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SUMMARY

Grammar teaching and the place of grammar have always been one
of the most controversial issues in language teaching. (Prabhu 1987,
Larsen-Freeman 1986; Rutherford 1987, Richards 1985;)  With the
developments in second language acquisition and applied linguistics,
grammar teaching has had different interpretations and viewpoints. This
research was carried out to find out how English grammar should be taught
and how this grammar knowledge could be used in real language situations

effectively.

On the other hand, the study investigates the influence of “contextual
grammar” teaching which communicative language teaching requires on four
language skills (reading, listening, writing, speaking). For this reason, this
study was carried out on “contextual grammar instruction with communicative
language practice” and ‘“traditional language teaching with mechanical
language practice” and statistical results were obtained. The hypothesis of
the study based on the idea that contextual grammar instruction should be
applied in English foreign language (EFL) classes together with
communicative language practice.

In this study, the role of contextual grammar instruction and
communicative grammar activities,vtheir effectiveness and sufficiency for the

' : o bescoge!
use of grammar knowledge in communication situations were qg:ggt,a,{,ned.

IR
i

Thus, the study was grounded on the research question: “Which(-"tygeﬂpf

el
grammar instruction and activity are l)'nore efficient to improve knowledge of

.
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grammatical structures of upper-intermediate level of EFL Turkish students:
traditional instruction with mechanical activities or contextual instruction
followed by communicative activities?”

Therefore, while investigating the effect of contextual grammar
instruction and communicative drills’ on grammar learning, the traditional
grammar teaching and the influence of mechanical drills were also examined.
In addition, at the last part of the study the outcome of the suggested
grammar teaching model and communicative practice activities were

discussed.

To support this study, the statistical search was carried out with 46
students, composed of two classes. The application study took 6 weeks.
Classes were selected at rran?om from the preparation class at a state
university and participants hé;g intermediate level English knowledge.

The participants were exposed to equal amount of grammar
instruction given by different teachers in six weeks. (Nine hourS/i?r/a week).
Beforehand-the statistical search, the students were exposed to a

questionnaire about their school, family lives and a pre-test to measure their

English language proficiency level.

Following the application, the students were exposed to a post-test to

observe how the suggested grammar instruction model improved their

" The aim of a drill is to give students rapid practice in using a structural item. Often this is
done with the whole class- rather than with students in pairs- and the teacher is able to get

students ask and answer questions quickly and efficiently.



grammar knowledge. The control group followed the grammar lessons in the

syllabus whereas the experimental group students were exposed to the
/

T
suggested grammar teaching model. In the experimental group, only/‘target

language was used. The results were measured by t-tests.

All in all, at the end of the study, the influence of contextual grammar
instruction and communicative grammar practice on Turkish university
preparatory students has been assessed statistically and results verifying the
hypothesis were recorded. The application group was much more successful
in answering the post-test questions which measured the correct application
of grammar rules in context. Therefore, it can be assumed that; the
presentation of grammar rules in context and communicative grammar

practice in ELT classes strengthen the use of grammar in communication.



OZET

Dilbilgisi égretimi ve dilbilgisi 6gretiminin dil 6gretimindeki yeri her zaman
en cok tartisilan konulardan biri olmustur. (Prabhu 1987; Larsen-Freeman
1986: Rutherford 1987, Richards 1985;) Ikinci dil 6gretimi ve uygulamali
dilbilim alanindaki gelismeler beraberinde, dilbilgisi 6gretimi farkhi yorumlar ve
bakis acilari kazanmistir. Bu aragtirma Universite diizeyinde yabanci dil
olarak Ingilizce Hazirlik Okulunda yodun ingilizce egitimi alan &grencilerin
ingilizce dilbilgisini nasil 6grenmesi gerektigini belilemek ve daha basarili
dilbilgisi &grenimi yaninda bunun gergek iletisim durumlarinda etkili olarak
kullanilmasi icin dneri getirmek amaciyla hazirlanmistir. Galisma sonucunda,
yabanci dil olarak 6grenilmis Ingilizce dilbilgisinin iletisimsel olarak, gergek
yasam ya da gergek yasam ortamlari benzerlerinde daha etkili kullanimi igin
nasil 6grenildigi incelenmektedir.

Bu calisma, lletigimsel Dil Ogretimi yaklagiminin 6ngordagt “baglamis
dilbilgisi” 6gretiminin doért dil becerisi (okuma, dinleme, yazma, konusma)
tizerindeki etkisini arastirmaktadir. Bu amagla, "baglamlii-iletisimsel dilbilgisi”
ve “mekanik-geleneksel dilbilgisi” 6gretimi Uzerine bir uygulama calismasi
yuritilmils ve istatistiksel sonuglar elde edilmistir. Galismanin temel savi
baglaml dilbilgisi 6gretimi modelinin iletisimsel dilbilgisi ahstirmalariyla
birlikte yabanct dil siniflarinda etkilesimli olarak kullaniimasi gerektigidir

| Bu c¢alismada baglan"ih dilbilgisi 6gretimi  ve iletisimsel dilbilgisi
alistirmalarinin roli, etkisi ve yeterliligl araghnlmaktad:r.‘ Calismanin temelini

su soru olusturmaktadir: * Orta seviye ingilizce bilgisine sahip ve ingilizceyi
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yabanci dil olarak 6grenen Tirrk 6grencilernin dilbilgisini gelistirmede nasil bir
dilbilgisi 6gretimi modeli ve hangi tip dilbilgisi alistirmalan daha etkilidir:
mekanik alistirmalar 6ncesi geleneksel dilbilgisi 6§retimi mi yoksa baglamli
dilbilgisi 6gretiminin ardindan gelen iletisimsel dilbilgisi alistirmalar mi?

Bu sebeple, baglamh dilbilgisi ogretimi ve iletigimsel dilbilgisi
alistirmalarinin dilbilgisi 6gretimi Gzerindeki etkisi arastiriliken, geleneksel
dilbilgisi 6gretimi ve mekanik alistirmalarin etkiside gozlemlenmistir. Buna ek
olarak calismanin sonunda &nerilen dilbilgisi 6gretimi modeli ve
alistirmalarinin sonuglan tartisiimigtir.

Arastirmay! desteklemek amaciyla 46 &3renciden olusan iki ayri grup
tizerinde 6 hafta stren bir uygulama calismasi yapilmistir.  Arastirmanin
kontrol ve deney gruplan 23'er kisiden olusan iki ayri sinifin 6grencileridir ve
bu iki grup rasgele secilmistir. Ogrenciler bir devlet Gniversitesinin ingilizce
hazirik okuluna devam etmekte olup orta-ingilizce (Intermediate) bilgisine
sahiptir.

Uygulama calismasina katilanlar esit miktarda dilbilgisi dersi almiglardir.
Dersler iki sinifa alti hafta boyunca farkli 6gretmenler tarafindan verilmistir.
(Haftada 9 saat) Uygulama siiresi igerisinde, deney grubunun dersleri
sadece ingilizce olarak yiritilmustir. Uygulama oncesi bitun deneklere,
ingilizce 6grenmelerine olumlu-olumsuz; dolayli-dolaysiz etkisi olabilecegi
varsayilan Universite éncesi egitim, sosyo-kiiltirel gegmis ve aile yapilarina
iligkin sorularin yer aldigi bir anket verilmistir. Ayrica, deneklerin elde ettikleri
asamanin saghkl olgebilmek adina, uyg(ulama oncesi ve ertesinde her iki

gruba da ayni 6n test ve son test verilmistir. Uygulama slresi icerisinde,
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deney grubunun dersleri sadece ingilizce olarak yurttulmustir.  Sonuglar ¢
test ile dlgilmustur.

Kontrol grubu 1.5 ay boyunca normal okul izlencesi kapsamindaki
dilbilgisi derslerini alirken, deney grubu ayni slre boyunca baglamli-
iletisimsel dilbilgisi aligtirmalan yapmistir. Kontrol grubu ogrencileri dilbilgisi
kurallarini formiller ile timevarim yoluyla 6grenip, baglam olusturmayan
ctimleler ile mekanik dilbilgisi alistirmalan yapmistir. Deney grubu ise
dilbilgisi kurallarini tamamen baglamh metinler icerisinde ogrenip, ileti§imse|.
aktivitelerle desteklenmistir.

Sonu¢ olarak, baglamli dilbilgisi ogretimi ile iletisimsel dilbilgisi
alistirmalarinin Ingilizce hazirlik egitimi géren Turk Universite o6grencileri
tizerindeki etkileri incelenmis ve caligmanin hipotezini dogrulayan sonuglara
ulasilmistir. Uygulama sonunda, deney grubu dgrencilerinin uygulama stiresi
ertesinde Ingilizce dilbilgisi kurallarini verilen metin igerisinde uygun ve dogru
olarak kullanma acisindan daha fazla ilerleme kaydettigi sayisal olarak

gozlenmistir.



1. INTRODUCTION

Grammar is not the most important aspect of foreign language learning.
However, making many mistakes makes communication difficult and creates
a serious obstacle to communicating successfully. Therefore, although the
role and the place of grammar in second/foreign language syllabus have
always been debated in the history of language teaching, it has always had a
place in language teaching, only the degree of its significance shifted from
time to time.

Approaches to language teaching welcome the grammar rules; however,
the degree of presentation is a question. Simplifying the presentation of
grammatical rules for pedagogical purposes has caused controversy. On the
other side, in spite of the fact that the importance of contextual exercises in
grammar teaching has been accepted, the dominance of traditional grammar
exercises still continues in textbooks and classes. If a textbook does not
emphasise formal grammar instruction, teachers take this as a handicap and
try to meet this deficit by supplying loaded traditional grammar exercises.

Approaches, methods and techniques to FL teaching have had different
views towards grammar instruction. In recent approaches to language
learning there is a little room for deductive grammar teaching yet many
teachers still rely on explicit presentation of grammatical structures and
students expect detailed explanation of grammatical rules. (Rutherford and
Smith, 1988) Teachers undervalue the importance of the combin;ation of
sentences forming discourse. Cohversly, there are scholars/./a;z;rt that

language practice in terms of grammatical focus do”not facilitate genuine



communicative skills and question their value in language classrooms.
(Krashen and Terrel, 1983)

Longacre claims that “discourse is the primary unit of linguistic structure”
and adds that “examples should include functional units at the level of
speech acts and speech events: story, explanation, request, giving
directions, and so on”. (1977)> Language materials should be in line with
students’ expectations. Studies have shown that discourse structure of
academic books, scientific articles or textbooks are quite different from daily
language. (Stubbs, 1977) Thus, it brings the problem of language use. In
different contexts, learners need to use different structures.

In addition to the importance of discourse in devising language teaching
materials, other factors that affect language such as morphological, lexical,

nil,
grammatical, phonological and cultura{l/’rﬁwu;t be considered and taught in a
discourse. Therefore, teachers must give grammar rules in a certain
discourse. Because “how we interpret grammatical forms Q¢pends on a
number of factors, some Iinguistiq$ some purely situationéﬂ.n (Mc Carthy,
1994:7) Intonation, stress or the pitch of the speaker’s voice also are the
factors that determine ;he communication. (Harman, 1990) A learner should
gain the ability to use language both as a social behaviour and a linguistic
performance. They are parts of grammar and they altogether combine the

AL
grammay rules of a language. Not only forms, but also situations, the position

of interlocutors and setting lead us to decide what communication strategies st

to be followed in communication act.

2 cited in Stubbs, 1988; 50



We have all learned to use our language in actual communication. It is
as much a part of our language ability to pronounce it. Although there are
differences between first and second language acquisi’diq; studies indicate
that second/ foreign language learners neec%;ge amount of contextual,
meaningful input in order to acquire language. “In order to use and
understand a language we need a communicative as well as a grammatical
competence.” (Wilkins, 1974, 19) Furthermore, SL learners who have
opportunities to actively understand natural language, such as in face-to-face
conversation, acquire language more quickly and successfully than learners
exposed exclusively to meaningless exercises that focus on structure alone.
(Lightbrown, 1985)

Traditional pedagogy of teaching isolated linguistic items, a procedure
based on behaviourist psychology and structural linguistics. is ineffective.
(Long, 1988; Gass, 1993, Pienemanql 1984)  Purely communicative
syllabuses are inadequate because they neglect grammar instruction.
(Chen, 1995; Fotos, 1994; Long, 1988;) Language that is introduced in
context presents real situations that encompass the physical setting, the
purpose of exchange, the roles of the participants, and the socially
acceptable norms of interaction, in addition to the medium, topic, tone and
register of the exchange. (Hw1 974)
~ As noted above, if grammar is taught in isolated unconnected sentences,
Jﬂ;j;lﬁ'feh makes language learning difficult since these rules can never be

applied to real communication situations. Students may perform the oral

drills quite fluently in the classroom, howevey they have the problem of



—

transferring the fluency and correct formation ir\Lfo real life cc()gmunication
because these mechanical drills are set in highly artificia%\nci unlike the
conditions of normal conversation. In fact, contextualization of isolated
gmg_g_ points with communicative exercises will bring forth communicative
interaction which is fundamental to language learning/ acquisition. Rapid
development of natural language occurs when the learner has a chance to
negotiate meaning in unplanned discourse. (Richards, 1985) Meaning-
focused use of the target language as opposed to teacher-directed
mechanical drills will promote comprehension and the ‘pmrgduction? Bialystok
(1983) indicates that decontextualization might be the cause of the difficulty
experienced by both children and adults in acquiring a second Ianguage.3
Learners should be able to use real language suitable to different
situations, adjust the language appropriately for different situations’\ivguse.

Although it is claimed so, learners are not exposed to real language, real

everyday communication through these textbooks. As far as grammar

e T

teaching is concerned “language was much more appropriately classified in
terms of what people wanted to do with the language (functions) or in terms
of what meanings people wanted to convey (notions) than in terms of the
grammatical items as in traditional language teaching models. It was argued
that we all understand that we use language to express certain meanings to
apologise, greet, persuade, recommend or {o praise, and we all understand
that we use language to exemplify grammatical categories invented by

linguists!” (Finnocchiaro and Brumfit, 1983; 12)

3 cited in Shrum and Glisan 1994; 23
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If we teach grammar for communicative purposes, presentation of
grammar rules, implicitly or explicitly,’(\f/p)a communicative framework focused
on communicative activities will help us maintain a good resulfc. Wi;chin the
grammar teaching model suggested in this dissertation,( ”,c'o/;rojvide,?hew
perspective for teaching grammar, grammar knowledge was realised or

presented through contextual language practice in communicative activities

in connected discourse. Synthesis of grammatical knowledge with how it is

used communicatively in social contexts in harmony with discourse:,displays
that there is a high correlation between grammar knowledge and use.
Furthermore, the way in which grammar rules are presented, the amount and
the way they are practised will lead to a comprehensible input. This
combination attempts to close the gap between grammar rules and using
them in real communication. Since this combination is relative to learners’
age, English proficiency level or family background, personality and cognitive
styles, a socio-cultural background test was given to participants before the
application study.

in most instances, the language of explanation is more complex than the
language points being taught. (Nunan, 1987; 140) Language learners need
to comprehend the content of natural communication in the new language.

Geoff Thompson (1996) mentions that in E,IZI , grammar instruction has a
room for itself but the degree of its-importance has transformed recently.
Besides the very first stage in teaching grammar is to introduce grémmar ina
comprehensible and coherent context. Learners become aware of how

language works at the level of context. (Thompson, 1996; Hammond;

g



Halliday 1989; Piennamann, 1984) Moreover practice in context stresses
communicative competence (Frank and Rinvoluncri, 1991)

Lack of opportunities for communicative language use is a major problem
in the classroom environment. In many classrooms, the old ways of practice
/;ss’nll the dominant educational paradigm, and the communicative language
practice is an instructional option as far as grammar teaching is concerned.

In the practice stage, communicative drills should be preferred over
mechanical or meaningful ones. Each activity should be designed according
to a topic with a communicative end. Grammar is not emphasised because
when pupils acquire communicative goals, they will acquire grammatical
rules as well. When setting our goals we, as teachers, do not expect
students to acquire certain grammatical rules but to cope with certain topics
in certain situations using appropriate language forms and functions. To deal
with a certain topic, they are in need of using certam functions that are
expressed bly; certaln structures and vocabulary. That IS Jgram‘;nér and
vocabulary are important features in LT but they are acquired when students
work on a specific topic. Although the qutimate aim is to have learners speak
grammatically correct sentences, /‘c%‘ﬁfgr(ehension and production stages
complete grammatical accuracy is not expected from the students at the
beginning. Only certain rules need to be taught and not every student benefitS
from grammatical instruction at the same level. In natural communication we
do not use or correct our gramfmar mistakes in oral communlcatlon This only

STudent

happens in written task. So pupils should be concerned with grammar rules,

should use their monitor, in writing or a prepared speech. Pupils can study

S S




grammar at advanced levels for their own sake or special purposes if they
want to become linguists or language teachers. Emphasis on oral grammar
explanation should be avoided. Use of a grammar text outside the classroom
might be recommended. “The notion of communicative competence has had
a very powerful influence on language teaching’ and defines communicative
syllabus will set out variety of communicative abilities that the learner should
be able to demonstrate at the end of a prescribed course or period of
learning.” (Mc Carthy and Carter, 1994; 172)

The proficiency definition of what it means to know a language defines
language ability in terms of three criteria: 1) functions: linguistic tasks
performed such as asking for information, narrating past activities, or
expressing opinions; 2) contexts/ contents: the settings in which one uses
language and 3) accuracy: the precision of the message in terms of fluency,
grammar, vocabulary, pragmatic competence, pronunciation, socio-linguistic
competence. (}l?gg»l&_By»}rpes and Thompson, 1989)*

Nunan insists on the importance of communicative practice of
grammatical rules. “If one accepts weak interpretation of communicative
language teaching, then one must accept the value of grammatical
explanation, error correction and drill. However, learners also need the
opportunity to engage in genuine communicative interaction.” (Nunan, 1987,

141) Language and content can be combined through techniques such as

storytelling, games, role plays and puzzles.

