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SUMMARY

The purpose of the study is to find whether there argerdiices in
proficiency levels in grammar and reading comprehensionvdrether there is a
correlation between learners’ success and their ognadoout the sub-tests which
reflect the two different methods between the groupstudents who are taught the
same structure in two different teaching methods- teachingngaarat the sentence
level with the control group and teaching grammar in cantath the experimental
group. To reach that aim, the two different teachingows are implemented by two
English teachers during one unit. At the end of the traatméh the experimental
group, the results of the post-test are analyzed amdistisd on the basis of the
methods.

Introduction presents the problems, the purpose and thdicagoe of the
study, the assumptions and the limitations of the stlidg.study is limited with two
state schools and two English teachers in Mersin, fotogéreatment in a week in
the Spring Semester in 2004-2005 Academic Year, the unit “used the teaching
point, 92 seventh-grade students.

In Chapter |, grammar and the approaches to teaching gramis@ourse
and context and their importance in teaching grammadiaceissed by taking the
research results into consideration.

In Chapter Il, the method of the study is presented.sEmeple group, the
research design, data collection materials, the proeexhd the analysis of the study

are presented in a detailed way. The SPSS 10.0 progranditousealyze the data.
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In Chapter lll, the research questions are answered medsded in a
detailed way. The findings in both the experimental androbgroups are presented
like this:

1. There is not found a difference in terms of learsems®e in sentence
level test items (sub-test A) and text-based teshst¢sub-test B) between the
students who are taught the target structure in contextaie sentence level.

2. The students in the experimental group are more sugtessentence-
level grammar questions than in text-based questions3.468 sd= 48 p<0.001)
while there is not a difference in the control group.

3. In terms of the correlations of both the experirmeand control groups,
in the experimental group, findings show a tendency of aipesibrrelation between
the learners’ opinions about the sentence-level Esisitand their success in this test.
(r=0.350 p=0.05)

4. In the experimental group, findings do not indicate aetation between
the learners’ opinions and their success in the texebtest items (sub-test B). (r=
0.031 p=10.83)

5. There seems to be a tendency that there is a positigt significant
correlation between the learners’ opinions and theicesscin both grammar and

reading comprehension sub-tests in the control group.

Key Words: Context, grammar teaching, learner’s success, learner’s

opinion correlation.
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OZET
iKi FARKLI D iLBiLGiSIi OGRETIM YONTEM i UZERINE BiR
CALI SMA: CUMLE DUZEY INDE VE BAGLAM DUZEY iNDE DIiLBILGIiSi

OGRETIMININ KARSILA STIRILMASI

Bu calsmanin ana hedefi dilbilgisini B&am dlzeyinde grenen
Ogrencilerle, cimle duzeyindegrenen @renciler arasinda dilbilgisi ve okugunu
anlama becerileri arasinda fark olup olngah ve @&rencilerin bu iki yontemi
yansitan alt testlere gkin gorisleri ile baarilar arasinda korelasyon olup olmadi
saptamaktir. Bu amaca gédbilmek igin, bu iki farkli yontem iki devlet okulunda iki
Ingilizce @retmeni tarafindan bir Unite boyunca uygulagtimi Daha sonra
Ogrencilere uygulanan son test sonuclarinin istatistikeedlizleri yapilmgtir.
Calsma @Grenme deneyimini icerginden bir 6n test uygulanmaghr. Ancak, bir
ontest uygulanmagindan @rencilerin 2004-2005 getim yili I. Donemingilizce
karne notlari kullanilarak Kovaryans Analizi yapghm.

Calsmanin girg boluminde ardirma problemi tanitiing; calsmanin
amacina ve 0nemine gailmis, sayiltilar ve ¢cagmanin sinirhiliklarr sunulmgur.
Calsma, ikiingilizce @retmeni ve iki devlet okulu, 92stenci, bir Uinite (“used to”),
4 saatlik bir uygulama suresi, iki alt testtensalu bir son test ve bir géyi@nketi ile
sinirhdir.

I. boélimde dilbilgisi, dilbilgisi @retimine yodnelik yaklgmlar ve
yontemler, bglam ve bglam bilgisinin dilbilgisi &Gretimindeki yeri ve 6neminden

bahsedilmitir. Bu alandaki argirma sonuglarina yer verilgtir.
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[I. bolumde, argtirmanin ydntemi sunulmgtur. Aragtirma gruplari,
argtirma deseni, veri toplama araclaglem yolu ve veri analizleri hakkinda ayrintili
bilgi verilmistir. Verilerin analizinde SPSS 10.0 programi kullangtmu

lll. b6limde, problem ve alt problemlereskin aratirma sonuclarisu
sekilde sunulmstur:

1. Dilbilgisini baglam iginde &renen @&rencilerle, cumle duzeyinde
O0grenen @renciler arasinda dilbilgisi ve okuglunu anlama becerilerindeki gzaulari
acisindan fark bulunamagtr.

