitist Yuksek Lisans goencisi olan argirmacinin,
yabanci dil derslerinde kogma @Gretimi konusunda yapmaki
oldugu bir argtirma icin gereklidir. Lutfen agdirmanin amacing
ulasmasi icin en dgru seceng isaretleyiniz.

Faruk TURK
Aragtirmaci

A\)”4
m

t

Yoru

Katilmi
Kismen Katiliyorum

55

Katiliyorum
Tamamen Katiliyorum

16- Derste @retmen her zaman hedef dilde keuardu.

17-Derste hem ana dil ve hem de hedef dil kowr ancak aktirma
sonugclari hedef dilde hazirlanir ve sunulurdu.

18- Derslerde her zaman hedef dilde kguidugu zaman glenen konulari
tam olarak anlama, gunluk hayata aktarma ve areatdihsferini gug
buluyordum.

19- Derslerde gerektinde ana dilin kullaniimasi beni rahatlatiyordu.

20-Derslerde surekli hedef dil koswidugu zaman bazi cumlele
anlayamiyordum ve bu beni tedirgin ediyordu.

21- Dilbilgisi derslerinde @retmenimiz ctimlesekilleri Uzerinde daha co
duruyordu.

22- Dilbilgisi derslerinde @retmenimiz sekilden ziyade kullanima 6ne
veriyordu, yani yapilarin hangi fonksiyonu vyerineetigdigi daha
onemliydi.

m

23- Derslerde hegeyi 6gretmenimiz anlatirdi.

24-Derslerde @renciler c¢algir, 6gretmenimiz ¢@unlukla @&rencilere
yardimci olurdu.

25- Derslerde gretmenimiz @rencilerden daha ¢ok kogurdu.

26- Derslerde grenciler @retmenden ¢ok daha aktifti.

27- Ogrenciler daha cok bireysel gahlardi ve pasif konumdaydilar.

28- Ogrenciler ikili veya grup halinde calrlardi ve aktif olarak bir Griim

ortaya koyarlardi.

29- Grup calsmasi sonunda grup Uyeleri yaptikladiie grup arkadgdarini
degerlendirirlerdi.

30- Dilbilgisi derslerinde gretmen konuyu aciklar, daha songaeiciler o
konu ile ilgili alistirmalar yaparlardi.

31- Dilbilgisi derslerinde @renciler daha aktiftiler; yapilar ve kullanimlg
konusunda tagmalar yaparlardi.

A\rl

32- Ogrencilere derslerde sadece tek tigtaimalar sunulurdu.

33-Farkli yeteneklere sahip gtenciler igin farkli algtirma secenekleri
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Sevgili Ogrenciler,

Bu ankette sizlere sorulan sorular mezun @lohwz Ilkogretim
okulundaki yabanci dil dersleri ile ilgilidir. Sizgore derslerdg
asagldaki maddelerden hangisi ne 0&l¢ide uygulasel onu
isaretleyiniz. Bu argtirma kesinlikle su anda devam etmekt
oldugunuz okulu ilgilendirmemektedir. Selguk UniversiteSosyal
Bilimler Enstitist Yuksek Lisans goencisi olan argirmacinin,
yabanci dil derslerinde kogma @Gretimi konusunda yapmaki
oldugu bir argtirma icin gereklidir. Lutfen agdirmanin amacing
ulasmasi icin en dgru seceng isaretleyiniz.

A\)”4
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Faruk TURK
Aragtirmaci

Katilmi
Kismen Katiliyorum

Yoru

Katiliyorum
Tamamen Katiliyorum

sunulurdu.

34- Ogretmenimiz kongma alstirmalarinda @rencilere miudahale etmeg,

yanlslari hemen dizeltmezdi.

35- Konugsma alstirmalarina ayrica zaman ayriliyordu.