* cited in Shrum and Glisan, 1994; 25

\\/1



This study advocates neither purely communicative nor traditional
grammar teaching. The development of another method of grammar
instruction is proposed: Communicative language use with grammar
instruction on structure in context® and communicative activities that follow it.
This work emphasises the significance of teaching all aspects of grammar in
context combines structural and functional instruction with communicative
activities. Integrating contextual grammar instruction with communicative
language practice will enable learners to recognise the properties of target
structures in context, and develop accuracy in their use. If linguistic
structures are introduced to learners in contexts, that will enhance the
communicative input. Moreover, the learners attention will be drawn to the
target structure. In this way, the awareness of grammatical structures will be

developed g)igﬂ_c:j}_‘_ghrwimp—[iﬁqihtwip__s_ﬁgﬂqtjﬁgn;jéﬂrjq'}leamers tend to notice the target
structures in communicative input (in context). Such repeated acts of
noticing will promote the learners’ comparison of the correct forms with their
own interlanguage® forms, triggering the cognitive processes involved in

restructuring the learners’ internal linguistic system, and thus facilitating

acquisition. (Fotos, 1993; Schmidt 1990)

® Long (1988) suggested a syllabus which would combine communicative language use in
context a task-based language instruction in “Focus on Form: A Design Feature in Language
Teaching Methadology.”

® Selinker (1974) has defined interlanguage as an individual linguistic system created by
second language learners as a result of five cognitive processes: 1) interference from the
first language; 2) effect of instruction; 3) overgeneralization of target language rules; 4)

strategies in SL learning; 5) strategies involved in SLA. (Schrum and Glisan, 1994; 11)

Y
1. y



Appropriate contextualization can only be achieved if a teacher finds or
creates realistic social situations, language texts and visual stimuli that are
interesting and meaningful to students. Thus, contextualization is partly a
matter of being faithful to the language, by finding appropriate examples, and
partly a matter of being responsive to students, by taking their interests into
account.

To sum up, grammar instruction provides learners with specific
information about correct target language forms and by implication this leads
to internalisation of those rules and hence to greater communicative ability.
Recent language teaching methodologies focus on authentic, communicative
language use and discerns the relationship between grammar instruction and

communicative ability.
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2. THE STATUS OF GRAMMAR IN FOREIGN LANGUAGE TEACHING

Teaching of grammar has had its place in any language teaching
approach. There are still two basiﬁ argumentsg‘pz"tg;ching of grammar,
however: Should grammar begéggﬁ? If so, how? In the past, grammatical
knowledge was supposed to be sufficient to speak a foreign language. Today
research in second language acquisiton (SLA) and communicative
approaches to language teaching have weakened the position of grammar in
language syllabuses. As a result, the place of grammar teaching in the
classroom is still uncertain.

Some approaches argue that internalisation and acquisition’ is |
subconscious and Ig:cl\_/v we can put conscious learning, grammar, in a proper
place in second language learning. Krashen, for instance, marks that we see
acquisition in cases learning has never occurred. (1987) In learning focus is
on form, in acquisition, whereas, the focus is on meaning.

According to Krashen, the aim of grammar teaching is to provide

students with a monitor.® Only when the target language is used as the

" The process of converﬁng learned rules into acquired rules {(Krashen, 1987, 84)

® Monitor Hypothesis, a theory developed by Krashen which distinguishes two distinct
processes in second and foreign language deveiopment and use: the ‘acquisition’ and
‘learning’. }%(the second process called ‘learning’, refers to the conscious study and
knowledge of grammatical rules. In producing utterances, learners initially use their acquired
system of rules. Learniﬁg and learned rules have only one function: to serve as 3 rgonitor or

editor of utterances initiated by the acquired system, and learning cannot lead/[gg_quisitio_n_._

(Dictionary of Applied Linguistics, 234)

/
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medium of instruction, can teaching of grammar result in language

acquisition. (Krashen, 1987; 120)

2.1History of Grammar Instruction in Foreign Language Teaching

In the past people also needed to communicate in a language other than
theirs. To learn a foreign language, upper class children were either sent to
regions where the target language was spoken or a native speaker was
brought to the household.

From the 1700’s, as Krashen and Terrell (1988) point out there has been

Ll

the domination of grammar-based approaches. Since then, fghere -}:\as been
always those accepting the importance of grammar and /ﬂ;ﬁ%gsuuopposing to
formal grammar teaching.

The grammar teaching techniques of Grammar-Translation Method were
accused of being inappropriate for English. .Jt emphasised the grammar so

much that learners were learning about the language more-than using it. This

is what has been criticised about this method. E_upils learn the rules heavily

but cannot apply them in spoken English since this method takes its bases
from'teaching Latin, which is a dead language. As a result “ it ignores
authentic spoken communication and the social variation of language which
goes with it, and concerns itself primarily with the written language of
classical literature.” (Rutherford, 1987: 4) The excessive use of translation to
provide use of language creates greater emphasis on written language and
lacks communicative value of natural everyday Ianguage.‘ Hence, “It lost all

relationship to the realities of language use” (Rutherford, 1987: 9)
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Direct Method, which was popular in the USA at the beginning of the 20"
century, emphasised effective language use. The phonetic method, which
was a kind of traditional direct method, also was in favour of inductive
grammar teaching. Students were asked to discover grammar rules rather
than being told the rules.

After t\h_g_g,gwm’uch insistence of direct method on spoken language,
reading method emphasised extensive and intensive reading which “was
accompanied by the teaching of grammar rules based principally on the
structures found in the reading passages.” (Krashen and Stephen, 1988; 6)
The reading skill was the primary goal with detailed grammatical analysis of
smaller texts.

By the period of World War Il and its aftermath, the language profession
in the United States had settled back into formal grammar—based methods
which stressed conscious knowledge of grammar rules and ability to do
translations. (Krashen, 1988 12)

The ideas of the psychologist Skinner were applied in language teaching
by linguists Bloomfield and Fries in the 1940s as the Structural Approach. To
them, Ianguage Iearnlng is a habit forma’uon and every structure should be

Pty

parroted ﬁo as to be learned §_9_lﬁat it would become unconscious habit
formation. The aim is to establish in the learner automatic control of the
patterns of the second language, so that these newly acquired habits can
exist side by side with the habits of the native language and without

interference with them. Between 1950 and 1965, Structural Approach was

developed into audio-lingual method, which was a reaction against the
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grammar-translation method. It was a behaviourist model of language

teaching. The study of grammar was banned at schools because it was

g}\(r ;I)/ /1/

claimed that learners should gain the abllrty or uttermg grammatically correct

sentences without learning about the language repeatrng the model

sentences. “Students were not necessaril;;; understand the grammar and
grammar rules; indeed rules were to serve more as summaries of established
behaviour.” (Brumﬁt 1988: 14) The Audio- Lrngual Method was harshly

AR Y

crrtrcrsed/’rhat the language that was taught by audro hngual method had no
f[(l foet

communicative value, ‘Learners /are not able to gain the ability of uttering
, = ot
what they really wanted to say and drills are not real communication.
In Europe, the audio-lingual method was assisted by visual stimuli. This

e
encouraged the use of paralinguistic features and responding/\'/isual stimuli.

L
It consequently brought, a:‘uldio-visual method into the scene. Nevertheless,
grammar teaching was still based on habit formation.

With the cognitive movement, theorists and instructors returned to the

grammar-based instruction. The grammar rules were explained and followed
by exercises.
i ‘V’(Situational method aimed at teaching language in terms of situations that
are likely to occur in real life such as ‘at the post office’ or ‘at the cinema’.
“Learners were generally not shown how a structure or an expression in a
particular unit could be used in another.” (Brumfit, 1988: 8) Structures were
not graded.

The term communicative competence which was first introduced by

American anthropologist Dell Hymes in the mid 1960’'s had a significant
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impact on language teaching. Although the term had different interpretations
among scholars, Margie Berns points out that “Hymes also was concerned
with language use as a meaning-making activity. (...) Meaning is only clear
in real language situations.” (Berns, 1990; 30) Moreover as Ellis puts it “He
(Hymes) examined what factors, particularly socio-cultural, were necessary-
in addition to grammatical competence- for speakers to engage in meaningful
interaction” (Ellis, 1992; 18) Knowing a language entails being able to use it
for social and communicative interaction. Hymes referred to knowledge of
both grammar, vocabulary, semantics and rules of speaking; the patterns of
sociolinguistic behaviour of the speech community.
1 Speech act theory, developed by Austin and Searle, sees language not
only as describing the world, but also as carrying out other actions as well.
When we say, “I'll be there at five tomorrow” we might be performing the act
of promising. One utterance might perform more than one act. That leads to
the interpretation of utterances. The context will help us to differentiate the
act of the utterance. “Often what is said is not meant and what is meant is
not said.” (Wilkins, 1974, 19) “A functional-notional approach to language
learning places major emphasis on communicative purposes of a speech act.
It focuses on what people want to do or what they want to accomplish
through speech. Do they want to introduce people to each other. ‘Do they
want to invite someone to their home?” (Brumfit and Finnocchiaro, 19;; 13)
Functional approaches deal with the relationship between contexts of

language and the communicative competence of speakers in these contexts.

Two representatives of Functional approaches are The Prague School, which
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revealed the functilon?l understanding of language at sentence level and the
British traditiop«"pg/;g Lthe way for Halliday's Functional Approach. While The
Prague School revea/led/ the functlonal understandlng of language at
sentence level, “Firth ' dﬁealt wﬁi;n“ communicative functions of language.
Halliday “developéd situational and formal functions at a level between
language and its social and cultural context” and interpreted language and
meaning within a sociocultural context. (Berns, 1990; 14)

Halliday’s views were applied to language teaching in/,,15605 scale-and-
category grammar and later applied to “syllabus design (Munby 1978; Wilkins
1976) and to changes in methodology and matenals development (Candlin
1976, 1981; Piepho 1974, 1979; Ventola 1983) (Mergie Berns, 1990; 27)

To Margie Berns Functional linguistics “is suited for application to second
and foreign language teaching because of its emphasis on language as a
means of social interaction and on the role of social structure in determining
language form and function.” (Berns, 1990; 26)

Functional-Notional Approach is sensitive to learners’ needs. Since the
aim is to communicate, the syllabus has been designed in terms of functions
like apologising or asking for permission. “It concentrates on purposes for
which language is used.” (Finnocchiaro and Brumfit, 1983; 13)

Communicative Approach emphasises that the goal of language teaching
is communicative competence. |t has been developed particularly by British

et 4,

applied linguists as a reaction "away from grammar based approaches.

Teaching materials used with a communicative approach teach the language

® Cited in Margie Berns, 1990; 14)
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pars
needed to express different kinds of functions and/based on notional syllabus
or some other communicatively organised syllabus.  Communicative

approach emphasisej} the process of communication using language

appropriately in different types of situation. *°

2.2 Factors that Affect Grammar Teaching
2.2.1 Social Factors

Language is the primary_ﬂmeans in social interaction. The social roles of
interlocuto;,f ﬂ/jt‘ﬁ{eil; (’redlatlonshlp to each other, the subject of the
communication, the setting and the purpose of the communication all affect
the course of the communication. If the speaker is giving a lecture to
colleagues or he‘ is just having a friendly conversation with close friends there
will absolutely/ciigerencg"/{n his language. That is called ‘social factors’. The
social factors have to be regarded when teaching a foreign language. To
ilustrate, the following are three examples of refusing an invitation, all of
which fit in different situations:
a) | can’t. I've got an appointment.
b) I'm sorry, Mr Briggs. I'd love to but | have an important appointment.
c) Oh, I'm sorry. I'd be really very pleased but I've got an appointment.

In order not to be offensive and vulgar, a learner has to be aware of these

constraints. The degree of politeness depends on the relationship between

'° (Dictionary of Applied Linguistics, 1994; 67)
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speakers. Interpretation of the social situation in which communication is
taking place is a significant determinant. Because language carries not only
functional meaning but also social meaning.

2.2.2 Discourse and Semantic Factors

Semantic factors include meaning, whereas, discourse factors involve
topic continuity, word order, sentence sequencing. Uses of logical
connectors, making meaningful conversations are all parts of discourée.
Actually people are on the whole totally unaware of the mechanics of what
they are doing when they speak, listen, read and write, but a teacher should
consider these points when devising classroom activities.

The criteria for moving from structural grammar teaching to discourse
level is that there may be pedagogical and descriptive problems in grammar
teaching that sentence-based approaches cannot adequately deal with.
Appropriate choices in different contexts; different distributions of forms in
spoken and written language, items that make little sense if dealt with in
stand-alone sentences can be explained by discourse level approaches.

Mc Carthy argues that discourse analysis (DA) has grown into a wide-
ranging and heterogeneous discipline, which finds its unity in the description
of language above the sentence and an interest in the contexts, and cultural
influences that affect language in use. (Mc Carthy, 1994; 7) When a student
is learning a language, actually he is learning the differences between his L1
and L2. There are many factors that affect lahguage. Syntactic,
morphological, lexical, grammatical, phonological and cultural etc. All of

these should be taught integrated in a discourse.
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Communicative language teaching emphasiées the functions or speech
acts that pieces of language perform, g{;;jlaps in an important sense with the
preoccupations of discourse analysts. (Mc Carthy, 1994: 10) In textbooks we
can see such captions as “In this lesson you practise: giving advice and
criticising, expressing obligation or prohibition” (Greenall and Sprenger, 1991;
9) This reminds people what is done through words, what functions of
language are achieved by means of forms. Boxer and Pickering assert that
language learners should be aware of being tactful and polite while
complaining, as well as /é%éeptable ways of reacting. "é;g)%i;one’s anger.
(Boxer and Pickering, 1995; 47)

All in all, all these categories interact with each other. In addition to
grammar forms, learners should be taqqht some other features. In a

o ,7" "
conversation they should know who would speak when as well as answering

S —

and interrupting politely, turn taking. It is easy to identify who will speak
when as long as speakers are equal, or they should know when interlocutors
are not equal such as in a patient-doctor or teacher-student conversation.
Controlling and monitoring the discourse is essential. Sometimes three
people might be speaking at the same time. “How people behave and how
they co-operate in management of discourse is more important rather than
elaborate models of structure. “How turn taking is managed, conversational
openings and- closings are effected.” These are all essential. Because
“English offers a limited set of options for .creating surface links between the
clauses and sentences, known as cohesion.” (Mc Carthy, 1994, 28)

Learners can come across with different types of language: scientific,
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commercial, engineering, agriculture. They differ in terms of lexical and
syntactic properties. In a technical text, for instance, passive structure or
imperative construction is formed to give instructions, whereas, the learner
must be aware of when he will need to use /a~"élifferent grammar structures
such as ‘Will you.... please?’ or “Can you...?” During the process of grammar
teaching learners ought to be equipped with the knowledge of different types
of discourse intonation, interrupting politely and turn taking.

As noted above, discourse is an important factor of grammar teaching.
Terms like clause, pronoun, adverbial and conjunction will become theme,
~ rtheme, reference and anaphoric to make link between grammar and
discourse. “Without a command of the rich and variable resources of the
grammar offered by a language such as English, the construction and
sophisticated discourse is impossible. But we shall be arguing that structuring
the individual utterance, clause and sentence, structuring the larger units of
discourse and creating textual coherence'" are ultimately inseparable.
(Stubbs, 1988; 34) ,Vyhét/ai;/course analyst can tell us about contextualized
uses of structures and grammatical items, and g@glsii;d{éring whether grammar
teaching needs to broaden or shift its orientations to cover significant areas
at present under-represented in grammar teaching. (Stubbs, 1988; 35)

Al in all, different speech communities have different rules for
communication. If language rules are illustrated in real situations, that is in a

/ Libtraad : )
connected discourse, then learners are able to acquire different discourse

(e

" «Coherence is the feeling that a text hangs together that it makes sense and it is not a

jumble of sentences.” (Mc Carthy, 1994,26)
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types. By introducing learners different pieces of work, they can be

acquainted with several types of discourse such as diaries, songs, formal

e et

meeting, legal contract, politics, courtrooms, law, religion, journalism , casual
=

conversation and formal meetings. (Stubbs, 1988)

/‘ PR (. 3
7
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3. GRAMM\AR INSTRUCTION

To teach grammar or not has been the most controversial issueg of
language teaching. As noted in the previous chapters, grammar instruction
was the core of language teaching. In recent years however, some scholars
assume that second language learning is similar to mother tongue
acquisition, therefore communicative language teaching provides a similar
environment to the one in Which,/fggther tongue is acquired.