2. Bulgular deney grubundakigéencilerin ciimle dizeyindeki sorulardan
olusan A alt testinde, Iam dlzeyinde sorulardan gan B alt testine gore daha
basarili olduklarini gostermektedir (t= -3.468 sd= 48 p<0.001).aknkontrol
grubundaki @rencilerde alt testlere skin baarilari arasinda anlamh bir fark
bulunamanytir.

3. Deney grubunda cumle dizeyinde sorulardasealdilbilgisi alt testi ile
bu alt teste ikkin gorisleri arasinda olumlu ve anlamli birsii oldugu yoninde bir
egilim oldugundan bahsedilebilir. (r= 0.350 p= 0.05)

4. Bulgular, deney grubundagr@ncilerin bglam dizeyinde sorulardan
olusan B alt testine i$kin gorisleri ile bu alt testteki barilari arasinda bir
korelasyon olmagini gostermektedir. (r= 0.031 p= 0.83)

5. Kontrol grubunda grencilerin cumle diizeyinde ve glam dizeyinde
sorulardan olgan her iki alt teste gkin goris ve bu alt testlerdeki lparilari arasinda
olumlu ve anlamli bir ikki oldugu yontinde bir gilimden bahsedilebilir.

Anahtar Kelimeler: Bglam, dilbilgisi Ggretimi, Ggrenci bgarisi, @renci

g6risl, korelasyon.
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INTRODUCTION

Background to the Study

Grammar is usually defined as “the way words are put tegdth
make correct sentences” (Ur, 1996: 75). Most people agreethdtidea that
knowing a language means making correct sentences ilangatage. However,
“‘grammar does not only affect how units of language ambawed in order to
‘look right’; it also affects their meaning” (Ur, 1996: 76)he role of the
knowledge of grammar in using a language cannot be deniedisahy; there
are various approaches to teaching grammar. In this stioelyseintence level
and context-based grammar teaching methods are discussedns of their
effects for proficiency in the target language and leair@pinions about the
methods. In sentence level grammar teaching, a languatjeided into eight
parts of speech: nouns, verbs, participles, articlesnqums, prepositions,
adverbs and conjunction. That is, knowing a language mieamwing these
eight categories and the rules for their use in tadiosl (Hinkel and Fotos,
2002: 1). On the other hand, since syntax and word orderdnéeal roles in
producing grammatical function and rules have multipleeptions; these eight
categories cannot be used as effectively to analyzengudge (Hinkel and
Fotos, 2002: 1-2). In addition, a language is used for vapoysses; primarily
for communication. Many language learners know the gramalas but they
cannot communicate effectively in that language. Thenconicative pedagogy

influenced by Krashen’s Natural Approach in recent yeassput this problem
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at the centre of language teaching. According to the comwmamive approach,
explicit grammar teaching is not needed to communicateeinatiyet language.
However, L2 researchers and methodologists think thaihitty high levels of
language competence and performance require instructed le@rhimkgl and
Fotos, 2002: 5). These conflicts about the most common agipese may be
solved in a new approach to teaching L2 grammar: Contegdbgseammar
teaching. As it is indicated by Hinkel and Fotos (2002: B} tapproach
combines “the positive aspects of natural learning and mtithgse with those
of explicit grammar instruction”. Since grammar affeitts meaning of the units
of a language, it should not be seen as a contexsyigem as it is done in the

traditional approach. Ur (1996: 76) points out:

The teaching of grammatical meaning tends, unfortunatelype
neglected in many textbooks in favour of an emphasis on axcaf
form; but it is no good knowing how to perceive or constauctew
tense of a verb if you do not know exactly what diffeesit makes to

meaning when it is used.

Since grammatical meaning is important to use a language
communicatively, teachers should be aware of this napvoach in order to
teach the target language in a communicative way.

Learners’ beliefs are other important factors th#eca learners’
progress in the target language. Second language leanmersota always
conscious of their learning styles, but all learnersstipaadult learners have
strong feelings and opinions about which type of instruasaine best way for
them to learn. These beliefs and opinions are mostldbas learners’ previous

learning experience (Lightbown and Spada, 1999: 59). Student$y rhase
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negative opinions about studying grammar. The quotations lasletaken from
the learners who are learning English as a second laag&dg and Sinclair,
1991: 45-46).