Appendix 2. First Questionnaire in English

Dear Students,

The questions in this questionnaire are relatefoteign languag
lessons at the primary education school you gradiuaom. Tick th
items which were administered to you below and batwdegree. Thi
research does not definitely interest the schoal e studying

right now. It is necessary for the researcher, vgh@ master studen
in Social Sciences Institute at Selgcuk Universityjdentify the oral
fluency development practices conducted in foré@gnguage classe
at schools. Please tick the most appropriate chiaiagder that this
research should reach its aim.

't AQree

Ddh

Faruk TURK
Researcher

1. The students also participated in the decision ngpgrocess about the
lessons.

2. The students were asked about the things they laredidn't know
about the subject which would be studied in thedas

3. The students were given the feedback opportunitthatend of the
lesson about the subject studied.

4. The strategies students used to study or learn vamabulary were
evaluated and shared in the lessons.

5. The students were asked to express their opinioogtavhat they likeg
or disliked about the subject studied in the lesson

6. The exercises were usually grammar focussed sufith iasthe blanks,
correct the mistakes and etc.

7. The exercises were generally designed to test hey éxpressed the
things they wanted to say.

8. The exercises were mostly related to what they eatiger than how
they said.

9. Grammar topics were given like mathematics Fornauwld they werg
the most important part of the lesson.

10. Vocabulary was introduced one by one or in isoléitasd.

11. The meanings and use of the vocabulary were int@dlun sentences
and expressions.

12. The exercises were mostly imitation type of a mayietn.

13. The exercises required the students to express dhai opinions and
feelings with their own words and sentences.

14. The exercises done in the classes were ones wigclired the students
to perform a task and usually started with the vdd3.

15. The exercises done in the classroom were ones whiphired to be
initiative, creative, and generally produce someghnew and usually
started with the verb “make”.

16. The lessons were introduced in the target langaligee time.

17. Both the mother tongue and the target language therenedium of the

Partly Agree
Agree
Completely Agree




97

Dear Students,

The questions in this questionnaire are relatefbteign languag
lessons at the primary education school you graduaom. Tick th
items which were administered to you below and batwegree. Thi

research does not definitely interest the school e studying
right now. It is necessary for the researcher, vgh@ master studen
in Social Sciences Institute at Selcuk Universityjdentify the oral
fluency development practices conducted in foré@gnguage classe
at schools. Please tick the most appropriate chiaiagder that this
research should reach its aim.

Faruk TURK
Researcher

Ddh

't AQree

Partly Agree

Agree
Completely Agree

classes, yet the reports of the tasks were prearggresented only i
the target tongue.

=]

18.

When the lessons were always introduced in thestdagmguage, it wa
difficult for me to understand the subjects, adaptdaily life and
transfer to the mother tongue.

[72)

19.

Using the mother tongue in the lessons when negessmforted me.

20.

When the target language was always used in tis®res | couldn’t
understand some sentences and it really made ni@uanx

21.

The teacher focussed on sentence structure magghammar lessons.

22.

The teacher focussed on the use rather than thetusie in grammay

lessons, that's to say which function a structweresents was motre

important.

23.

The teacher explained everything in classes.

24.

The students worked in the lessons and the teanbstly helped the
students when necessary.

25.

The teacher used to speak more than the students.

26.

The students were more active than the teachdasses.

27.

The students used to work individually and theyengaissive.

28.

The students used to study in pairs or groups, theg produced
something actively.

29.

After the group work, each member of a group euelligdhe work
he/she performed and the work of other members..

30.

First the teacher explained the subject in graniessons, and then ti
students made some exercises about that subject.

e

31.

The students were more active in grammar lessoney tmade
discussions related to the structures and their use

32.

The students were usually offered monotype exescise

33.

Various types of exercises were offered to the egitgd with various
skill types.

34.

The teachers did not interfere with the studentsinduspeaking
exercises; he/she did not directly correct the akiss.

35.

Extra time was allocated for oral exercises.
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Appendix 3. Shopping list: Different kinds of Cognition from Bloom's
Taxonomy (9

From: Taxonomy of Educational Objectives: Bloom, B. 984 Pearson

1 When planning your lessons or units of work, askrself 'How often am | asking
my students to do these kinds of cognitive tasks?’