If we talk about language learing then we should admit knowing the
grammar rules of the target language consciously. (Nunan 1995, 153)
“Grammar exists us to ‘mean’, and without grammar/it is impossible to
communicate beyond a very rudimentary level. ! i

The basic distinction in the teaching of grammar has been between the
deductive and inductive approaches. “In a deductive approach learners are
taught rules and given specific information about the language, which they
are then expected to apply when they use the language. In an inductive
approach, such as the communicative one, learners are not taught
grammatical rules directly or explicitly, but are left to induce the rules from
their usage of the language. The emphasis here is on the experience of the
language rather than the formal presentation of language.” (Wajnyrb
1992:85) The first type of grammar presentation is the one in which learners
are able to notice and process in communicative contexts. Such an
.instruction constitutes implicit grammatical instruction. However, while for

some researchers, explicit type of grammatical instruction will help learners

activate their previous knowledge about the language; for others explicit
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instruction is not essential. A learner can presumably figure out the language
information herself. The second/foreign language learner already has a
grammar knowledge. To Krashen, (1987) both (deductive or inductive) are
learning, not acquisition.

There are two arguments in communicative language teaching. There
have been a number of applied linguists and researchers who argued
strongly that explicit grammar teaching should be avoided. One line of
argument is that grammar teaching is impossible because the knowledge that
a speaker needs in order to use a language is simply too complex. Another
is that grammar teaching is unnecessary because that knowledge is of a kind
which cannot be passed on in the form of stable rules, but can only be
acquired unconsciously through exposure to language.

There has been a reaction against the heavy emphasis on structure at
the expense of natural communication. On the other hand, it is now fully
accepted that an appropriate amount of class time should be devoted to
grammar, this does not mean a simple turn to traditional grammar teaching,
however.

. /uk/‘

Wherever possible, if learners are first exposed to, new language in
comprehellswible’) context, they are able to understar?d ‘/its function and
meaning. (/Si;’jhat, learners work with the Ianguage,/‘dg;;ver the language
with guidance from the teacher.

Although explicit and implicit grammar teaching are opposites, they share
some deficiencies. They doy{ not acknowledge the critical role dp’fz;cher and

/u
the backgrounds of/students.



23

i
Ay

According to Celce Murcia (Celce Murcia, 27:1993), a grammar lesson

consists of four sections:

a)
b)

c)

d)

Presentation- introduction of the grammar structure

Focused Practice- learners work with the form

Communicative practice- learners engage in using target language to
practise the learned grammar point. Information gap, choice and
feedback ar/e/./}r:;in emphas?s of the communicative practice.

Teacher feedback and correction- In every phase of the lesson, the
teacher should have a different strategy to approach learners’ errors to
engage student/gcognitively.

Sandra Mc Kay (1987), on the other hand, maintains that there are three

ways of teaching grammar:

a)

formal explanation of grammar rules which does not have a
communicative end: Learners receive a great deal of grammatical

instruction and this epd‘fup with knowing quite a lot about the language,

g

b they are not able to put the language to communicative effect.

b) analogy of grammar rules instead of explanation which results in being

c)

- e

unable to use rules in action: the learners may become fluent in the

res Tl L(:.a(
structures they have been fluent, but may not be able to use them

appropriately in genuine communication outside the classroom.

with no explanations of the grammar rules of the target language, but

<1
3 at
f

!
giving students chance to use the new language in situations: in a variety

of realistic situations, learners use the language, but they are unable to

provide explanations of the grammatical rules of the target language.
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Richards, on the other hand, states that there are four possible grammar
—function ratios : a) grammar-based ;fn(; without functional focus, b)
grammar-based l;u(’i with functional focus, c¢) function-based t:ut with
grammatical focus, d) function-based but without grammatical focus.

Lastly, Ur (1988) advocates a four-stage approach to the teaching of
grammatical items:

a) Presentation: presenting the structure through an input in which the item
appears

b) Isolation and Explanation: making all aspects of the item clear

c) Practice: getting students absorb and master the target structure

d) Test: getting the learners to demonstrate their performancev

In a language classroom, learners receive systematic instruction in the
grammar, vocabulary, pronunciation of the target language to improve their
four basic communication skills. Contrastive hypothesis12 helped curriculum
specialists to develop and sequence the items for instruction. ‘Morpheme
order’ studies, however, concluded that contrastive hypothesis was not valid
and actually there was a natural order of acquisition which was driven by
innate learning process. As a result of morpheme order studies as well as
other SLA research, researchers played down the role of grammar in the
classroom. To illustrate, Krashen, suggested that the rules should be

presented in some order when the goal is conscious learning (by ‘conscious

learning’, he means ‘grammar’), yet grammatical consciousness-raising

'2 This hypothesis claims that we can predict possible language learning difficulties by

examining the learner’s first language. (James, 1980)
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came out as a result of organic view of language leaning. This new approach
rejects the split between conscious learning and subconscious acquisition.
/}/,he attention is paid to the relationship between form and function. On the
other hand, Halliday's systemic grammar advocates the explicit grammar
instruction, but not traditional grammar instruction. Systemic functional
linguistics claim that language exists in context, and rather than in individual
grammatical items, this approach works with whole texts. Systemic-
functional linguists provided a way of linking context and text, function and
form.

Ellis (1992) argues that looking explicitly at grammar may not lead
immediately to learning, it will facilitate learning at a later stage when the
learner is ready to internalise the new information about the language.

Finocchiaro and Brumfit (1983) state the steps in presenting the grammar
as follows:

o We should motivate learners by arousing the need to learn a specific
structure. To achieve this, we should dramatise a situation.

o They should know the objective of the lesson, that is what they will study.

o We ought to use the new form by using other parts of speech that

Ve T
WA

students are familia}/and model it a few times. ~

o Repetition
o Highlight the new structure in the sentence you have written on the board,
a chart may be helpful

e Oral practice
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e ElipllS should be able to consciously _sﬂe_a__ct new grammatical itemgfrom ornn;
contrasting ones that have been learnt previously. ©
e Learners should use the new form with communicative expressions
o Translation is allowed where suitable. (Finocchiaro and Brumfit,1983;
124)
On the whole, the place of grammar in language teaching is still
uncertain. Theoretical and empirical studies on second language acquisition

and the introduction of communicative approaches examine the place of

grammar in language teaching.

3.1.How do current English Language textbooks approach to
grammar teaching?
Obviously, there are hundreds of ESL grammar textbooks on the market.
Although recent developments are applied to the teaching of other skills,

textbook writers and teachers are conservative about the teaching of

goasamt ;,:,,!,4/3

grammar. A few to illustrate how grammar textbooks approach are the

following :

English Structure Practice is constituted by mechanical or meaningful

drills with frequent reference to stress and intonation. Grammar Spectrum by

Morman Coe begins with the explanation of the grammar structure, and the

explanation is followed by mechanical or meaningful exercises. -

Azar's Understanding and Using English Grammar consists of controlled

grammar activities composed of sentences out of context and presentation is
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supported by explanations and charts. For each different grammar point, the

same type of activity has been devised. in the same way, Grammar Practice

for Intermediate Students provides non-contextual and non-communicative

grammar practice.

Round-up presents grammar knowledge by giving examples independent
from context but provides some of the controlled exercises in context.
Exercises are mostly ‘fill in the blanks’ type. Error analysis is another sort of
exercise. Rarely has grammar presentation been supported by pictures.

Likewise, Collins Cobuild Student’'s Grammar gives detailed explanation of

the usage; but practical material only ‘link structure and meaning’ not the
function and does no%provide communicative practice.

In another grammar reference book titled Oxford Practice Grammar

language material has been presented in short passages or conversations
showing how forms are used in real context: The practice stage, however,
has been restricted to controlled drills which have no communicative end.

Similarly, How English Works is another grammar reference book combined

of controlled exercises most of which are independent from context.

An additional example to this category is Advanced English Practice by
Graver. Presentation is carried out by detailed explanation of grammar rules
and sample sentences out of context. Controlled grammar activities
constitute;/the frame of the book. Sentence transformation and completion
type of exercises result in more than one possible answer due to non-.
contextualized sentences. Introduction of the grammatical rule is supported

by sample statements and exercises. They come after the presentation part
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and they are mostly ‘fill in the blanks type’ non-contextualized sentences.

Michael Vince's Intermediate Language Practice presents grammar

points in single sentences and provides ill in the blanks’ or transformation
types of exercises.

English Grammar Lessons presents each structure to be studied in four

parts: the first part is called ‘starting activities” which we can name as warm-
up activities. A context is given and learners are prepared to ne.ed to use the
target structure. Then grammar rules are explained in sample sentences and
supported by both controlled and communicative activities.

Focus on Grammar closes the gap between grammar knowledge and the

contextual use of new structures by expanding the activities on four skills;
reading, listening, speaking and writing. Both controlled exercises and
communicative ones help learners to internalise grammar. In the first step,
grammar is presented in context; in a passage, article or dialogues. This
aids learners to see the use of new grammar structures in real language
context. Even though the passages are not authentic, students become
accustomed to contexts in various formats. This presentation is supported by
miscellaneous controlled or communicative activities such as listening and
responding , visual stimuli or illustrations. Controlled drills like fill in the
blanks, matching, multiple choice, sentence combining and error analysis are
presented in context.

Unfortunately, many of the books on the market encompasé manipulative
drills which are grounded on rather shallow and artificial contexts, so these

drills become rather meaningless to students.
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3.2.Contextual Grammar Instruction

Students feel the urge to learn the formal rules of language, that is they
expect grammar knowledge. Despite the recent impact of communicative
approaches, learners persist in utilising grammar based supplementary
materials. Whereas, they need to practice new grammar points in,v-vaf}ériety of
contexts to help them internalise and master FL structure.

Although knowing the grammatical rule is sufficient to produce
grammatically correct sentences, what we aim is to have learners apply
these grammatical structures in real communication act, that is in context.
Richards goes further and maintains that there has been empirical evidence
that proves that communicative language teaching generates better language
learners. (Richards, 1985)

Contextual grammar instruction will enable learners to recognise the

properties of target structures in context, and develop accuracy in their use.

i .

el Fltat ALafuns

Thé relationship between the speaker and the addressee and also by-the
/*?r el ol poene b

-whether-the speech event takes place #f an institutional or a more informal

setting.

Most scholars agree that second or foreign language is best learned in a
natural acquisition context. The best environment for this is the place where
the target language is spoken. Therefore, to expos@fé learners to the use of
language, an environment similar to the one outside must be created in the

classroom. Traditional instruction environment™ will not assist learners

" The traditional instruction environment is one where the language is being taught to a

group of second or foreign language learners. ... the focus is on the language itself, ..., and
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sufficiently to develop communicative competence as far as grammar
knowledge is concerned. Communicative language environment, on the
other hand, assists learners /;g;banding their language competence' by
focusing on language use, interaction and conversation. By using his inner

grammatical knowledge, the learner can form structurally correct utterances

he has never heard of. A person might have the ability to perform sentences,

b trsd” A ,r,,,a/ &

but, since-not knowing the actual use of parts of speech, he/restrict"s'“ the
number of adjectivesﬁf verbs/y:'/l%;'i"t;tqes or repeats the same words and as a
result becomes boring.

Petrovitz declares that standard texts are adequate for grammar rules,
however they fail to fulfil or represent other rules, usually at the expense of
semantic factors crucial for correct application. As a result, learners can
manage to apply rules but not in real communication situations. His argument
is that there is no one single approach to the teaching all grammatical rules;
“rules first must be distinguished on the basis of certain linguistic criteria

before pedagogical strategies can be considered.” (Petrovitz, 1997; 201)

Nunan's ideas seem to be supporting Petrovitz: “Grammar exists us to

the goal is to see that leamers learn the vocabulary and the grammatical rules of the target
language rather than to use the language for daily communicative interaction. (Lightbrown
and Spada, 70; 1993)

" Competence is a person’s internalized grammar of a language. Performance (in
transformational generative grammar), on the other hand, is the actual use of language by

the speakers of that language in speaking and writing.
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‘mean’, and without grammar it is impossible to communicate beyond a very

rudimentary level.” (Nunan, 1,9%5; 153) el 2

y oo
e 2
I7r // (R )

e Teaching of the only linguistic code has zero importance on

J——

communicative competence. Johnston' crl;icisgd studying lingLf,;s_t_ic forms in
Bt 3 Dot e iied 7

isolation from their communicative functions. D{/riil/s;controlled practice, and
interactions which are pseudo-communicative do not facilitate genuine
communicative language skills, and Nunan questions their value in the
language classroom. (Nunan, 1987) Littlewood sees drills as pre-
communicative activities.

Sandra Fotos is in favour of “implicit focus on grammar during
communicative language teaching.” (Fotos, 1998; 301) She does not

.t
AT

advocate/old fashioned grammar teaching instruction. However she calls our

_v}.,'

attention to the fact that ELT takes place mostly in EFL situation Whe_/ce
learners are instruCtea by non-native speakers of English/g;}ferent fronj/'lvEgL
environment. For that reason, the real problem is not to provide grammar
instruction which can be managed in the classroom but learners should be
given opportunities for communicative language use.

Michael Long presented a paper at a conference in ltaly in 1988 and
claimed that “it is not surprising that teaching grammatical forms in isolation
usually fails to develop the ability of learners to use forms communicatively

unless they are psycholinguistically ready to acquire them anyway”'® (Fotos,

1998; 302) Pienemann (1984) recommends a new type of syllabus which

'S cited in Nunan ,1987

'8 cited in Fotos, 1998
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“would combine communicative lapguage use with instruction, on grammar
forms in context”. Ldpg Tga;mphasisg the value of context-based presentation
of grammar rules} Michael Long raises the question “Is learning a language
a matter of déveloping skills, learning grammar rules, building neural
networks, acquiring tacit linguistic knowledge, forming new habits, becoming
a member of a new culture, adding a new repertoire, several of these or
something else? Whatever course designers or teachers think language
involves will influence the elements of the target language they present to

their studen’tf;words, structures, notions, etc.- and how they should be
presented-in isolation, in context, accompanied by rules, as naturally
occurring‘ parts of authentic excerpts, and so on.” (Long, 1993; 10)

In addition, Ellis (Ellis, 1987; 12) gives Long’s study as an example which
provides evidence for the fact that instructed learners'” have a faster learning
rate than the uninstructed'® ones. Ellis also points out that instruction may
help learners to learn more rapidly.

Giving small grammar lessons will develop}' :aareness of grammar rules
and help learners to notice the target structures in the communicative input.
In that way, they will compare the correct forms with their interlanguage
forms “triggering the cognitive process involved in reconstructing the

learners’ internal linguistic system, and thus facilitating acquisition.” (Fotos,

1998; 305)

7 learners who have received explicit instruction

'8 learners who have received implicit instruction
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Geoff Thompson puts-forwaid that the use of grammar in communicative

Az, At

language learning has been misinterpreted. Thompsoh rem’inciﬂsjit“r‘xat/e;plicit
presentation of grammar rules has never been excluded %XELT, only the
degree of emphasis has shifted. That is “the focus has now moved away
from the teacher covering grammar to the learners discovering grammar”
(Thompson, 1996; 11)

The first step to teach grammar is to present grammar in a
comprehensible meaningful context. Then learners should observe and
examine the forms used to convey the meaning. Discussing grammar rules is
feasible since “learning is likely to be more efficient if the learners have an
opportunity to talk about what they are learning” (Thompson, 1996; 11)

Hammond'® suggests that the teaching of grammar from a systemic
functional perspective has a number of major benefits. Learners are taught
how language actually works at the level of text, it can contribute to learners’
literacy awareness. It also provides teachers and learners with a shared
vocabulary for talking about language and the way it works. So it contributes
significantly to successful literacy development.

Halliday argues that language exists in context, and that the context and
purposes for which language is used will determine the ways in which
language is realised at the levels of text and grammar. While there is no
one-to-one relationship between form and function, the relationships between

the two are not'arbitrary. He advocates explicit grammatical instruction, but

not a traditional grammar teaching. Learners work from context td text to

' cited in Nunan, 1995;152
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sentence and clause. How language differs according to the context in which
it is produced, the purposes for which it is used, and the audience to which it
is addressed.

“/!/,Z“ A

Meanings and concepts are/'vmain issues 7101ici_o;rtltlzunica’cive language
teaching, however Wilkins (1974) does not g§§_p_i§§ the importance of
grammatical system. To him, linguistic creativity and communicative capacity
depend,gfétrj]{mostl%}grammar knowledge.