“I think it is very difficult. It is not reasonable. Tiee are many
exceptions” (Marjeta, Yugoslavia).

“I do not think grammar is the most important thing.slthecessary to
learn it, but there are many others which are mamgortant: Words,
body language, culture, etc.” (Wolfgang, Austria).

“I hate grammar. | think it is too boring, but necesséRippo, Italy).

In addition to the quoted opinions on studying grammar,dirésearch
done by Carlos Yorio (Lightbown and Spada, 1999: 59) on a @mogr which
learners received a type of highly communicative instroctéxclusively
focusing on meaning and spontaneous communication, theityajbstudents
were convinced that their progress was negatively affelsyean instructional
approach which was not consistent with their belidfsua the best ways for
them to learn. It shows that learners’ beliefs anchiops about the type of
instruction strongly affect their learning process in ttessroom. Although
there is a need for considerably more research oninteeaction between
opinions and beliefs and success in second language leaeaechets should
not assume that learners’ beliefs are wrong. The tgp instruction or the
teaching method may not be suitable for the learnexsts as well. Although
there is a little work on this area, it is clear thaparticular teaching method
does not suit the needs of all learners. Keeping thmiimd, teachers should
develop flexibility in their ways of teaching (LightbowndaSpada, 1999: 58-
59). Teaching grammar in context —a new approach in languagatiedue may

be helpful to prevent negative feelings and opinions atodying grammar.
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In this study, a research has been done on two graneaahing
methods- teaching grammar through context and teaching gra@mtre
sentence level. The research has been designed tceramles following
guestions about the differences in learners’ success mngga and reading

comprehension and the correlations between learnersbopiand success.

Research Questions

1. Do the success and opinions of the 7th grade studentanmrgr
and reading comprehension differ according to the metimogsiching grammar
in the state schools?

a. Are there any differences in terms of grammar betvibe students
who are taught the target structure in context and thbseare taught the same
structure at sentence level?

b. Are there any differences in terms of reading cohw®msion
between the students who are taught the target structwentext and those
who are taught the same structure at sentence level?

c. Are there any differences in terms of grammar aedding
comprehension (total score) between the students whdaaght the target
structure in context and those who are taught the sametise at sentence
level?

d. Are there any differences in terms of scores instlietests both in

the experimental and control groups?

Document Produced by deskPDF Unregistered :: http://www.docudesk.com



e. Are there any differences in terms of opinions abbetsub-tests
between the students who are taught the target structwentext and those
who are taught the same structure at sentence level?

f. Is there a correlation between the opinions aboeitstib-tests and
success in the sub-tests in the whole group?

g. Is there a correlation between the opinions abaustib-tests and
success in the sub-tests in the experimental group?

h. Is there a correlation between the opinions abdwmtstib-tests and

success in the sub-tests in the control group?

The Purpose and the Significance of the Study

The purpose of the study is to find out whether theralidffierences in
proficiency level in grammar and reading comprehensiondr@ther there is a
relationship between the opinions about the sub-testsn(gaa and reading
comprehension sub-tests) which reflect the two differeethods between the
groups of students who are taught the same structure inlifi@eent teaching
methods: sentence-based grammar teaching with the cgnbigd and context-
based grammar teaching with the experimental group.

In the past 30 years, the place of grammar instruatidghd second or
foreign language curriculum has been strongly discussedgathenlinguists.
The traditional method has been disregarded on the grouatistetdiching
grammar does not correlate with acquiring grammar (EM2: 17). On the

other hand, the communicative approach, which has beemaoiy discussed
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since the mid-1970s, has created the question whethendcessary to teach
grammar or not. While some language teachers think thatibgagrammar is
useless, some others view grammar as the central cempoha language. In
this study, a new approach to teaching grammar will beissed- context-based
grammar teaching. This approach combines the positive aspécisost
commonly used approaches: traditional and communicapipeoaches. In this
respect, such a study on grammar teaching is importarit foay solve the

conflicts of these two common approaches.

Limitations of the Study

This study is limited with:

1. Two state schools and two English teachers in Mersin,

2. Four-period treatment in a week in the Spring Semester in-2004
2005 Academic Year,

3. The unit “used to” as the teaching point,

4. 92 seventh-grade students; 49 students in the experimental group

and 43 students in the control group,

o

A post-test and an opinion questionnaire.