1 Assessing 23 Iustrating
2 Calculating 29 Integrating
3 Chlanging 30 Interpreting
4 Classifying 31 Inwventing

5 Collecting 32 Judging

f Combining 33 Labdling

7 Compating 34 Linking

8 Completing 35 Listing

9 Composing 36 Mleasuing
10 Concluding 37 Modifying
11 Contrasting 3% PFlanring
12 Creating 39 Predicting
13 Deciding 40 Preparing
14 Defining 41 Cuoting

15 Describing 42 Ranking

16 Designing 43 FRearanging
17 Differertiating 44 Recornmending
15 Dhiscowenng 45 Relating

19 Discussing 44 Fewriting
20 Estirmating 47 Zelecting
21 Examining 48 Zhowing
22 Ezxperimenting 49 Solwing

23 Explaining 50 Substitating
24 Fommulating 31 Burmnansing
25 Generalising 52 Telling

26 Grading 53 Testing

27 Identifing 54 What if?

19|n-Sercice Training Course Materials (2 Week Ceufsr Teachers Of English At Secondary Level
Focusing On Motivating Mixed Ability Classes AnddSs-Curricular Language Teaching,
Cheltenham the UK, 25 March - 04 April 2008)
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Appendix 4. What happens in the classroom?})
1 Planning

A What bases do | use to select goals and objectorehe lesson?

B What major factors do | take into account wheoasing content?

2 Implementation

A What is the relationship between the lesson plamke before class and what
happens in class?

B To what extent is my teaching a reflection ofyatematic procedure of specifying
objectives, selecting content and tasks and evafuahe effectiveness of the
instruction and to what extent isaitl ho®

C What events in the lesson cause me to deviate 1ing lesson plan?

Classroom management

A Some of my learners are disruptive. Is there langtin my behaviour which may
account for this?

B What modifications could | make to my behaviour?

C What aspects of learner behaviour do | respomdast?

D What aspects of learner behaviour do | resporeatst?

E How efficient/effective am | at

| choosing groupwork tasks?

Il setting up groupwork?

[l monitoring groupwork?

3 Talk

A How much talking do | do in class?

B How much on task talking do the students do ass?

C What sort of questions do | ask?

D How do I correct errors?

E What effect does my error correction have?

F What are the typical patterns of interaction leswme and my students?

' In-Sercice Training Course Materials (2 Week Ceufsr Teachers Of English At Secondary Level
Focusing On Motivating Mixed Ability Classes AnddSs-Curricular Language Teaching,
Cheltenham the UK, 25 March - 04 April 2008)



Let's Start

a. Do you know about the latest inventions, research and events?
b. Are you interested in learning about the latest events?
¢. What do you think the most interesting invention, research or event is?

Appendix 5. Unit 3 from New Bridge to Success 10Grade

b. Read the extracts from magazines and newpapers below and decide what each of them is

about.

¢. Match the extracts with the pictures.
d. Choose a title for each one and write it under each extract.

1. Scientific research in
recent years has proved
the benefits of olive oil
for health, particularly
where the heart and
arteries are concerned.
Recent research has
discovered fossils of
olive stems and leaves

3. The first two rovers
are beginning to search
for clues to Martian life.
The rovers' bodies
contain a computer,
electronics and

science / music / health / space

in the upper part of
Miocene rock layers.
This shows that the
olive has been around
for 25 million years.
Turkey cultivates the
oiive in iarge gquantities,
and is one of the world's
five largest producers.

batteries. The rovers'
nine high-speed
cameras take images of
the terrain, which are
beamed home.