Ellis (198‘;)Wexamines SLA in context. Since the learner performs
differently in different occasions, we should be concerned with not only the

output but also the input?®, different contexts affect the learners’ output.

When using the language the learner has different choices on the levels of

rawnd e 71
grammatical, phonological, discourse and lexical levels. For instance, the
Wr ! tha ) for

learner should be able to decide ,_térzgé% direct or indirect question/depending
on Whoyff he is speaking to. Undoubtedly there are different ways of asking

tH it

for a glass of water: “I'm thirsty”, “Fetch me a glass of water”, “Could you
bring me a glass of water’. It is possible to increase the number of
examples. So, if the learner is instructed the grammar rules independently
from the context, he will not be able to learn/acquire and also use different
functions of language in real act”of communication. Language practice in

context stresses communicative competence rather than linguistic

competence. (Frank and Rinvoluncri, 1991)

? tarms often used in applied linguistics , psychology, cognitivé psychology and related
disciplines to refer to information that a person receives (input), behavior which results from

it (output).
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Both linguistic and situational context/a;fect the speaker’s choice bécause
“meaning can only be interpreted in a particular context” (Ellis, 1987; 20)
Ellis also believes that students perform a particular structure accurately in
the context of controlled language practice but fail to do so in free practice or
in communication outside the classroom. The problem is an important one
because it raises one of the central questions of language pedagogy, namely
the relationship between what Brumfit has called ‘accuracy’ and ‘fluency’
activities. (Brumfit, 1984, 180)

Fakhri 2" asserts that discourse factors and students’ urge to make their
discourse textually by using cohesive devices influence the use of linguistic

forms, which means langua/ge{ learners have pragmatic considerations. He
. ot ENA

o Gl

refers to the research/that “although formal instruction appears to have
beneficial effect on the language performance that is elicited by using
instruments such as translation tasks, it does not appear to have any effect
on spontaneous use.ﬂ (Ellis, 1987; 192), Similarly Prabhu®® (1982) puts
forward that form is best learnt when the learner’s attention is on meaning.
For Widdowson, learners should achieve /t,laé pragmatic skills in the
second language, v?ﬁ%ﬁa such as{/interpretative skills relating to knowledge of
the use of discourse conventions or non-verbal elements and /ﬁ skills which

they have already developed in their first language.”

2 Gited in Ellis, 1987; 182.
2 tited in Brumfit, 1984

23 Gited in Berns; 1990; 93
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There are scholars who think explicit grammar teaching is not vital.
Dulay and Krashen (1982) admit that exposure to natural communication in
the target language is necessary for the subconscious processes to work
well. The richer the learner's exposure to the target language, the more rapid
and comprehensible learning is likely to be. Nonetheless, Krashen and

Y jffu 7 pltrr 7
Terrell point out that/’Study of grammar has no role ir)/'language program.

‘Communicative ability is usually acquired quite rapidly, grammatical

accuracy, on the other hand, increases only slowly and after much
experience using the Ianguagé@(Krashen and Terrell, 1988;16) They claim
that conscious understanding of grammar is not/%rerequisite for
communicative competence. According to Krashen and Terrell, that's why
grammar-based methods purporting to develop communicative competence
fail with the majority of pupils. “Grammatical accuracy is very low in early
stages and increases slowly with increased opportunities for communicative
interaction and acquisition.” (Krashen and Terrell, 1988;20) Likewise, Canale
and Swain assert that grammatical competence is not a predictor for
communicative comgetence.“ Similarly, Breen®® (1985) criticiseé the failure
T AL ]

7
of SLA researchers pd takg/the social context within which learning take place,

into consideration) in the design and implementation of their research.
gL 't',’wm,q,d/a ke

Lbow™" T4 Swain, “exposure to the target language in meaningful contexts is

insufficient for most learners to develop a sophisticated working knowledge of

24 Cited in Chen 1995

%5 Cited in Nunan 1995, 146
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grammar.” % Widdowson Knarks that, the language teacher's view of what
constitutes knovy)édge of a language is essentially the same as Chomsky's: a
knowledge c%f/ the syntactic structure of sentences, and of the
transformati/d;al relations which hold between them. Sentences are seen as
paradigma{lically rather than syntagmatically related.(..) That is to say, that
once the competence is acquired, performance will take care of itself.
(Haliday, 1985;89) (o7 i thebidang” O
A

Learners should achieve harmony between functional interpretation and
formal appropriacy. “For example, getting learners to read a set of sentences
in the active voice, and then transform these into passives following a model,
is a standard way of introducing the passive voice. However, it needs to be
supplemented by tasks which give learners opportunities to explore when it is
communicatively appropriate to use the passive rather than the active voice.”
(...) “They are not shown that passive forms have evolved to achieve certain
communicative ends- to enable the speaker or writer to place the
communicative focus on the action rather than on the performer of the action,
to avoid referring to the performer of the action.” (Halliday, 1985; 103)

[ ki
Furthermore, Le claims that genuine communication is characterised by the

uneven distribution of information, the negotiation of meaning (through, for
example, clarification requests and conformation checks), topic nomination
and negotiation by more than one speaker, and the right of interlocutors to

decide whether to contribute to an interaction or not. In other words, in

% Cited in Nunan,1995; 153

JJC{J«./’ ) '(/" 7/,/{,!)/
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genuine communication, decisions about who says what to whom and when
are up for grabs.

Finocchiaro and Brumfit claim that “the grammar introduced in the units is
not sequenced or graded according to any linguistic theory. We use instead a
communicative grammar, one which takes cognisance of authentic real world
speech as recorded from live, spontaneous speech acts.” (Finocchiaro and
Brumfit , 1983; 124) Nevertheless, most English textbooks following the
functional-notional approach follow a similar outline. Moreover, these
textbooks do not use authentic texts but simplified texts suitable to the
grammar unit that ha/;;/)been being taught. This results from trying to teach
one aspect at one time in the simplest way. Consequently, learners cannot
be exposed to real language. “Selection and gradation within structural
categories are extremely important, however, in the presentation of grammar”
(Finocchiaro and Brumfit , 1983; 124) Nunan criticises the language teaching
materials that are based on linear model of language acquisition. (Nunan
1998; 101{’nklfinear model supposes that learners acquire language in a

LY e / e /’/é{}«‘
predictable order: first simple present, then pas/tj they will need to use/if

clause structure after they have mastered in certain tenses. He compares
this with building a wall, each language item representing a brick. On the
other hand, he calls his alternative model ‘an organic approach to second
language pedagogy’ and supp%rtswtlis idea of second language acquisition
and discourse analysis.f""aeT)?]Qe\ J;;g;ahic metaphor sees second language

acquisition more like a growing garden than building a wall. From such a

perspective, learners do not learn one thing perfectly, one item at a time, but
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numerous things simultaneously (and imperfectly). The linguistic flowers do
not appear all at the same time, nor do they all grow at the same rate.”
(Nunan, 1998; 102) Similarly, Brumfit claims that ‘the process of grammar
instruction by the learner is likely to be/d;/elopmental process which is
‘organic’ rather than ‘additive’. (Brumfit, 102:1988) "

In his later studies, Nunan puts forward that/‘\(o;/rganic approach gives
learners an alternative way to see ‘how to use grammar to get things done,
socialise, obtain goods and services and express their personality through
language’. He claims that “the notion that the learning of grammar is a linear,
step-by-step process has largely been replaced by an organic, even
metamorphic view in which the development of grammatical competence is
seen in terms of process as well as product.” (Nunan, 1995;166 )

However, as Petrovitz puts it (Pe‘trcvi}\'/”i;c.z',‘ 1997 201) “...contextualization is
more important for some grammaticél\"ifi-:‘*rﬁé"'cﬁgrﬁ;ﬁfvor others: discourse factors

seem much more crucial for tense usage, for example, than for irregular

plurals. Second, many of the more traditional exercises do seem to be useful

in highlighting certain grammatical points. " Nunan complains about the
presentation of grammar out of context, too. In traditional kind of exercises
like repetition, manipulation and grammatical transformation,Wt see

the relationship between form, meaning and use. While trying to

contextualize sentences we should avoid exaggerating. For some grammar

[

rules, traditional exercise types are more convenient than what we offer. For

S T,

instance, when teaching the adverb and the adjective traditional types of

exercises are necessary. However, these examples ought to be used in a
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written piece of work, or a conversation. The student must need to use the
required form. Corder, correspondingly, asserts that a learner needs
contextual language data to acquire rules of language use. (Corder, 19&5’) S
This brings the importance of using authentic materials with different |
discourse. Chen, (1995) proposes an integrative grammar teaching model.

She points out that explicit grammar instruction (EGI) can be successful with
communicative activities.

Like Chen, Susan Gass emphasises the importance of explicit grammar
instruction.  She supposes that “explicit instruction facilitates student
awareness of target language forms and/or meanings and of the
discrepancies between what they have themselves constructed for their
second language and the system which becomes apparent to them (through
instruction) from the target language data they are confronted with.” (Gass,
1991: 137) but she adds that explicit instruction is not essential, but a
shortcut leading to internalisétion of grammar rules to a dreater
communicative ability.

Desmond Cosgrave ’}Lr;larks that grammar “is to be learned no longer
through the memorization of rules but through intensive oral practice on
specific patterns, which have been determined and described by linguistic
analysis.” His grammar model consists of two types of grammar activity:
“habituation practice (which corresponds to the dialogue memorisation and
pattern-practice stage) and communicative practice. (Cosgrave, 1975; 141-
143) On the other hand, Fotos’s study on grammar consciousness raising

tasks encourages formal instruction on grammar with communicative
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activities in language classrooms. (Fotos, 1994)

In sum, in very general terms, the argument that is proposed here is that
no single approach is enough for teaching all grammatical rules, and these
rules should be presented in contexts exemplifying different situations and

discourse.
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4. GRAMMAR ACTIVITIES

If students’ head is filled with ‘only grammar rules, student will think
grammar rules instead of using them. If rules are presented in context with
real life-like situations (comprehension), they will think about situations. The
production of meaningful discourse could only be achieved after
communicative extension activities.  They provide learners with the
opportunity to use their new knowledge in creative and interesting ways while
at the same time integrating it into other skills and existing knowledge.
These activities should be interesting, be related to the theme of the lesson
and allow for creative self-expression. Instead of requiring learners using the
new target structure in the fill in blanks type of disconnected sentences; we
should encourage pupils to participate in activities such as information-gap
activities, role-plays, dramatisations, games, authentic writing projects, paired
interviews, class surveys, or simulations of real life situations.

On the other hand, mechanical drills focus exclusively on the
performance of structural operations. Many of the audio—lingual drills
produced up to the end of 1960s are of this type. Oral drills are a very
structured way to introduce students to a new grammatical structure.
Depending on the drill, students can be either called on individually or the
class can be asked for a chorale response. Either way, the drill should move
quickly.

Learners are never aWare of the meaning in this sort of activity, however.
A structure focused drill like the following would be monotonous.

Furthermore, students do not pay attention to the meaning. It lacks context,
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as a result discourse features etc.

P: John has written the letter.
R: He wrote it yesterday.

P: John has seen the film.

R: He saw it yesterday.

However, this drill can easily be adapted so that it rehearses the same
structures but in a meaningful context. Thus, it sounds more authentic and a
realistic.

P: By the way, Has John written that letter yet?

R: yes, he wrote it yesterday.

P: Has he seen the film yet?

R: Yes, he saw it yesterday. (Littlewood, 1981, 9)

Since the principal reason for having grammar activities in the language
classroom is to facilitate using grammar rules communicatively, grammar
activities should be designed with a communicative end.

4.1 Communicative Grammar Activities

sueeerdhu{

The mos}/communication according to Cosgrave is the one “which is
built around people, places and things with which students are familiar.”
(Cosgrave, 1975, 143) He also adds that it should also take into account
their age level, interests, hobbies, the locality in which they live. The teacher
should take into consideration these factors while devising communicative
activities. Pupils need some stimulus to get them going; something concrete

like a newspaper article, a photograph or a map. This also should be
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considered while inventing communicative activities for the classroom.

Where students most want to express themselves in real life
communication is another element that requires attention. Because what a
person says in real communication is determined by that situation. In a
mechanical practice, the teacher tells the student what he will say. Actually,
classroom activities should be turned into personal experiences. The
students should be given situations and contexts in which they will practice
what they have learned according to what(\ﬁ/@m?ght want to say in language
situations. Cosgrave advises to add some humour and even teasing to
communicative activities since it will encourage/iéri;dly atmosphere and is
well suited to the natural conversation. (Cosgrave, 1975; 143) Moreover, in
real life people talk about specific things, people , places and objects.
Therefore being specific should be encouraged during communicative
activities. This adds reality to classroom conversations.
ﬂ'ﬂlntegration of grammar instruction with communicative language teaching
activities, both raises the students’ awareness for grammar rules and gives
them an opportunity to practise these forms in discourse. In addition, Ur
emphasises that explicit teaching and form-focused exercises should lead
meaningful activities in game-like situations. (Ur, 1996) The following are
some of the communicative activities that expand and extend particular
grammatical structures.

There are three basic modes of classroom instruction: whole class, group

(pairs etc.) and individual. Each mode can contribute to learning. To

enhance the effectiveness of the classroom activities in language teaching
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tree modes can be applied in accordance with the participants, setting and

the subject to be practised.

The success of an activity partly depends on providing learners with
sufficiently detailed guidance. Since the classroom situation is/ﬁ%.n-linguistic
environment which is immediately real to the students it is indispensable to
help them relate target language to external reality by providing them with
communicative language practice.

4.1.1 Listening and Responding

Inspired by the silent period27 of first language acquisition, scholars
suggest that we use listening activities in grammar instruction. Total physical
response28 also could give us an idea about how to use listening and
responding activities in grammar instruction. To expecygg,lcccient to respond to

verbal stimuli can be an effective way of grammar instruction especially at Hhe

early stages. Students can learn some grammar points without even
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regl_iéjng. Learners can respond physically, orally or by drawing pictures and

A ] ‘ ‘
writing. In this way, pupils can match meaning and form in context and this
Y_;f/bﬁfj ,'/14 cl,/_:-:".,(/.»/

could be used with students at all levels. Picture dictations provide a fun way ¢

SR

for students to practice listening skills. For example, for a drawing dictation

for the practice with the simple present/present progressive the teacher

%" pccording to some research, there is a silent period when a first language learner just
perceives language, does not produce any chunks of words.

2 a language teaching method developed by Asher in which items are presented in the
foreign language as orders, commands and instructions requiring a physical response from

he learner. (Dictionary of Applied Linguistics)
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describes a scene with a lot of action. Students draw it without writing down
the description.
4.1.2 Predicting the middles, ends or beginnings of discourse by
using clues
Learners might be given a part of a text (a dialogue, poem, story, etc.)
and asked to predict the middle, end or the beginning of the text by using
clues like ‘the’, ‘this’, ‘that’ or ‘well’ etc. This practice contributes them to see
the relationship between the sentences.
4.1.3 Scrambled sentences
Giving students all the words to form one sentence in mixed-up order 'by
asking students to re-arrange the words to form a grammatically correct
sentence is a good way of practising target language st(ucture. It is an
activity related to ttlce;ﬂcgl; and scrambled sentences are an excellent way
to practice grammar recognition and syntax. Another/ gréét version of this
game requires preparing sentences in advance on index cards (one word
per index card) and putting the cards in numbered envelopes (one envelope
per sentence). Students then compete in small groups to successfully
arrange the words in all the envelopes. Using sentences from an actual
newspaper article or advertisement makes the activity more vivid.
4.1.4 Telling Stories
Stories are common to nearly every culture and everybody enjoys them.
In addition, stories provide perfect context for the grammar points. The
teacher can exemplify the grammar pointé in context with a structure-

A
discourse match. Stories can be manipulated with /variety of creative
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activities such as telling the story from a different point of view, summarising
or writing an imaginary conversation for a specific part of the story.
Examples can be increased in number depending on the instructor's
creativity. Moreover, stories are convenient and flexible for any grammar
point. Target language literature provides practise in “the contexualization of
linguistic expression”.  (Rénnquvist and Sell, 1994; 125). "It extends
students’ grammatical knowledge.”(Lazar, 1994; 115) It might be argued that
authentic literary texts might be difficult for learners or have deviant structure?
However, if these materials are selected and graded carefully, they can serve
as grammar presentation and practice materials. Furthermore, they move
beyond an understanding of the language simply in terms of individual words
or sentences.

Chain stories work really well when they are g_iygr_]___it_q the class some

_structure. To practice the simple present for habitual action, for example, the
starting of the story could be given; "John always has a busy day. He wakes
up at 6:00 o'clock every morning. At 6:10 he ..." and students are asked to
continue the story. Each student continues the story by adding an original
sentence.