Assumptions

In this study, it was assumed that the students would ttakeests

seriously and give sincere answers to the opinion questionnaire
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CHAPTER |

REVIEW OF LITERATURE

[. 1. Grammar

There are various meanings attached to the term ‘granvdaen it is
asked to brainstorm what the term ‘grammar’ means, igsshown in Weaver
(1996: 1), teachers produce a list such as; parts of spgetactse structures,
‘correct’ sentence structure (subject-verb agreementtréct’ punctuation,
sentence sense and style, etc. Weaver (1996: 2) summntadzéers’ definitions

in the way that there are four major senses of ‘grarhm

1. Grammar as a description of syntactic structure
2. Grammar as prescriptions for how to use structundsagrds
3. Grammar as rhetorically effective use of syntactiecstires

4, Grammar as the functional command of sentence steuttat

enables us to comprehend and produce language

In addition, according to Thornbury (1999: 1), “grammar idlpahe
study of what forms (or structures) are possible inailgliage.” Also he

continues that “traditionally, grammar has been coresbralmost exclusively
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with analysis at the level of sentence.” As he samres, a grammar describes
the rules of a language about how sentences are forniesl. feans that
grammar helps to identify whether a sentence is adaepbda not. For example,
the following sentences are acceptable because the \aogdsm a particular

order and the formation of the words is correct.

“They were ill yesterday.”

“Yesterday they were ill.”

If one changes the order of the words or the formatidhe words, the

sentences cannot be acceptable. For example:

“lll were yesterday they.”

“They was ill yesterday.”

As Thornbury (1999: 2) indicates, “grammar is conventionsdign as
the study of syntax and morphology of sentences.” &yi# the system of the
rules that cover the order of the words in a sentemck morphology is the

system of the rules that cover the formation ofwtloeds (Thornbury, 1999: 2).

In other words, Thornbury (1999: 2) says that “it is tiuelg of chains
and slots. That is, it is the study both of the waydg are chained together in a
particular order, and also of what kinds of words danisto any one link in the
chain.” In addition to this, according to Grohmann (2003:when one talks
about grammar, he usually means the two different, betreiated fields of

morphology and syntax. He says that although grammahnasacterized by set
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of rules, these rules are part of one’s subconsciatiser than conscious

knowledge.

l. 1. 1. Grammar and Meaning

Up to now, grammar is defined to be the set of rules lwh&lp one
produce correct and ‘acceptable’ sentences. On the otimel, lsametimes
producing correct sentences is not enough to achieve awapative purpose.
Widdowson (1979: 1-2) summarizes that producing correct sestenoet only
the ability that learners need to acquire. Here are saaeples taken from

Widdowson:

“The rain destroyed the crops.”

This is a correct English sentence. Anybody uttering sentence may
be thought to have a good knowledge of the language. Ontliee band,

anybody uttering the sentences below has an inadequatéekigew

“The rain is destroy the crops.”

“The rain destruct the crops.”
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What can be said if someone uses the correct sentédamse in the

following context?

(A approaches B, a stranger, in the street)

A: Could you tell me the way to the railway station?

B: The rain destroyed the crops.

The sentence is still correct, but on this evidencecammot say that B
has a good knowledge of the language. “(....) when we acglargguage we do
not only learn how to compose and comprehend corretersees as isolated
linguistic units of random occurrence; we also learn Howuse sentences
appropriately to achieve a communicative purpose. We argust walking

grammars” (Widdowson, 1979: 2).

This is another example given by Thornbury (1999: 3):

“This is 2680239. We are at home right now. Please leanessage

after the beep.”

The sentenceWe are at home right nows an acceptable sentence.
Although it is a “grammatically well-formed” sentencedoes not make sense
in this context. The form chosen does not convey taeteneaning the speaker
requires. According to Thornbury (1999: 3), this is anoféature of grammar:
“‘its meaning — making potential.” He indicates that gramrahfarms convey
at least two kinds of meaning. The first one is languayejgresentational”

function; that is representing the world as we expeeanand the second one is
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language’s “interpersonal’ function; that is influencing hiwngs happen in the
world. According to Thornbury (1999:. 5), “the second main relts
interpersonal role- is typically reflected in the wag use grammar to ease the
task getting things done.” The following utterances are takam fThornbury

(1999: 6):

“Tickets!”

“Tickets, please.”

“Can you show me your tickets?”

“May | see your tickets?”

“Would you mind if | had a look at your tickets?”