2. There has been a
lack of information about
SARS for the last few
years.The illness has
infected 8,000 people
worldwide since it broke
out. Now the
researchers say : " We

4. Sertab Erener won
first prize at the
Eurovision Song
Contest. She was
applauded by thousands
of people when she
sang her song "Every

have come closer to
solving the mysteries of
the disease's
transmission. A new
study suggests the virus
may spread more easily
through the air than first
thought.".

way that | can." She
says:" | have been a
singer since 1992. This
contest has been a
good step for my
career.".

g_zéﬁf;sebook:v_
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e. Match the questions with the answers according to the extracts.

\ ~] 1. How long has the olive been on earth? a. For the last few years.
| 1 2. How long has there been a lack of information? b. Since 1992.

| 3. How long has SARS infected 8.000 people worldwide? ¢. For 25 million years.

I J 4. How long has has Sertap Erener been a singer? d. Since it broke out.

f. Answer the questions.

1. What are the benefits of olive oil for health?
2. How long has the olive been on earth?

3. How many people were infected with SARS?
4. \WWhat do the new studies show about SARS?
5. What's the job of the rover?

6. What does the body of the rover contain?

7. What does Sertab Erener think about the results of the contest?

¢. What kind of news do you like reading? Why?

Let's Practise

a. Look at the picture below and write what has changed in our lives.
open / very large
amusement parks
e.g.

They have opened

2. build / skyscrapers

very large amusement
parks.

1. open/ a lot of

supermarkets
4. invent / various

mobile phones

b. Fill in the blanks with "since" or "for".

1.1 have lived here.......... 1992.

2. They have had that car.........] twenty years.

3. | have improved my English............. | began to this course.
4. He has been away.............. a long time.

5. She has not eaten anything..............] the morning.

¢. Ask and answer as in the example.

P

mansion / 1998

John / move /

: What has changed in John's life?
: He has moved to a mansion.

: How long has he been there?

: Since 1998.

o> wr

Coursebook
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Cagatay / become a lawyer /10 years

> o>

B:

d. Here is the lifeline of Britney.

1990

The first time
she wore
glasses.

e.g. She has worn glasses since 1990. / She has worn glasses for. . ..

Let's Rem

Make sentences using Present Perfect Tense with for and since.

1994 1995 1998 2002 2003 2006
The last ti Her uncle Pit
© ast ime went to India Her aunt Lisa She had a

she saw her
classmates.

and he is still
there.

got married.

She had a pet.

mobile phone.

ember

Present Perfect Tense with for and since.

We use for when we express the length of time,
e.g. He has played football fortwo hours.

&1 [LOST[IK]DK3

a. Have you ever witnessed a crime?

b.Whatwas i

t?

years.

We use since when we state the starting point,
e.g. | haven't seen him since Friday.

c. Read the interview from a local newspaper and underline the reported statements.
What can you say about the incident? Did you see the thief?
My friend and | were playing chess in the garden. | heard Honey barking. | don't

The reporter:
Zeynep

Murat
The reporter:
Murat

The reporter:
Murat

The reporter:
Ekin

Oguz

The reporter,
Zeynep
The reporter :
Zeynep

remember anyone entering the house.

| remember seeing someone go into the house. | thought it was one of Zeynep's uncles.

Really? What did he look like?
He was a short fat man. He was wearing a brown jacket. Uh, one more thing; he was

also wearing glasses.
What time did you see him?

At about 3 p.m.

What about you two? Did you notice anything strange yesterday afternoon?

| didn't see anybody, but Oguz said there was something strange about Zeynep's dog,

Honey.

After | heard him barking, | looked at the gate. | saw a short man jumping over the

fence. He was wearing a brown jacket. Murat said that he remembered someone going

into the house. | think it was the thief.
Did he take anything valuable from your house, Zeynep?
Yes, I'm afraid he did. He took my mother's precious jewels.

Did you call the police yesterday?

Yes, they haven't found any evidence in the house yet, but they promised to do
their best to find the criminal. They also told us not to panic and to trust them. )

Coursebook
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d. What did the people actually say? Match the names with the sentences.

1. The police
is something strange “I remember someone > 2. Murat
/\about Zeynep's dog." going into the hw 3. 0guz
—-‘\/"‘-—\_ T

e. Answer the questions.