Episodic organisation represented in stories aids comprehension and
retention. Supporting story telling with other activities deepens
comprehension. The framework of the story provides a continuous flow of
mental images that help the learner to gather the function and the meaning of

the forms.
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4.1.5 Role Plays **(Dramatic Activities)

We claim that participants, setting and roles are important in a certain
discourse. So role plays are one of the most convenient activities in our
case. Pupils may learn to adjust themselves from setting to setting. Since
participants are given a role in a context, role plays present a close
connection between social discourse and the grammar point. Besides, they
encourage motivation, self esteem and empathy. The aim is to train students
with the unpredictable nature of the language.

Moreover, role plays are held in small groups or pairs and , in Brumfit's
words, these small groups * provide greater intensity of involvement, so that
the quality of language practice is increased. The setting is more natural
than that of the full class, for the size of group resembles that of normal
conversation. (Brumfit, 1988; 77) What's more, role plays combine all effects
of communication. B

Pair and group work is the only available basis for naturalistic behaviour
in conversational interaction in class. (Brumfit, 1988; 87) Role-plays are an
active way for younger and beginning students to practice using new
grammar.

Through role plays a wide variety of experience can be brought into

/@r)aassroom. Moreover, phatic forms of language are often neglected by
teaching syllabuses. It is possible to build up social skills through role plays.

Besides, it is a rehearsal for real life and provides shy students with a mask.

29 an individual's spontaneous behavior reacting to others in a hypothetical situation. (Revell,

1979; 60)
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They communicate more freely if they have a role to hide behind. Ultimately,
the most important reason for using role play is that it is fun.
4.1.6 Visual Stimuli (Pictures, Realia, Graphs)

Visual stimuli are useful and effective tools to enhance the contextual
presentation and practice of grammar structures. Pictures, to cite an
instance, can be presented in pairs (before and after Mr. Johnson has grown
beard in the presentation of present perfect tense) or semantically grouped
sets to tell a story or an event. It is a good idea to use real pictures from
magazines, catalogues, and newspapers. It's best to choose pictures with a
lot of action or activity.

Realia and other objects in the classroom are really vital teaching aids for
communicative grammar teaching. Real objects facilitate the learning of
grammar.

Charts, tables and graphs, timetables provide form and meaning match
and serve communicative grammar practice. Question-and-answer activity
based on visuals requires the learner to relate the language to non-linguistic
reality in a similar way.

4.1.7 Songs, Poetry and Verse

Similar to stories, songs, poetry and verse present context for the
exemplification of grammar points. They suit to structure and discourse
match very well. In meaningful practice of grammar structure, songs, poetry
and verse can be used in the presentation, practice and the reinforcement

stages.
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4.1.8 Games and Problem Solving Activities

Not only do these kind of activities have a goal which motivates students,
but also they are enjoyable. As well as providing grammar and discourse
match.

Student surveys, for instance, make for fun reading and writing practice.
A short activity can be done by using a real survey (There are many good
ones in women's magazines.), though for beginning students it's probably
better for them to create their own. Some topics for the simple present might
be: entertainment, hobbies, music, family, food, sports, and English.
Likewise, pair interviews can be conducted on a variety of topics. Students
can either prepare questions in class or for homework. Students should

report back on their interviews in either oral or written form.

Short speeches (2-5 minutes per student) can be prepared for
homework and presented in class to review target grammar. Impromptu
speeches ,in which students choose a topic from a hat or paper bag and

must perform immediately , is another type of activity.

Guessing games are a fun way for beginners to review vocabulary words,
practice forming structures, and listen for meaning. (an activity related to the
moves)

Through these activities the language become increasingly embedded in
a context of social interaction. Gradually, learners’ performance becomes
less controlled by specific linguistic prompts and more controlled by the need

to produce language in response to the functional and social demands of
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social interaction.
To conclude, there are no set formula to determine the teacher's selection
from among these activities. The teacher's ultimate goal, the target structure

to be taught might determine his choice.
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5. THE RESEARCH

Communicative function is closely bound up with situational context. A
structural activity can easily be placed in a context in which it becomes
meaningful. A further step in providing links between structure and function
is to contextualize the language and ask learners to practise responses to
perform useful communicative acts in realistic ways. Structurally, in an
activity, a learner might be studying the use of gerund; whereas, functionally,
he might be learning rejecting a suggestion or offer. That is, the pupil is
learning to relate language to its function

In this study, how contextual grammar activities aid learners to use
second language in real life situations has been analysed. This study claims
that contextual grarrzma?rwinstruction supported with communicative activities
will enable ‘L gn%)wfg’Jag:L;;re linguistic forms and relate them to communicative
function, non-linguistic reality and social context. This study has been
applied ;ém Turkish university students who have studied a’S, gi:éparatory
school of the university.

This research also demonstrates the deficiencies of mechanical grammar
activities in language lessons. How these traditional grammar activities fail to
achieve to contribute to the pupils’ communicative performance is also a part
of this study.

The data necessary for this thesis was obtained from ELT books,
magazines and periodicals on applied linghistics, discourse and grammar

teaching. No empirical findings were found on thls c_aseg."' -
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5.1 The technique of the study

ELT books and periodicals were used to provide the theoretical
support for this study. The list of these materials(cgixj;} be found in the
“references” ‘part of the study. The list of grammar reference books
examined cobﬂldbﬂe found in the ‘reference grammars’ section. In the light
of this scientific and theoretical research, the effect of contextual grammar
activities was measured on Turkish EFL students at a state university
preparatory class. The performance of the students was compared to
their performance before the application and the results of the application
study were introduced in the research section. Hence, not onl¥,)\/vith the
theoretical findings @as this study supported'ﬁd{;léf)”fhése hypothetical

<t ’(’"~,"}";'L,J,'«'l/{/ Py

findings were proved by an application study.

514.1 Contextual Grammar Instruction supported with
Communicative Activities
5.1.1.1 Aim and Topic of the Application Study

The teaching of grammar has been the most controversial part of foreign
language teaching. In the past several years, some researchers have
claimed that communicative classes provide better understanding of
language rather than classes controlled by formal instruction. In other words,
contextual grammar activities which are based on communicative ends are
more effective in facilitating I.anguage acquisition than mechanical teacher

dominated ones. 6!:

This study was based on the suggestion that the raising /grammar
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awareness is necessary but grammar activities to raise this awareness
should be arranged in a way that pupils are able to communicate in the target
language. This study was based on developing communicative competence
in Turkish students studying English as a foreign language by means of
contextual grammar activities. The aim of the study was to figure out

whether contextual grammar exercises help learners to use language fluently

e pid

and grammatically correct, in communicative situations better than the
mechanical drills do. It was carried out by following the idea that a foreign
language class, whethe/inaczludes explicit grammar instruction or not, should
be assisted by such contextual grammar exercises as story telling, games,
role-plays, etc., Therefore, the purpose was to find out the best way in
leaning grammar among Turkish university students who study English as a
foreign language at/é/na&;/\jersity preparatory class. This study aims at giving a
detailed account of the need and conditions of contextual grammar activities
in?lt%quisition of foreign language. Thus, the objective of the study is to
explore the following questions:
1. Methodological Questions:

The methodological issues explored in this study were the following:

o Should learners be provided with contextual grammar drills?

o Are there any differences on the success of the students who study a

foreign language in a communicative classroom environment?

2. Research Questions:

The purpose of this study was to investigate the following research question:
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Which type of grammar instruction is more efficient to improve
knowledge of grammatical structures of upper-intermediate level of EFL
Turkish students: presentation of grammar rules inA/Zriety of contexts and
communicative grammar activities that follow the instruction or traditional
grammar teaching with mechanical drills following that.

5.1.1.2 Importance of the Application
This study aims at investigating the effects contextual grammar practice
by providing theoretical framework and an application study on the issue in
Turkey’s situation. Some of the failures and deficiencies of formal instruction
with mechanical grammar drills have been displayed by the results of the
application study. |
5.1.1.3 Hypothesis
o Comprehensible input facilitates th’e language learning.
o Presentation of the grammar point in connected discourse helps students
learn and utilise target language in communication.
o Communicative classes help learners ‘use’ the target language in
communicative situations.
e Contextual grammar prabtice is more effectual than mechanical grammar
practice in learning a foreign language.
o Social, semantic and discourse factors of language were considered in
the preparation and the application of the exercises.
51.1.4 Limitations

o The study was conducted in one class of 23 students selected at random.
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e The application was limited to university students aged between 18-

21composed of male and female students .
T G hovvir (orrtidey Connass /3
e The study was limited WIth the lessons nine hours a week ep/umversrty

preparatory school. -

L dat '

e The materials were taken from various books without regarding toplc but .
the structure. Some of the materials were authentic and activities were

Lo
devised specie(tzfor these materials. -

o The learners in both groups received 12 houfr Wci’re input. The application

study was only a part of English language learning classroom.

5.1.1.5 The starting point of theﬂ}study

Krashen (1982) points out that ieb_;_(r_r]:ers will be internalised only if
students L;;gefté use the grammar for communicative purposes. If they are
not n{;;;:e;t;;;’ﬂen to use the structure in a communication tfééﬁ&:ﬂeﬂé can
never be internalised. In addition, the learners need to apprehend the
content of natural communication in the target language. (Nunan, 1987)
Communication is the primary goal, however, it is strenuous to communicate
without grammar efficiently and functionally. Long (1988) proposes a similar
view. He asserts that teachlng/g;rgimmar of the target language in isolation
prevents learners to develop the ability to use forms communicatively.

On the other hand, to apprehend and recognise grammar rules is not
sufficient to apply them in the production stage. Learners should be able to

develop accﬁracy and fluency by paying attention to the setting of the

communication, the interlocutors, their position to each other. SL.or FL is

) ,r;.'-'- U
B bl

‘
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‘]flf‘-i-..
best learned in a natural acquisition context. Therefore /best language

environment is the place where the target language is used . To exposﬁiér
Iearnerg to the use of language, the Fl should be exemplified in pganflivariety
of texts as much as possible.

In most ELT classrooms, grammar teaching is carried out by old
fashioned types of exercises (mechanical drills, questions which have no
information gap etc.) which have no communicative use or value. What pupils
complain is that they have to memorise the rules, cannot apply them in real
communication act, however. To prevent communication failure problems or
gaps, grammar rules ought to be presented in connection with different
settings. Grammar teaching should be based on applied discourse analysis
like other primary skills; reading, writing, speaking and listening, have been
done. Grammar should be presented in connected discourse. 1

B N P e Ld ol
By combining all of these p)iegﬁliaritig?, :[His study was g’one to show
that grammar instruction can be accomplished more successfully with

contextualized grammar teaching and communicative grammar practice.

In the study, it is hypothesized that a text is difficult for an individual and

~ comprehensible input facilitates the language learning. For that reason, -{iv

M
presentation of the grammar point in connected discourse facilitates and

helps students learn and utilise the grammatical form in communication.
Communicative environment created in the classroom support%he use and
' the practice of target structure.

As a matter of fac;t, in ELT classrooms a variety of different

communicative activities that reinforce the creativity and enhance the
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motivation were employed. At the end of the study, it was realized that these
activitie/s motivated students and contributed to the students’ positive attitudes
ag;tjjt-!';anguage learning and the use of grammatical forms in meaningful
contexts.
5.1.2 Subjects of the study
In order to conduct this experiment, two groups of learners were chosen
for this study. The data about their background was collected by giving
students a questionnaire in Turkish.
The first group, the experimental group, comprised 23 university students

whose age ranged from 18 to 21. Both groups had been studying English for

Qetwe/efn three to six years. ‘

The second group, the control one, composed of 23 university students.

The subjects belonging to this group/égéé between 18-21 and had been
studying English fer-between from four to seven years.

The experimental group students  received grammar rules in context with
various communicative grammar activites while one control group was
instructed through tfaditional formal grammar teaching and supported with

mechanical grammar activities. The students of both groups are university
{. u_}(',«m,&f‘ t'!’/
EFL students who had -get-place-at university with good achievement scores
bad —
and/been studying 27 hours a week at the Prep School. Each group
ov

contained 23 Turkish EFL students. Both groups were given " Oxford

placement test, in which grammar-based questions are asked in context
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5.1.21 Learner Variables

Learning strategies are affected by many factors. These are the nature
of second/ foreign language development. For years, it was assumed that
simple one-to one relationship existed between teaching and learning. In
other words, it was thought that with learners who have enough intelligence
and teachers with appropriate skills, teaching would result in learning.
However, recently, with the studies in second language acquisition, discourse
and learning styles ; and the work and research on socio-cultural and aspects
of language development have shown thay’;lggmer variable is an important
factor in designating language development. For instance, some learners
may respond better to visual stimuli, W{ger;aswsér;e to auditory input.
Developmental aspects of learner language, learner interaction in the
classroom, learning tasks and Igamer strategies, learners’ background, s’
families  all of thémare ciia{F;eterls{tlcch;f“second language learning.
Furthermore, personality or cognitive styles also affect foreign/ second
language learning; these factors include the willingness to take risks, skill in
social interactions and attitude toward the target structure. (Wong-Fillmore
1985; Young 1990)*°

A study carried out by Willings in 1988%' to explore the possible learning

—style differences indicated that the variables were ethnic group, level of

previous education, length of residence in Australia (in the country where the

% cited in Shrum and Glisan 1994.

3! cited in Nunan 1983.
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target language is spoken) speaking proficiency level and the type of the
learning programme.

For that reason, these factors have been regarded in this study. All
participants are at the similar age. Both visual and auditory input were
supplied for pupils in the experimental group. Analytical and holistic learning
strategies that learners apply when learning a foreign language have been

ignored in this study. *?

5.1.2.2 Results of the Questionnaire

The Results of the Questionnaire®

Control Group

Education of parents:

Education of mothers:
University: 25%
Highschool: 63%
Secondary school: 8%

Primary school: 4%

%2 Educational psychology studies have shown that there are two basic foreign or second
language learning strategies: Analytic and holistic. The former learners extract rules from
rules. The latter ones, on the other hand, achieve their best by doing little or no analysis.
(Celce Murcia, 1988)

¥ see Appendix A
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Education of fathers:
University: 48%
Highschool: 52%
Secondary school: 0%
Primary school: 0%

Foreign Languade education of the subjecis received before university

100% of the students received foreign language education before university

English Language education of the subjects received before university

100% of the students received English Language education before university

Duration of the received English Language education:
Primary School

100% of the students received between 0-4 hours English education

Secondary School
More than 12 hours: 100%
High school
Less than 4 hours: 92%
Between 4-6 hours: 8%
Private language courses: 4% of the students attended private

language schools 100% of whom attended less than one year.

100% of the students attended prep school at secondary school.

Secondary school education place of the students:

Metropolis: 60%
City: 40%

The grade of students in English in secondary school:
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90-100: 0%
70-89:40%
50-69:56%
30-49:4%
0-29: 0%

None of the students attended prep school at high school.

The grade of students in English in secondary school:

90-100: 0%
70-89:20%
50-69:32%
30-49:36%
0-29: 12%

The percentage of the students that visited an English speaking foreign

country

8% of the students visited an English speaking foreign country. Both of the
students have been there less than a year.

None of the students reads newspapers, magazines, or other issues in

English

The percentage of the students that read novels in English and their

reading frequency

Every three months: 16%
Never: 84%

The frequency and the percentage of the students who watch films in

English
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Every week: 4%
Every fortnight: 48%
Every month: 48%
Experimental Group

Education of parents:

Education of mothers:
University: 20%
High school: 68%
Secondary school: 12%
Primary school: 0%

Education of fathers:
University: 40%
Highschool: 56%
Secondary school: 0%
Primary school: 0%

Foreign Language education of the subjects received before university

100% of the students received foreign language education before university

English Language education of the subjects received before university '

100% of the students received English Language education before university

Duration of the received English Language education:

Primary School
100% of the students received between 0-4 hours English education
Secondary School

More than 12 hours: 100%
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High school
Less than 4 hours: 96%
Between 4-6 hours: 4%
Private language courses: 0% of the students attended private

language schools.

100% of the students attended prep school at secondary school.

Secondary school education place of the students:

Metropolis: 48%
City: 52%

The grade of students in English in secondary school:

90-100: 0%
70-89:44%
50-69:48%
30-49:8%
0-29: 0%

None of the students attended prep school at high school.

The grade of students in English in secondary school:

90-100: 0%
70-89:24%
50-69:36%
30-49:32%
0-29: 8%

The percentage of the students that visited an English speaking foreign

country
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None of the students visited an English speaking foreign country.

None of the students read newspapers, madazines, or other issues in

English

The percentage of the students that read novels or stories in English

and their reading frequency

Every three months: 4%
Never: 96%

The frequency and the percentage of the students who watch films in

English

Every week: 20%
Every fortnight: 44%
Every month: 36%

In the analyses of the data collected, it can be easily observed that there
have been great similarities between two groups. They come from similar
social backgrouhds and regions. All of them have studied English before and
attended English preparatory school at secondary school. They were not
successful language learners at school. Few of them have been to an
English speaking country and they do not quite follow issues in English.
They do not like reading novels or stories in English, either. Notwithstanding,
they watch films in English. The results of this questionnaire verifies that this
study was carried on two similar groups.