In these examples, as Thornbury sasaseis a lexical way to make
the command soft, but this effect can be achieved mgusodal verbs as it is
seen in the last three sentences. Then he adds niadality, then, is a
grammatical means by which interpersonal meaning can beeyedt

(Thornbury, 1996: 6).

[. 1. 2. Grammar and Function
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According to Finocchiaro and Brumfrit (1983: 1-3), functbn
categories of language can be described under five headiigse are
“personal’, “interpersonal”’, “directive”, ‘“referential and “imaginative.”
Clarifying or arranging one’s ideas and expressing orf@sghts or feelings
such as; love, joy, happiness, fear, anxiety, etc.laeersonal functions of a
language. ldentifying oneself to others, excusing oneself ezgpting excuses,
making appointments, refusing invitations politely, introduqeegple to other,
etc. are all the interpersonal functions. However, intakrequests and
suggestions, warning someone, asking for directions auetgns, persuading
someone to do something, asking for help, etc. are thetde functions of a
language. This function of the language helps to influene@athtions of others
or accept or refuse directions. The other function ofaaguage is the
“referential” function. ldentifying items or people iretislassroom, the school or
the community, asking for a description of someone oresioing, paraphrasing,
summarizing, evaluating the results of an action ongwscussing possibilities
and capabilities of doing something, etc. are all the eatexl function of a
language. The fifth function is the “imaginative” onehid function can be
achieved through discussing a poem, a story, a piece o¢,nousating rhymes,
poetry, stories or plays, suggesting original beginningsndings to dialogues

or stories.

These functions can be expressed by grammatical cotistisic
According to Weaver (1996: 14), functional grammar is primacdycerned

with how the language works to achieve various purposedt fSouses first on
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larger grammatical components (clauses and sentencds}haim functions

within text, not on parts of speech.

As Thornbury (1999: 6) indicates, the relation between gramand
function became an important issue for teachersamntlil-seventies. “Writers
of language teaching materials attempted to move the ermphaay from the
learning of grammatical structures independent of their arsé,on to learning
how to function in a language, how to communicate.8 lngued that to match
forms with their functions would be useful. For example the following

dialogue, the questiob you drink?’has more than one meaning.

Father: Do you drink?

Young Man: No, thanks. I’'m cool.

Father: I'm not offering. I'm asking IF you drink. Do yohirtk I'd

offer alcohol to teenage drivers taking my daughter out?

(from the filnCluelesscited in Thornbury, 6)

In this context, the young man ‘misunderstood’ the fuomctof the
guestion. In addition to this, Thornbury (1999:7) says thae “function can be
expressed by several different forms. In the same w@g,form can express a
variety of functions” as it is seen in the followirexamples. The function of

“warning” can be expressed in different ways such as:

“You'd better not do that.”
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“l wouldn’t do that, if | were you.”

“Mind you don’t do that.”

“If you do that, you'll be in trouble.”

“Do that and you’ll be in trouble.”

Or one form may express several different functasst is presented

in the following utterances:

“If you do that, you'll be in trouble.” (Warning)
“If you lie down, you'll feel better.” (Advice)
“If it rains, we’ll take a taxi.” (Plan)

“If you pass your driving test, I'll buy you a car.” r{ise)

(Thornbury, 1999: 7)

At this point, being aware of the contextual clues andetstanding
what the speaker mean make it easy to match formwraidn. In this case,
teaching grammar in context gives opportunities to thendga to learn the
contextual clues. Teaching grammar out of context leaals similar
misunderstandings as it is presented in the exampla the film Clueless

(Thornbury, 1999: 7).
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I. 1. 3. Teaching Grammar

II. 1. 3. 1. Grammatical Competence

As it is discussed before, according to Grohmann (2003: 2)ylé® of
grammar are part of one’s subconscious knowledge. Tlowlkdge is known
as the grammatical competence in a speaker’s native lgaglias defined by
Chomsky (Murphy, 2000: 2) as the ability to recognize and prodbee
distinctive grammatical structures of a language and tadhese effectively in
communication. According to Widdowson (1979: 3), learning of regdage
involves “acquiring an understanding of which sentences, s pasentences
are appropriate in a particular context.” This evidence putsthe difference
between theiseandusage. Widdowson (1979: 3) points out thais distinction
between use and usage is related to Chomsky’'s simséinalion between
competencandperformanceHe continues that “the notion of competence has
to do with a language user’s knowledge of abstract Istguirules. This
knowledge has to be put into effect as behaviour, it hvdeetrevealed through

performance.”