1. Did Zeynep see the thief?

2. How did Murat describe the thief?

3. Did the thief get anything precious from Zeynep's house?
4. What did the police want them to do?

f. Listen to the interview with another witness, Tulin. Put a tick next to the statements she made.

\ ] 7l saw four young people having a barbecue.” j ] "He locked the door as if he was the owner.”
H] "The door was open.” Q "He went through the gate and disappeared.”
[ 2 "He stayed inside about half an hour.” Q "He jumped over the fence and ran away.”

g. Rewrite the following sentences using reported speech.

e.g. "l am Tilin Cimen.” she said.
She said that she was Tulin Cimen.
1. "l live in the house opposite.” she said
She said that........
2. "We saw four young people.” she said
She said that..........cccooooii
. "The boys didn't see him entering.” she said.
She said that. ...
4. "He can be a guest in the house.” another guest said.

w

Another guest said that.............cco

Let's Practise

You met your friend Ayse. Here are some of the things your friend told you. Write the
sentences in reported speech.

My brother is in hospital for two weeks.
She said (that) her brother was in
hospital for two weeks.

-

They put his broken leg in plaster.

Coursebook
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Appendix 6. Some materials used in classes on Expaental Group

Language focus

1 When the Wollemi Pines started growing Bet pourtics

2 Wollemi Pines in the Australian rainforzst sarted growing at the
ume of the dinesaurs. But what do vou know zbout the
dinosaurs’ Are thezzsentences wus [T] or fals= [F]7

1 Dincs surs were rectiles

Some dinossurs ware vary small.

03 ha

Atthe time of the dinosauws | there was only ocne continent, ..
4 Dinossurs were on Earth for more than 100 million years |
EDincsaurs died 8 long time before people appesred on Earth

inds lived st the same time as dincsawrs.

& Some dincssurs moved veny gquidch. .
8 Most dincssws did not est mest
10 Some scisntis & think dinossurs dissppesred becals e

8 meteor oreshed into the Earth

11 They discoverad the first dincsaw bones in England. ...

Compare your answers with vour neighbour and the rastof the
class Yourtzacherhas got the corract answers!

More dinosaur facts
Read these dascriptions of four dinesaurs. Can
vou match them to the correct pietura?

8 This dinosaur wes very small. It wss sbout B0cm long. It
weked on two legs and it had 2 long, thin tail. It was =
mest-zster Ithad 3 lot oftesth It moved vary fast

b This dinos sur was very big. It was about 25 metres long. It
had s long, hesvy body snd thidk, heavy legs. Ithaa ssmall

hesd. ltwsked on four legs and lived nesrwater |t movea

o This dinosgur walked on two legs and on four legs. It was
about 2. metss tall and sbout € metres long. Ithad short
legs &t the frant and long lege atthebadi. It sko had
trianguler ‘plstes’ slong its badk.

d Thiz dinos sur was 2 plantester It was sbout 2 metres long
znd itwes heavy Itwalked on four lzgs. lis hasd was very
big, slmaost &= long &8s its body. At the bed of its hesd it

had oonss. They locked like s fan

n
3

by Theme B
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3 In the dinosaur forest wan " and wrars

Exwrapractie WB Ex. 2 Exfra

practices TR §T% 2.1

Drinossurs wers reptil
Whet do you say was?
When de vou s2v 'were?
Look at the sentences and complate the onss below.

Yo zre He

She

It *
We

THEY oo Swan was
fwaf weara

52 Spot the differance!

Look at these picturas.
Can vou find sight di fferences bebwean "in the
morning and ‘i the afternoon’”

Writz sems sentences zhout zach picturs.
the m oming

Unit3 Langusges bou



Some more Past tense verbs

4.1 What do vou say?

Think about the Past tense in vour language.
Do many verbs have the same ending? Which verbs are they?