The data will be éollected between March 81999 and May 21 1999.
Two different sets of Oxford Placement Test were applied as pre-tests and

post-tests. The pupils were also given a socio-cultural background test.
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5.1.3 Application of the Study
To obtain empirical results to examine the influence of contextual
grammar activities on foreign language learning, two groups of students
comprised of 46 participants were used. The first group was the
experimental group the second was the control one.

Both group participants received 27 hours of English consisting of
reading, writing, listening skills and grammar knowledge. Class duration was
50 minutes.

The experimental group students was instructed through grammar
rules in context with numerous communicative grammar activities. Through
games, role-plays, puzzles, songs, etc,. The participants were treated with 9-
hour- grammar lesson a week for 6 weeks.

The control group studied their routine grammar lessons. They did
grammar activities irrelevant to the experimental treatment. They were
taught grammar rules through traditional ways and supported with
mechanical grammar activities.

Both groups were tested at the beginning and the end of the
experiment. Before and after the application study, both classes were given
Oxford Placement Tests as pre and post tests. The aim of the former test
was to value their English level. In the second one, they exhibited how much
they had progressed during the application study. In these tests, they were
exposéd to questions that require to use grammar knowledge in a whole

context.
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5.1.3.1 Classroom Treatment
The learners in both experimental and control group received totally 27
hour EFL instruction. In the experimental group, 9 hour-class of this period
was dedicated to contextual grammar teaching activities. The teacher of the
experimental group provided students with contextual grammar activities
including puzzles, games, role-plays to support the textbook, Cambridge First
Certificate. The teacher tried to improve grammar knowledge in all skills;

reading, writing, listening and speaking and will try to enrich learners’ socio-

linguistic, pragmatic and discourse competencies. The instructor provided
grammar rules only if it is necessary. Besides, she acted as a counsellor and
organiser of the classroom activities. She emphasised fluency as well as
accuracy but did not correct students errors directly.

The lessons of the experimental group exemplified contextual grammar
activities. In the application group, the students needed to make use context
clues, participate in role plays, act out dialogues, write poems to enhance
their production in FL.

Conversely, the students in the control group followed the same course
book but they were given grammar rules and examples in sentences
independent from context. The control group students were exposed to
mechanical grammar drills rather than contextual ones. Nothing
communicative was done with the control group.
vﬂ\&haracteristic of the contextual grammar activities that were applied in

this study can be summarised as follows:

5.1.3.1.1. The Features and the use of materials in the
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Classroom Treatment

The application group and the control groups were instructed through
different methods and techniques in the classroom. For the experimental
group, the materials that were used in the classroom treatment were chosen
according to the following criteria:

1. texts exemplifying the target grammar structure

2. the texts were suitable to the English level of the students.

3. most of them were authentic.

4. the texts were poems, songs, stories, articles and essays.

5. texts were selected of appropriate length. The students' interest and

age were carefully thought when choosing texts.

6. grammar practice activities were composed of different techniques

such as story telling, role piays, games, puzzles

In the control group;;\’;udents)grammar knowledge was enriched through
formal explanation of grammar rules. They did not have any communicative
activities following the presentation stage. Learners practiced sentences and
were asked to apply the grammar rules in the sentences. The exercises were
moétly fill in the blank or question and answer type.
The length of the study was equal for both groups. After the application

of the study, the application group and the control groups were tested in
order to examine the effect of suggested grammar teaching model and its

. / o~
relative contributior}/language use.
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As to protect standardization and objectivity the pre test and the
posttest were chosen from Oxford Placement Test*. The students
completed the posttest in their regular classrooms as in the pre-test at the
end of the 6 week teaching period. The students‘were announced that the
results of the tests would be regarded as assessment grade and told to do
their best. The students were given one hour for the tests.

All students completed the test until the break time. There was no
..y‘L\

break during the test. At the end of this study,. pc;st—test was evaluated in !

/(,I
SPSS program in/computer and statistical results were acquired. The test

scores were evaluated by paired-samples f-test. On that account, the
../:..’,‘,»

difference between the scores of experimental group and the control group

could be noticed.

Table 5.1 The Results of the tests®®

Application Group

Number of| Standard
Mean t-value
pairs Deviation

Pre-test 16.004 62,8696
23 -,67

% See in Appendix B and C

% See Appendix H
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Post-test 16,813 63,9565

Control Group

Number of| Standard
Mean t-value
pairs Deviation
Pre-test 10.294 64.6087
23 -2,53
Post-test 12.089 69,1739

The statistical figures reveal that the application group is more
successful than the control group. 1;7;@1‘[ proves that the group participated in
the application study exhibits higher achievement. The application group had
a more meaningful result at the end of the f test. The statistical results
supports the idea that presentation of grammar rules in variety of contexts
and communicative grammar activities that follow the instruction are much

more effective and meaningful than the formal explanation of grammar

structure in non-contextual stereotyped sentences and mechanical drills
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following that.
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6. RESULTS AND DISCUSSION

6.1 The Results of the Study According to the Research Questions
Jlo Cornse ¥ T
During the study, the contribution of the proposed grammar instruction

R —

o
A

model on L2 performance has been tested. This model is composed of the
presentation of target grammar point in connected discourse and

communicative grammar practice that follows it. Although there studies on

different aspects of this research (Berns, 1990;Chen, 1995; Ellis, 1987,
Fotos, 1998; Gass, 1991; Nunan, 1998; Richards, 1985), the starting point of
this application study is the combination of all these articles. Despite the
studies and researches in the field, grammar i/s/still persists as an uncertain

matter in the scope of foreign language learning. Nevertheless, grammar

//\/,»7-_]*/" o :{" ;,'."',1

instruction which has been déspised recently has be: n started to be

questioned and grammar teaching is on the verge of finding itself a place in

the area. There are ideas about not/’co/ teachwg%ammar at all. The other
.argument in the field is that whether to teach grammaf explicitly or implicitly.
This study accepts the existence of grammar teaching, that is, a grammar
instructior} and during the application grammar classes were carried out
through implicit instruction in the target language. It shared or combined
different aspects of different researchers. The/refore, this research could be
called as an eclectic one. The aim is to ,hgﬁastudents aware of the target
grammar item in context by indicating what meanings cah be attributed/ég%:h

<]

utterance in different social situation? In a way form and function were

combined in discourse. The next step /vs/ to get pupils to utilize the structure
/,,rﬁﬂ
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by providing them various social contexts and situations to illustrate the point
vl

in communicative activities. This study measured the—hew—srtch this

grammar teaching model contributed to Turkish foreign language learners at 2

university preparatory school.

</ In favor of this study some hypotheses were tested. The first one dealt

r

e a2

with whether comprehensible input facilitates ’;hé language learning. The

second one was whether the presentation of the grammar point in connected

discourse promotes to help students learn and utilise/ ﬁ&g:mmunioaﬁon.

Another one was if communicative classes assist Ieamers/‘/ugsue’ the target

language in communicative situations. Whether contextual grammar practice

is more effectual than mechanical grammar practice in learning a foreign
language was the other one. The last hypothesis was related to whether
social, semantic and discourse factors of language had to be considered in
the preparation and the application of the exercises. For that reason, this
research considered two variables: grammar presentation and practice.

Finally, the study presented the expected results:

o Comprehensible input facilitates the language learning. Because when
students are presented rules in meaningful texts, they comprehend the
grammar point significantly better.

o Presentation of the grammar point in connected discourse facilitate-to
helpf’students/ié;m and utilisyl'n éommunication. Different contexts might

comprise different functions. Hence, learners are acquainted with

examples of language use.
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Communicative classes help learners ‘use’ the target language in
communicative situations. Students have a chance to practice language
in miscellaneous activities enriched with numerous contexts.
Furthermore, they have an opportunity to experience real life like
situations in the foreign language.

Contextual grammar practice is more effectual than mechanical grammar
practice in learning a foreign language. The statistical results of the - test
testify that students who practised communicative drills have performed
significantly better that the ones who studied through mechanical drills.
Social, semantic and discourse factors of language must be considered in
the preparation and the application of the exercises. Language cannot be
separated from the discourse and the social context. All these three
elements were contemplated in preparing language material.

6.2 The Study According to the Limitations

ey £ g . howien Lot tdo

The application was limited to with the lessons nine hours a week. The

study was conducted only in one preparation class composed of 23 students

selected at random. 'They were university students aged between 18-21

composed of male and female students. The materials were taken from

various books without regarding topic but the structure. Some of the

materials were authentic and activities were devised special for these

materials.

The learners in both groups received 12 houf more input. The application

study was only a part of English language learning classroom. For that
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reason, there are other factors that might affect the results of the study.

During the study, both application and control groups demonstrated an
increase in their grammar knowledge from pre-test to posttest. However, the
results showed that the application class improved significantly. According to
the - test, improvement for the application group was highly significant.

The improvement in the application class could be seen clearly when the ¢
test results of the application group and the control group were compared.
The results of the posttest displayed that both groups progressed, whereas,
the application group’s success was higher. Students in the experimental
group who received contextual grammar instruction performed significantly
better.

6.3 The General Discussion of the Study

The statistical results of the questionnaire which was yielded to both
groups before the application display that the experimental group and the
control group represented heterogeneity in the classroom environment. Both
groups have similar characteristics.

The activities for the application group were supported by the visual aids,
realia and authentic materials. The students had the opportunity to
communicate in the target language all the time. The communicative
activities were carried out in reading, speaking, listening and writing in a
creative way: The aim was to improve the learners’ ability to apply the
learned or discovered structural rules relafed to the target foreign language in
other skills in different social situations and contexts.

Conversely, none of these studies was done in the control group. They
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studied the grammar lessons in a traditional way. At the presentation part,
the rules were formulated or explained in a detailed way. After that, they
practiced drills most of which were mechanical. They also studied few
meaningful drills, too. At the end of the study, it was seen that the application

group scores were better than the control group.
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7. CONCLUSION

To summarize the study, the experimental group was instructed
through contextual grammar together with communicative activities while the
control group had traditional type of grammar instruction with mechanical
activities. At the end of the course of instructidn which took 6 weeks, data
analyses were done. Both control and the experimental grouﬁ’were given
tests and the results of the tests were examined. The students had two tests;
pre-test and post-test. In both tests all students were required to apply
grammar rules in context. In the statistical part of the research, how much
every group progressed was measured by t-test. This statistical
measurement also conveyed a reliable conclusion for this study.

To find the effects of contextual grammar teaching together with
communicative activities, the control group kept on studying grammar rules in
examples made of isolated sentences. No importance was given to context
and there was no attempt to use authentic materials. The students of the
control group were instructed through English but their mother tongue was
also used when they encountered a problem. Conversely, the learners in the
experimental group were encouraged to use target grammar structure in
different discoursal contexts and real life-like situations. During the
application, grammar knowledge was integrated into other language skills;
reading, speaking, listening and writing. All learners’ achievement in second
language grémmar was measured by the test taken by all subjects.

In this study, to find the influence of the suggested' grammar

instruction model, the grammar rules were presented and exemplified in
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connected discourse. Although the meaning and fluency were emphasized
over form and accuracy in the classroom, they were not totally neglected
because form and accuracy are as highly desirable as meaning and fluency.
The application group students were encouraged to learn and discover rules
from the text and they were reminded that the speakers load meaning to their
utterances in accordance with the topic or the position of the interlocutors
because “when we attempt to communicate and how we set about it are
determined not only by our knowledge of language but also our current
assessment of our interlocutor’s linguistic competence and his knowledge of
discourse”. (Corder, 1984; 15) Many cross-cultural misunderstandings and
a serious communication breakdown might result from not being aware of
language functions. After the presentation stage, learners were allowed to
use the target language in real life simulations. The activities used at this
stage were role plays, games, story telling, songs etc.®® These activities
made grammar knowledge meaningful, permanent, and comprehensible. .
Students became aware of the fact that grammar is not only a subject to be
studied but body of knowledge to be used in real life communication.

During the classroom treatment no other mid-test was given.
Meanwhile, both the application and the control groups demonstrated an
increase in grammar knowledge and use from the pre-test to the post-test.

During the study, both the application and the control groups
demonstrated an increase in grammar knowledge in themselves from the

pre-test to the posttest. However, the statistical results exhibited that the

% see part 4
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control group had slight progress whereas the experimental group improved
considerably. According to the t —test for dependent variables, improvement
for the application group was highly significant. The improvement of the
control group was parallel to the pre-test results. The improvement in the
application class could be seen clearly when the f-test results of the
application group and the control group were compared.

The statistical results received at the end of the application study are
noticeable in the advantage of experimental group. Nevertheless, the
limitations of this study should be borne in mind. First of all, the suggested
grammar teaching model was carried out on a limited sampling. The study
was supervised in one class of 23 students selected at random. Another
limitation was that the research was limited \t;!/:f?h grammar lessons weekly six
hours at university preparatory school with intermediate level students. In
addition, all Iearnersfei;;\;;sed to 21 hour English language instruction a week
and only nine- hour instruction was reserved for the application study. The
application study was limited Wlth the grammar lessons 9 hours per week at
a state university and the learners were intermediate language learners
which means that the research did not cover foreign language learners at
every foreign language proficiency level and age. That is, they have 12 hour
more exposure to English apart from the experiment. The study was a part
of a general foreign language learning classroom and other language skills
could support the results in achieving meaningful comprehension. During the

application the other language skills also improved. They’studied other

lessons while this application study was in progress. The results of the study
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may differ according to different sampling groups. The results of the study
provide further evidence of the importance of communicative activities in the
language classrooms among the Turkish students. The study also indicates
that mechanical activities and non-contextual grammar practice does not help
learners much in developing communicative performance. These limitations
of the study should be taken into account when assessing the resulis.

Thus, it supports previous researches done by (Nunan, 1989;
Petrovitz, 1997) indicating the importance of the presentation of grammar
structure in context. What differs in this study is that in this research
meaningful presentation of the target grammar structure was supported with
communicative activities in which learners were given a chance to apply the
rules in different situations. As well as seeing the actual use of the structure
in different types of texts and contexts, they were able to use them in similar
situations.

Grammar has traditionally had a central role in language teaching.
However, the place of grammar in foreign language classroom is currently
uncertain. This uncertainty is partly due to the arrival of communicative
approaches to language teaching along with theoretical and empirical
insights from second language acquisition research. Many researchers
agree that formal classroom instruction of certain grammatical structures can
be beneficial to students. (Chen 1995, Lightbrown and Spada 1993, Long
1991, Rutherford 1988) From/éﬁgr perspective, grammar instruction can be
beneficial because it raises learners’ consciousness concerning the

differences and similaries of L1 and LZ2. (Rutherford, 1988)
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As Celce-Murcia puts it:  “Like road signs, grammatical structures by
themselves are rather useless. Like road signs, grammatical structures take
on meaning only if they are situated in a context and connected discourse.
(91) Krashen (1982) asserts that if learners are in a situation that they need
to use the grammar for communicative purposes, the grammar rules will
become internalised. For this reason, it is the teacher's responsibility to
devise and present communicative activities and create situations for
students to comprehend and communicate in the target language.

To Mc Carthy and Hughes (1998), grammar is best explained by referring
to context and by taking into account interpersonal aspects of
communication. Grammar can move from sentence to discourse whenever
the teacher wants it to. One of the problems with teaching structures away
from a rich context that it can leave learners with the impression that they
know something when in fact they have often learned a structural pattern
Without comprehending its context. Teaching of grammar in context followed
by communicative practice acknowledges the link between structure and
function in context and aims to incorporate issues of appropriateness and
use. Moreover, it highlights the interpersonal aspects of language use.

In this study, great attention has been paid/z;% the relationship between
form and function. In the presentation stage, grammatical structures have
been presented in context and discourse has been taken into consideration.
Rarely have grammar rules been taught explicitly. Mostly, grammatical
principles have been taught implicitly in communicative contexts. In the

practice step, learners have engaged in communicative activities mostly
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based on authentic materials. Learners’ errors were not corrected directly,
whereas feedback has been provided. Game-like situations in which the
repetitive practice of the structures through a task aroused students
motivation..

The statistical results of the study provide further evidence of the
importance of teaching grammar in context and giving learners opportunities
to use the target language structure in different discoursal contexts and
genuine or like communication situations. There is a tendency among EFL
teachers to treat sentences separated and isolated from a context. Most of
the current reference grammar books on the market havcay:fg;;iency to ignore
presenting grammar rules in context. In most of the grammar reference
books today, grammar is taught through deductive approaches and rarely is
target structure exemplified in connected discourse. Practice activities are
far from being communicative.

Grammar lessons may be composed of different phases, but restly,

7,(;;,,-,» Lo l!,:&(,’/
what is common to most of gli’they have three phases: presentation, practice

and communication.‘x_'}:fﬁé«géfw/li)hases may not be conducted within one

class period.
To summarize briefly, there have been different approaches to grammar
hrIZLI'MA.
teaching: how to teach oy“‘to teach grammar at all have caused great
controversy. The popularity of communicative approaches to language
teaching which emphasize language use over rules of language usage has

made the issue more complicated. Form focused language teaching

methodologies lost their importance and language teaching methods or
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approaches like Community Language Learning, Suggestopedia and
Communicative Approach devote a significant amount of classroom time to

promoting communication among students. However form does not take

F
care of itself and the ignor nce of grammar teaching might result in

insufficient language use. Pienemann®’ argues that “giving up the instruction
of syntax is to allow for the fossilization of interlanguage in simplified form.”
Comprehensible input might be presented tﬁceu’@h deductively or inductively,
however contextual presentation of rules is necessary for learning to take
place and communicative practice of these rules is essential for language
use to occur.

In this study the presentation and the communicative practice of grammar
instruction have been analyzed. In the presentation phase, contextualized
demonstration  of language  structure has been  suggested.
Communicative activities such as games, role plays, problem solving and
story telling are good devices for practicing grammar points. These activities
could be employed both to practice form and meaning. It is vital to learn to
bond the form with its meaning and also to distinguish the meaning of one
particular form from another. At that point, context, social, semantic and
discourse factors help us. When dealing with semantic dimension of a
grammar point, realia and pictures are very useful. Less control over
grammatical structure is exercised tyé during the presentation stage. The
aim is to have students use the structures they have been practicing in as

. ; &
natural and fluid fvay as possible.

37 cited in Larsen Freeman 1991, 280.
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In both stages there are some other aspects that are effective in foreign
language teaching. Learning variables, instructor, learning strategies are
other substantial factors that concern learning.

Current views of foreign language learning have been influenced by

communicative approaches but traditional views prevailg in language
g

< -

classrooms and grammar reference books. Although the utilization of
communicative activities is important in the classroom environment;
teachers’ attitudes toward these activities are not certain. One of the aims of
this study is to make clear the use of communicative activities in foreign
language classes and argue and indicate the results of such case in
Ianguége classrooms. It is obvious that Turkish students need
communicative activities related to the target grammay point in foreign
At 1
language classrooms. These kinds of activities shoulg/place ili,},éytllle:bus and
teachers should pay attention to these activities and observe their effects in
the classroom environment because, sometimes, they are thought to be
useless and waste of time and omitted from the syllabus. The grammar
model proposed in this research study was tested and the achievement of
denmnat naled
the students who participated in this study was experienced. These learners
accomplished better results in foreign language classroom environment. The
lessons received great attention from the students and encouraged
classroom and teacher motivation. They discovered that grammar could be
fun. |

A consequence of this study is that teachers can draw students' attention

to the use of language reminding students that grammar is not something on
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paper. They essentially need it outside the classroom when they need to
communicate in FL. Therefore, the students will realize that grammar is not
just a boring school subject/égéﬁgsts of stereotyped, dull repetitive exercises,
but something they need so as to convey information ig hegotiate in FL.
Teachers can also encourage students’ creativity and arouse motivation in
the classroom. Unfortunately, most of the ELT teachers and grammar
reference books ignore this. Grammar knowledge when presented with
pictures, texts and other materials enhanceg/pupils ability to comprehend the
structure. ELT teachers can present grammar structure” from different
discourse perspectives.

This study examines the arguments for grammar instruction in context
and the significance of communicative activities and suggests ways to adapt
a more communicative way for EFL classes in which grammar instruction has
never left the classroom. This study asserts that learners should be
acquainted with different types of texts and discourse in the presentation of
grammatical structure. In addition, they should be able to put the grammar
knowledge into practice in different situations. To achieve this,
communicative grammar practice is essential. This study is intended as a

vl
small contribution for FL grammar classes a}/university level in Turkey.
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APPENDIX A QUESTIONNAIRE

ANKET

Asagidaki sorulan okuyup yanitiayimiz/dogru segenegi isaretleyiniz.

1. Adiniz ve soyadiniz: ............cc..... TP

2. Dogum yeriniz ve tarihi: ...

3. Ebeveynlerin egitim durumu:

Anne a) Universite b) yuiksekokul c) lise veya dengi okul
d) ortaokul e) ilkokul
4. Baba a) Universite b) yliksekokul c) lise veya dengi okul
d) ortaokul e) ilkkokul
5. Daha 6nce yabanci dil egitimi aldiniz mi? a) Evet b) Hayir
6. Daha once ingilizce dil egitimi aldimz mi? a) Evet b) Hayir

7. Yukardaki soruya ‘evet’ yaniti verdiyseniz:

ilkokul

a) Haftada 4 saatten az b) Haftada 4-8 saat c) Haftada 8 saatten
fazla

Ortaokul

a) Haftada 4 saatten az b) Haftada 4-8 saat  c) Haftada 8-12 saat

d) Haftada 12 saatten fazla
Lise
a) Haftada 4 saatten az b) Haftada 4-8 saat  c) Haftada 8-12 saat

d) Haftada 12 saatten fazla
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Ozel Dil Kurslari

a) Haftada 6-8 saat i) 1 yildanaz ii) 1-2 yil i) 2-3 il iv) 3 yildan

fazla
b) Haftada 8 saatten fazla i) 1 yildan az i) 1-2 yil iii) 2-3 yil
iv) 3 yildan fazla
8. Ortaokulda Ingilizce Hazirlik okudunuz mu? a) Evet b) Hayir
9. Ortaokulu okudugunuz yer....... a) Buyuksehir c)ll merkezi
c) lice d) Kasaba/ koy
10. Ortaokulda yabanc dil ortalamaniz:

a) 90-100 b) 70-89 c) 50-69 d) 30-49 e) 0-29
11.Lisede Ingilizce Hazirlik okudunuz mu? a) Evet b) Hayir
12.Liseyi okudugunuz yer....... a) Blylksehir c) Il merkezi

c) lice d) Kasaba/ kdy
13. Lisede yabanci dil ortalamaniz:

a) 90-100 b) 70-89 c) 50-69 d) 30-49 e) 0-29

14. Daha 6nce ingilizce konusulan bir tilkede bulundunuz mu?

a) Evet b) Hayir
15.Ne kadar stre? a) 1 yildan az b) 1-2 yil ¢) 2-3 yil d) 3 yildan fazla
16.ingilizce yayinlar takip ediyor musunuz? a) Evet b) Hayir

17. Suresini isaretleyiniz. a) 1 yildan az b) 1-2 yil ¢) 2-3 yil d) 3 yildan fazla
18. ingilizce roman, hikaye vs. okuma sikhginizi belirtiniz.

a) her hafta b) her 15 glinde bir ¢) her ay d) her t¢ ay .e) hig
19. Ingilizce film seyreder misiniz?

a) her hafta b) her 15 gtinde bir c) her ay d) her tig ay e) hig
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APPENDIX B PRE-TEST

Look at these examples. The correct answer is underlined.

‘a.

'

In warm ciimates people |like [likes |are liking| sitting outside in the sun.

b i itis very not they sit the shade.

¥

9

o @ B W N

<10

n

12

aw the test will begfﬁ, Underline the correct answers.

Today lthey are Lﬁhere are ljt is| many millions of people learning English. 1 .
Somé peop:2 ‘lstudyu lstu‘dies | is studyingl English for a special reason. 2
They may reed English for |1he jobliob Itheirjobj . 3.
Some of tram ’needlrneeg 10 }are needing] speakto English people. 4
The major.ty of learners of English lhas;l are having ! haye! otherneeds. 5 ...
Most users of English use it . 6 ...
'for lalkl trz: they can talkl 10 talk! to people who aren’t English.

| ftisi Iher—zz/sLThére are‘ hardly ahy parts of the world where Engiiéh } 7 .
1S Never SpoKen. :

| Most of | Tne most | Mgst| people have heard some English at some 8 ...
time. :

Very iew. p=ople haven't heard !some English spoken at all. 9.
English is u*doubtedly{xhe most ‘ the more [ a mosthidely—used 10 .
language 1~ 1ne world.

For many years the Guihness Book of Records has been one of the most 11 ..

popular boo«s the United Kingdom.

It [nzs beer | was |18 frst published in 195. 12 .
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Total A ..2,/100 Total B1 ..../50 Grandtotal ..../....
' Total B2 .../ 50

13 - Since then it lisi was! has beenl aregular bestsellér; . ’ 13 ...

14 Most of the records init are changing [ have changed ]l_anged | ' 14 ...
many times in recent years. : i '

15 In 1954, the year the_-fi;st Guinhess Book of Records was being‘ compiled, 15 ..
the world mile record lcou!d bej was being| was | broken more than-once.

16 The year before that, in;19.53, it : T e
[had stood l used to stand [still was standing] at over four minutes.

17 Butin 1954 the four- -minute barrier 'could lwas tol §hmﬂd} be broken 17 ...
several times, -

18 Roger Bannister's famous run was the first ﬁme anyone 18 ...

ever run so fast. -

19 If Dr Bannister {had not been l would not have been’_lw_ogl_d_gg@l 19 ...
the first to run the mile in under four minutes he would not be so
well known.
20 The record has been held by a great ]numberldeali manyJ of runners 20
since then.
The history of |com rlthe computer} a computer , is really 21 ..
L@_quue.l quue a [ qune] long one. A computer is essentially an 22 ..
efhc;em means of processing Jgiomalmnﬂ an,mformauon’ information| . 23 ..
For thousands of vears |a man | man [the ménl has been using . 24 ..

ditferent types of instrument to overcome the problems caused by unwieldy

number systems. Early mathematicians had

ng,ﬁicully to use | difficulties to usejdifﬁcuhy in using ] Vi

Subtotal ..../ 2}
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APPENDIX C POST-TEST

n

Nur‘ccxﬂ. Halbka D

Name
Total Listening ' / 100 Total Grammar Part 2 /] B0
Total GrammarPart1 _—/ 50 Grand total / 200

o

Look at these examples. The correct answer is ticked,

a Inwarm climates people We | likes ‘ are liking jsitting outside in the sun.

b ifitis very hot, they sit 'the shade.
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Now the test will begin. Tick the correct answers.

‘Water is to boil } is boiling l bQ/I@J at a temperature of 100°C.

In some countries (there is g is | Q)s lvery hot all the time.

In cold countries people wear thick clothes | for keeping !to%yép I forto keep ] warm.

In England people are always talking about [ a weather | ths\yéather l we'atherJ .

In some places | it\;éins }there rains l it raining ] almost every day.

In deserts there isn’t[ the | sqghe [ any JI grass.

Places near the Equator have { awarm ‘ the warm }V\@(m l weather even in the cold season.

In England ' coldest lthe\ggldest ] colder | time of year is usually from December to February.

The most l Most of | Nv/st l people don't know what it’s like in other countries.

Very{ less ! little Hy(lv lpeople can travel abroad.

Mohammed Ali[ has won l\@dnlis winning }his first world title fight in 1960.

After he ! hawon lhave won |was winning } an Olympic gold medal he became a professional boxer.

His religious beiiefs ‘ have made him | made him to l ma;lq):ﬁm I change his name when he became
champion.

If he l has I would have | ky{d l lost his first fight with Sonny Liston, no one would have been surprised.

He has travelled a lot m as a boxer and as a world-famous personality.
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‘He is very well knawn | all in|all\gver |in all | the world.

Many people [ is believing | are believing | beligve | he was the greatest boxer of all time.

To'be the best | from |in | 8| the world is not easy.
Like any top sportsman Al | had to | mbsﬂ should | train very hard.

Even though he has now lost his nﬂe:"

The history of [ aeroplane lthe aeroplane ' an aerbﬂane l is

[ quite a | a que | guite ] short one. For many centuries men
l are tryingltry]had\w{d |to fly, but with
[ little Ifew | a W | success. In the 19th century a few people

succeededl to ﬂy|m f\y.bﬁ’g l into flying Im balloons But it wasn't until

the beginning of[ Ml next }that | century that anybody

[E able to fly in a machine

l who |which ’whyf' was heavier than air, in other words, in

[ who ’which lwl\gx/] we now call 3 ‘plane’. The first people to achieve

‘powered flight were the Wright brothers. | His | Their | This |

was the machine which was the forerunner of the Jumbo jéts

and supersonic airliners that are I such |su0\b/a Iso ]common

sight today. Theyl cdyfd }should]couldnft ]hardly have imagined that in 1969,
/

f not rpﬁch lnot many I no much [ more than half a century later,

aman l wi\l}a’e | had been lwould be ] landed on the moon.

A!readyl aman ] man |thayrfan }is taking the first steps towards the stars.

Although space satellites have existed l since | during |fQ/I less

than forty years, we are now dependent mm them for all

L
kinds of} informations}infor’(pétion Ian'information I.Not only

! are they | they\gu/e Ithere are ‘ being used for scientific research in

space, but also to see what kind of weather I is ccu:r{ng | comes | coming | )

/

By 1998 there [ wo\,dﬁ ] must !will } have been satellites in space for forty

years and the 'space superpowers’ are planning to [ have I mblé l let l

massive space stations built. When these l will be l are lwnll ha)/e been ’

completed it will be the first t;me‘ wb,eﬁ where Ithat Iastronauts will be

able to work in space in.large numbers. I Apart I prf'fixcept Iall that,

in many ways the most remarkable flight m all was

l it l that l thatlgrfe I of the flying bicycle, which the world saw on television,

| flying ]to{f)frﬂy lacross the Channel from England to France, with nothing

| aq;rfrbut |than Ia man to power it. As the bicycle-flyer said,

'It's the first time | Irealize ] I've reatized i l am realizing | what hard work it is to be a bird!’

ople I would IM |did | always remember him as a champion.

~
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The Walkers’ boy, L\qﬁﬁ; [ which ] he
atnursery school, but | fi§ [ their [ her | srster

is four has 1ust started

Lhall stay , stays l will b%taymg I at home for another couple of years

because she is nearly two years Mer ’ more young lthe younger ]

than him. Charles and Kate Walker Lge used ’ use , UM—] tolive in the

country, but now that they have children, they Lhave moved ' move ] m%d , -
into the city. Charles wanted a house ‘ next ‘ n% l clos;] the ' ‘

school Ln order l for lf)97| get to work easily. Unfortunately

S0 they !_must , should , hacﬂ% , buy one a bit further away. By the time the

children Lgo ]wm go 'w:ll have gonej to secondary school,
Lthat ' which ,whaﬂ Charles and Kate hope will be in Norwich, the

Walkers [ will have been ] have been ]w% l living there for at least fifteen years.
They can’t be sure if they Lstay ! do stay , wi@féﬂ , but if they
qu%[ didn't I wonﬂ » their friends won't be too surprised.

Look at the following examples of question tags in English. The correct form of the tag is ticked.

a He's getting the 9.15 train, l isp’t he f hasn’t he |wasn't h?]?

b She works in a library, Lisn’t she | doegr't she , doesn'thej?
¢ Tomdidn't tell you, Lhasn‘t he ' didn't he , dwuﬂ?
d Someone’s forgotten to switch off the gas, !iidn’t one ] didn't they l havey't they }?

Now tick the correct question tag in the following 10 items:

John's coming to see you, Lhasn't he ,wasn't he ' isn[ﬁ(ﬂ ?

It's been a long time since you've seen him, | hasiyfit [isn't it haven'tyou |?
: S y €S ),

He's due to arrive tomorrow, | won't he |isnfte [will he |?

He won't be getting in till about 10.30, { isn’t he l is he !V\lm/he l?

You met him while you were on holiday, l didnlgou [weren't you [ haven'tyou |?

I think I'm expected to pick him up, , aréﬂ‘t ! l don‘tl f are you—l ?

No doubt you'd rather he stayed in England now, Ldldn tyou ,woulcé«ﬁ you l shouldn't yoj ?
Nobody else has been told he's commg, Ls he [ has he , havéofﬁeﬂ ?
We'd better not stay up too latg.tomght, Ldldn t we ] have we l haf&fe I ?

I suppose it's time we calied it a day, l didn't we ! is%t l don't ﬂ ?

two of them really wanted was too gxpensive, b

j© |0 |12 10 |© 10 (© o Im ot .-
(e £ ~ "
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TheWalkers boy, - four; has ;uststarted

shall stay | stays lwnll be Mmg_J at home for another couple of years,

because she is nearly two years [ youhgér | more young ! the younge_!

than him. Charles and Kate Walkerl are},w{ ' use i used | tolive in the

country, but now that they have children, they[ have moved I move l mtb»/dJ

into the city. Charles wanted a house | next [ngar{close | the

school { in order | for ‘ t‘a/ﬂget to work easily. Unfortunatély

thea m one the two of them really wanied was 100 expensive,

so they [ mk,wﬂ should | had tcﬂ buy one a bit further away. By the time the

children { go IwiugSTwiH have gone l to secondary school,

I that lwkn,wfﬁ ]what ] Charles and Kate hope will be in Norwich, the

Walkers ] will ha\ua’Been l have been lwu!l be Ihvmg there for at least fifteen years.

They caQI be sure if they [ ayﬂ do stay l will stay ] butif they
l do\y( didn’t | won't 1 , their friends won't be too surprised.