4.2 The rainforest in Java

In Unit 3 Exercisz 3.2 vou read about the ramforest in Java. Read about it
again but this time, find the verbs

Mke a list of the verbsin two columns.
What do vou notice about most of the verbs?

43 PRegularverbs

INFINITIVE
be

go

chop

Many vetbs in English are regular’. This means that they end with -2d’ in the past Look

back at the sentences in Exercize 1. Can vou find any more regular verbs?

44 Say it clearly!

Be carsful with the pronunciation of -ed!

There are three ways to sayit /id' asin 'started’, /'t a3 in ‘walked' and /d/ as in Tlived

Listen. Match the verbs to the correct pronunciation. washed wanted

stayed played locked wisited liked decided
hdl #loadi
4.5 How they discovered the Wollemi Pines

Rezad about how they

David MNoble ...
dizcoverad the Wollemi k

. [work) for the Australian Matonal Parks Service.

106

Part simpis:
Regular verbz
Exrapractios WEEx
3-3
Extrapactoss IB

W 22

PAST TENSE
was, were
went

Pinss in the Australisn One weekend in August 1994 he (vizit) the Wollemi Park
rainforest. Complate the rainforest. He ...
text with the Past tense of - . . - .
N b | (want) to see whatwas at the bottom of a valley. With a rope,
the verbs. -
he (climb) 600 meires down the rocks. There he .

(look) very strange. Mr Noble

tree= and then he went back te g

(compare) them with tree fossils from prehistoric imes. The h

............................ [ =tart) ..J

growing when dHOSEWS (live) inh Auvstralia. In December 1994,

the Avstralian Government officially said that the Wellemi Pines were a new type of

E

Youcan check your tree - over 130 million years old!
answers with the cassette.

52 Thems
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FIFRACTICE

Work with 3 partner. Imagine that you mest zach other in the street Make 2
cottversation fo invite sour parmer somawhers, You can changs Alison and

Will's dialogue.

Hello. What are you doing? Whydontyou .7 Toold vou like to?

| am

Wy don'tae.. T

When vou are ready, act out your conversation for the class. =

6 Dg it vourself!
Leok back at Units 8 and 9. What practice do you nzed? What would you liks to de?

writs an exercise sNg 3 song playa gams write 2 letter make a puzzle
male 2 dialogpe  discuss something makea test  read something . powu dacide !

Plan by vourself er with other smdents what vou will doafter Unit 12. Make
ome notes in the space in the Dw if vowrselfplan en page 82,

B

[T

7 Your Languagze Record

Mow complete vour Language Record

Time to Spare Choose one of these exercises

I Write an exercise for your class Exercise Box (use the Jdbas fisron pages 130—1)or =
choos ene o do. Check vour answers on the back of the paper.

2 Design your own dinosaur! Draw 3 picture and wiite about it.(Se2 Exercise 2 for
i tdzgs)

- |3 These are some things that Bill did vesterday. Write a sentenics for each one,

wash his car wealh to Lo |

werk at home




Language Record

Your own phtase book! EUGGERTING AND INVITING

Why dort you come withma? .

Why dodt v

Would vou i
Shall Teell..7

Lat's most atamund A% einiiens

Beavoulater, ...

Complete the tabla.

15 wmars old vesteriay

Lomany dinos avrs in

Enszland milliens of vears azo.

Thare Giihisis a changs in the climate,

Revision

1. Viou pa=the Prassnf contimons ¥ 0uTe r2ading this!

to talk about things that are
happenine now.

How can vou dzsenibe the Precent continuons?
Subject — =

Yo r= reading ths.

2. Play a game. Mime an action The others in vour class

have to gress what yor 2 doins.

Add mors phrases. Writs the meaning in wour lanzraze.

108

Comgplets the sxamples
wallke Yesterdaw, I walked to school.
wate T IV

.o ploturs,

.y sister with her

.................... zmeal.

Writs /'t /d/ or /1d/ next to sach verb to

show the proneociation.

T he Present continuous

3 What's happeningz hare?
Writs six s2ntences sbout the picturs,

o
n
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