Look at the following examples of question tags in English. The correct form of the tag is ticked.

a He's getting the 9.15 train, I isp’t he | hasn’t he ‘wasn’t he ]?

b She worksn a library, { isn't she I doepA't she l doesn'the ]?
¢ Tomdidn't tell you, l hasn’t he l didn't he l dighe l?
d Someone’s forgotten to switch off the gas, { didn'tone ‘ didn’t they l havgp't theﬂ?

Now tick the correct question tag in the following 10 items:

John's coming to see you, [ hasn't he !wasn't he l isr\'yﬁe ]?

It's been a long time since you've seen him, l has)a?(it | isn'tit | haven't you ] ?

He's due to arrive tomorrow, l won't he ‘ lanu(e |WIII he ]7

He won't be getting in till about 10.30, [isn the ‘ is he lwnu,H@ l ?

You met him while you were on holiday, [ dldrﬁpﬁ)u | weren't you I haven't you ]?

I think I'm expecte;d to pick him up, i areg?(l t don'tl l are you l ?

No doubt you'd rather he stayed in England now, ‘ didn’t you Iwouldn t you | shou!do/(youJ ?

Nobody else has been told he's coming, l is he | has he l hav&%ﬁey ]7

We'd better not stay up too late tonight, [ didirwe l have we | had we ] ?
| suppose it's time we called it a day, de't we | isM don't! J ?

@ |© (v (v |o
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APPENDIX D RESULTS OF THE PRE-TEST

Control Group (The results are out of 100)
Student 1 72 Student 23 56
Student 2 50
Student 3 75
Student 4 57
Student 5 70
Student 6 77
Student 7 45
Student 8 75
Student 9 70
Student 10 78
Student 11 52
Student 12 40
Student 13 63
Student 14 86
Student 15 85
Student 16 60
Student 17 40
Student 18 80
Student 19 72
Student 20 45
Student 21 28

Student 22 70
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Experimental Group (The results are out of 100)
Student 1 67
Student 2 61
Student 3 | 56
Student 4 63
Student 5 64
Student 6 71
Student 7 77
Student 8 69
Student 9 67
Student 10 50
Student 11 69
Student 12 70
Student 13 62
Student 14 79
Student 15 77
Student 16 69
Student 17 60
Student 18 59
Student 19 43
Student 20 57
Student 21 44
Student 22 84

Student 23 67
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APPENDIX E RESULTS OF THE POST-TEST

Control Group (The results are out of 100)
Student 1 67 Student 23 44
Student 2 52
Student 3 74
Student 4 63
Student 5 68
Student 6 78
Student 7 49
Student 8 78
Student 9 64
Student 10 80
Student 11 45
Student 12 46
Student 13 69
Student 14 82
Student 15 87
Student 16 65
Student 17 57
Student 18 83
Student 19 70
Student 20 28
Student 21 35

Student 22 87
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Experimental Group (The results are out of 100)
Student 1 75
Student 2 58
Student 3 69
Student 4 69
Student 5 72
Student 6 70
Student 7 80
Student 8 77
Student 9 64
Student 10 66
Student 11 77
Student 12 72
Student 13 63
Student 14 68
Student 15 84
Student 16 70
Student 17 48
Student 18 69
Student 19 65
Student20 35
Student 21 98
Student 22 75

Student 23 67
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APPENDIX F- AN EXAMPLE MATERIAL USED FOR THE APPLICATION

GROUP

[.6 Snakes and ladders

SR

¥

GRAMMAR: Present perfect + for/since

LEVEL: Intermediate

TIME: 30-40 minutes

MATERIALS: One board per four students
One die per four students

In class

1 Divide the class into fours and give each group a board and a die. Ask the
students to sit so they can all sce the board properly:

’ Board Board
Ask each student to choose a coin to represent him or herself and to place
the coin on START.

2- Explain that the aim of the game is to get from START to FINISH. Somc
of the sentences on the board arc correct and some are incorrect. Explain/
demonstrate how vou play:

a) The first player throws the dic and advances to the square indicated. If
there is a sentence on that square the player says whether it is correct
or incorrect and, in the latter case, tries to correct it.

The other three students.act as jury and have to decide if the player is
right or wrong in his ot her judgement. If all three, or two out of three,
agree with the player, then he or she goes forward three squares. If
they disagree with the player, the player moves back three squares. If
the player lands on an empty square then none of the above happens,
and he or she stays there. It is then the next person’s rurn,

A player who lands on a square at the foot of a ladder must go 1ip it A
player who lands on the mouth of a snake must go dow it.

front & Linvoloneri , 4954
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b) The winner is the first person whose score takes him or her to or
beyond FINISH.

c) If a player lands on a sentence that has already been discussed, he or
she automatically goes on to the next unworked-on sentence.

d) If a person in the group feels thar the others are wrong about a
grammar point, he or she should note down the number of its square
and ask the teacher at the end of the game.

- Ask the groups 1o start playing. At first your time will be taken up with
answering queries about how to play. Once they settle down to play
watch carefully for situations where both the:player and the others in the
group agree on a wrong veidict. Don’t say anything to them and don’t
interrupt the game but make a note for after the game. Students will
certainly ask your advice when they can’t agrec on a given sentence. Tell
them you will deal with the point after the game. Ask them to play on
according to the rules; Ir is vital that you withhold your knowledge during
the game or you will kill it. The real pleasuire and value of the game lics in
the students realising and defending their own grammar criteria.

Lo

4 When most groups have finished, stop everybody and ask if there are
disagreements over any of the sentences. If a student in Group A comes up
with a disagreement do ot give him or her an authoritative answer. Refer
the problem to the other groups — very often they will give Group A the
answer — only give the answer yourself as a Jast resort. This way the
students teach each other.

Thisis also the time to bring up any sentences where everybody ina group
was \\;ror1g.

Variation 1
i

Give pairs of students a blank board and invite them to choose 16 bits of

grammar they find hard and to write 16 sentences round these structure

areas, half of themy correct and half iicorrect. Ask them to write their

sentences onto the board, leaving every second square blank. They can

then add a feiir snakes and ladders. Go round helping the students.

In later cJasses, students play each other’s games. '

Variation 2 :

Don’t mark the students’ Hontework: Just rcad-through it carefully and pick
out16 misraken sentences, choosing the mistakes you want the whole group
t focus on. Turn § of the 16 sentences into correct equivalents. Mix up the
correct and incorreer sentences and fir them onto the board. Copy the
resultant hoard so that there will be one copy per four students.
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~
Se

Don’t give back the homework — ask them to play the game. In the usual
way go through any doubts after the game is over. Then give back the
unmarked homework and ask them to read it through. This way they find
their mistakes, or some of them, for themselves. The second board, on page
32, is an example of a lower-intermediate class’s homework mistakes
transposed to a ‘Snakes and ladders’ board.

Grammar note for board on p.31

6 is correct, though many students are unhappy abour the for in final
position.

8 is correct and clearly refers to the furure.

24 is correct and refers to the future.

Acknowledgement

My thanks to Chris Sion, the editor of the Pilgrims Recipe book for tired
teachers, 1980 (Addison Wesley, 1984) where the grammar ‘Snakes and
ladders’ idea was first published, for his help with improving the rules.
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Board — Present perfect + for/since (You need 1 per four students.)

32

WHAT'VE YOU
BEEN DOING WITH

LAST FEW
MONTHS ?

30

SHE’S ARRIVED
LAST WEEK.

22

HE HASN'T
STILL COME.

20

SHE’5 BEEN
WANTING TO TELL
ME EVER SINCE
WE FIRST

MET.

HE’S LIVED IN
LONDON SINCE
8 YEARS.

12
THEY 'VE
KNOWN EACH
OTHER FOR 3
MONTHS

YOURSELF THESE

28

SHE HASN’T
WRITTEN FOR
AGES.

18

| HAVEN'T YET-
SEEN HIM.

|

8
I'M STAYING
FOR 2 DAYS.

34

WELL, THEY’VE
LIVED IN THE
SAME FLAT 6
YEARS AGO.

HOW LONG
ARE YOU
WAITING ?

14

SHE WORKED
AT IBM FOR
15 YEARS.

| AM HERE
SINCE MONDAY.

st

THEY ARE
TOGETHER 3
MONTHS NOW.

16

THEY’RE
STAYING WITH
US SINCE
CHRISTMAS.

HOW
LONG HAVE
YOU BEEN IN
ENGLAND FOR?
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APPENDIX G- AN EXAMPLE MATERIAL USED FOR THE CONTROL

GROUP g

Directions: Complete the sentences with the appropriate form of the words in parentheses, Add nor

if necessary for a sentence to make sense.

1.

10.

11.

12.

13.

. There’s Tom. He’s standing at the bus stop. He (must + wair)

. Kathy lost her way while driving to River City. She'(should + leave)

- Jack is in the employee lounge drinking coffee. He (should + work)

A: Why wasn’t Pamela at the meeting last night?
B: She (may + attend) may have been atte_nding the lecture at Shaw Hall. I know

she very much wanted to hear the speaker.

- Alex has a test tomorrow that he needs to study for. He (should + watch) shouldn’t

be waiching _ TV right now.

- A: Why didn’t Diane come to the phone? I know she was home when I called.

B: I don’t know. She (might + wash)

her hair when you called. Who knows?

for the 2 o’clock bus.

her road map at home.

. A: Where’s Ann?

B: I don’t know. She (could + wisit) __ her aunt and

uncle right now. She usua}tlly visits them every Friday evening.

. You (should + watch) the movie on TV tonight. I highly

recommend it. It’s a classic.

- I'heard a loud crash in the next room. When I walked in, I found a brick on the floor, and the

window was broken. Someone (must + throw) the brick

~

through the window. N

on his report right now. It’s due at 3:00 this afternoon. He (should + waste)

his time in the employee lounge.

A: Where’s Jane? I haven’t seen her for weeks.

B: I’m not sure. She (might + travel)

in Europe. I think I heard her mention something about spending a few weeks in Europe

this spring.

My wweed jacket isn’t in my closet. I think my roommate (might + borrow)

it. He often borrows my things without asking me.

Do you hear that guitar music? Carla (must + play) her

guitar.

A: When I arrived, Dennis looked surprised.

B: He (must + expect) e you.

NSANALT y73
>
~( KOTOPHANEST

Azar, 1989
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APPENDIX H RESULTS OF THE 7 -TEST

OGRENCI SINAV1 SINAV2
1 HUSEYIN ERKAL 67,00 75,00
2 ALI AKBAY 61,00 = 58,00
3 BILEN KARATAS 57,00 69,00
4 M.FAIK OKCESIZ 63,00 69,00
5 UGUR AKCAL ‘ 64,00 72,00
6 ETKIN GUNDOGAN 71,00 70,00
7 0ZAN ERTURK 77,00 80,00
8 SERKAM CELIK 69,00 77,00
9 AYDIN YURTCU 67,00 64,00
10 SORGUN KARATAS 50,00 66,00
11 KORAY KARAKAS 69,00 77,00
12 BULENT KIRAR 70,00 72,00
13 EMIR ARPAG 62,00 63,00
14 OKTAY CAKMAK 79,00 68,00
15 EBRU ELMAS 77,00 84,00
16 YASEMIN TORAMAN 69,00 70,00
17 AYSEGUL ABADAN 60,00 48,00
18 DOGU OZER 59,00 69,00
19 MERT SERTOGLU 57,00 65,00
20 MURAT YURTSUZ 44,00 35,00
21 SELIN KARAORMAN 84,00 98, 00
22 AJLAN KOLCU 67,00 75,00
23 SERCAN TAS 43,00 67,00
Mumber of cases read: 23 Number of cases listed: 23
- - - t-tests for paired samples - - -
Number of 2-tail
Variable pairs Corr Sig Mean SD SE of Mean
SINAV1 64,6087 10,294 2,147
' 23 , 713 , 000
SINAV2 69,1739 12,089 2,521

S5A1 A1 11 35 11 31 3% 41 15 43 A1 11 411131 41 41 45 15 11 11 A1 A1 A1 35155101 A ATAT AL AT AT AL AL AT AL AT AL A A A AR AL A1 AT AT 1AL AT AT AL AT AR NN AW R W

1

Paired Differences
Mean SD SE of Mean 7 t-value df 2-tail Sig
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AT AT AL A I I AR T AL M R T e

-4,5652 8,638 1,801 v -2,53 22 , 019
95¢ CI (-8,302; -,829) ”
- - - t-tests for paired samples - - -
Number of 2-tail
Variable pairs Corr Sig Mean SD SE of Mean
SINAVL 64,6087 10,294 2,147
23 , 713 , 000
SINAV2Z 69,1739 12,089 2,521
Paired Differences ”
Mean SD SE of Mean “ t-valv df 2-tail Sig
AL AR AT TE AL AT AL AT A IR R RN W TR R R R I AR SRR AR YRR AR AR AN R A LI LI AR AU TR \( RIS AN \3 D R R R N I R A LR LR AL AR SR L R 8Y
/ H
-4,5652 8,638 1,801 " -2,53 22 , 019
99% CI (-9,643; ,513) ” e
VAR0QO001 VAR000O02 VAR0O0O0O3
1 LATIF YILMAZ 72,00 67,00
2 ATHALIN BOZ 50, 00 52,00
3 CELAL AYALP 75,00 74,00
4 ERKAN ULGER 57,00 63,00
5 SALIH SAHIN 70,00 68, 00
& NURCAN KALKAHN 77,00 78,00
7 EMEL AKPINAR 45, 00 49,00
8 WUKHET CAN 75,00 78,00
Y ESIN SEN 70,00 64,00
10 MERT AKTAS 78,00 80,00
11 MESUT PESEN 52,00 45,00
12 SALIH AKKEMIK 40, 00 46,00
13 CELAL TOSUN 63,00 69,00
14 YUSUF MERMER 86,00 82,00
15 GOKHAN KURT 85,00 87,00
16 FIRAT KARAKOC 60, 00 65,00
17 RECEP HAHAT 40,00 57,00
18 ERDI MINK 80,00 83,00
19 RIFAT KAVANOZ 72,00 70,00
20 GULGUN SEL 45,00 28,00
21 AKIN AKTAN 28,00 35,00
272 ESIW GORCEN 70,00 g27,00
23 AYSEGUL AFACAHN 56, 00 44,00
Number of cases read: 23 Number of cases listed: 23
- - - t-tests for paired samples - - -
Number of 2-tail
Variable pairs Corr Sig Mean SD SE of Mean
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VAROO00O3 74,00 75,0000 P 1
VARO0003 78,00 76,0000 1,4142 2
VAROO003 80, 00 78,0000 ; 1
VAR00003 82,00 86,0000 ; 1
VARQOO0003 83,00 80,0000 ' 1
VARO0003 87,00 77,5000 10,6066 2
Total Cases = 23
- - - t-tests for paired samples - - -
Mumber of 2-tail
Variable pairs Corr Sig Mean SD SE of Mean
VAR00002 62,8696 16,004 3,337
23 , 887 , 000
VAR0OO0OO03 63,9565 16,813 3,506

31 A1 A1 A1 A5 11 A1 1151 10 11 11 311111 31T AT A T AT AL B ATAL AL LA AT AU AL AR AR B A I R A W R R R R LR R R R R e R R TR R AR AR VR AR RN

7

Paired Differences

Mearn 5D SE of Mean ” t-value df 2-tail Sig
R N R R R R R AR R R AR AN PO O N A R S L A LRI LR AR LRI LA A1 A5 1T 11 T1 AT AT AT A1 L AT AL R T AL A VAR N MY ASTAATR AT AY
-1,0870 7,827 1,632 ” -, 67 22 , 512

99% CI (-5,688; 3,514) " -

Bookow F MULTTIZPLE REGRESSION * oAk ok

Listwise Deletion of Missing Data
Equation Number 1 Dependent Variable.. VAROO0OGZ

Block Number 1. Method: Enter VAROQOOO3

Variable(s) Entered on Step Number

1.. VARCO003
Multiple R , 88737
R Square , 78743
Adjusted R Square , 77731
Standard Error 7,55220

Analysis of Variance

DF Sum of Squares Mean Square
Regression 1 4436,85988 4436,85988
Residual 21 1197,74882 57,03566
F = 77,79098 Signif F = ,0000

Var-Covar Matrix of Regression Coefficients (B)
Below Diagonal: Covariance Above: Correlation
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 VARO0OO3

VARCOO0O3 , 00917

—————————————————— Variables in the Eguation ------—--—-—--—=-==

Variable B SE B Beta T Sig T
j VAR00003 , 844654 ,095767 ,887373 8,820 ,0000
| (Constant) §,848402 6,324102 1,399 ,1764

End Block MNumber 1 b1l requested variables entered.

# %+ *» % MULTIPLE REGRESSION **

Equation Number 1 Dependent Variable.. VAR0O0002

Residuals Statistics:

Mir Ma Mean Std Devw I\
*PRED 32,4987 62,3333 62,8696 14,2012 23
*RESID -16,9937 12,5013 , 0000 7,3786 23
*ZPRED -2,1386 1,3706 , 0000 1,0000 23
*ZRESID -2,2502 1,6552 , 0000 , 9770 23
Total Cases = 23

Durbin-Watson Test = 2,05266