According to Weaver (1996: 30), “a grammar ought to explain the
unconscious but functional knowledge of grammar that esadll of us to
comprehend and produce language, rather than analyzentheadge actually
produced.” As Weaver (1996: 35) indicates, one does not lesfimehinative

language through direct instruction. People use their n&ivguage without
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knowing the exact rules of grammatical structures. Sls #hat “most parents
and, for that matter, most teachers, do not knowules.rBut we do not have to
know them consciously. This is part of what we unconstyolearn as we
acquire the grammatical structure of English.” It i2 koown how young
children acquire the rules of their native language,tastkinown that such rules
are not directly taught to children and that children skeidence of beginning
to acquire them by about the age of two or three, vthew typically begin
using auxiliary verbs and modifiers likeny and some(Weaver, 1996: 36).
Citing the experimental study done by Brown, Weaver (1996e8plnins that
three-year-olds were shown pictures of a tool, a anbst and an action. When
asked which was ‘a sib’, they typically chose the t¥dhen asked which was
‘some sib’, they typically chose the action. She estathat “the children’s
incipient understanding of this use sbme must surely be one of the
prerequisites to their coming to understand subtle digimgtn the use cgome

andany’

“The first evidence of children’s beginning to learn grammames
when they begin to put two words together to form seetrbat is, utterances
that have the intonation patterns of a sentence”afde 1996: 39). Children’s
early two-word sentences do not illustrate all the séimaglationships, but they
illustrate most of them. According to Weaver (1996: 39)esavinteresting
observations can be made regarding such early utteranbey: xpress a
variety of relationships. They show that it is a univers&t of language
acquisition that children typically go through a stage reimethey can put two

words together to form a sentence, but not three ae.ra addition, these
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sentences do not include grammatical markers. “The granwhasuch
utterances, then, consists entirely of word order. Suetd order follows the

word order of adult utterances” (Weaver, 1996: 40).

Weaver (1996: 45) points out that, nobody speaks in granatigtic
complete sentences all the time, and in fact, theesees of educated adults are
often the least grammatical. As many research evidsunggests and Weaver
(1996: 55) says that “basic grammatical competence isdeesioped through
exposure to comprehensible input and through attemptingnenaoaicate in the

target language, relatively unhampered by initial concefesrrectness.”

l. 1. 3. 2. The Place of Grammar Instruction in the SecatiForeign
Language Curriculum

According to Ellis (2002: 17), the place of grammar instaucin the
second or foreign language curriculum has been stratighussed in the past
30 years. The teaching methods reliant on a structuri@bsgl — grammar
translation, audiolingualism, Total Physical Response, etchave been
disregarded on the grounds that teaching grammar does notatmrvath

acquiring grammar. In addition to this, Thornbury (1999: 193 shat not all the
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syllabuses are designed on a grammatical basis. Hethald$(....) with the
advent of the communicative approach in the mid-1970s, thasea reaction
away from purely form-based syllabuses to syllabuses wlesie organized
according to categories of meaning.” To give an exanipietional syllabuses
were organized around communicative purposes such as; askipgrfoission,
describing things, advising, etc. That is to say, many lajgu@urses are
designed by adapting multi-layered syllabuses which specifyondt the
grammatical structures to be taught, but include funaticareas as well
(Thornbury, 1999: 10-11). On the other hand, there are maasome why
grammar should be included in a second language curriculwecording to
Ellis (2002: 18), in terms of acquisition theory, “it is nemdely acknowledged
that L2 learners, particularly adults, fail to achidwgh levels of grammatical
competence even if they have ample opportunity to leam lémguage
naturally.” There are some possible reasons for éearfailure to achieve high
levels of grammatical competence. The first reasoy b® the age of the
learners. Ellis says that it is widely accepted tluaict learners have passed a
‘critical period’ (about the 15 years of age in the cadegrammar) the
acquisition of full grammatical competence is no longessible.” However,
there is growing doubt concerning the validity of the caitiperiod hypothesis
where grammar is concerned. Ellis indicates that ieacoming clear that there
is a large number of learners who are successful quileg target language
norms if they are given sufficient time and motivateven if they start learning

L2 after the age of fifteen.
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The second reason for learners’ failure to achieve teyels of
grammatical competence may be the “communicative grffiy.” According to
Ellis (2002: 19), learners may be able to satisfy their mamcative needs
without acquiring target language norms or the linguistidirenment to which
learners are exposed in the classroom may indeed ledimiquite significant
ways. To solve these problems, Ellis suggests two pessdiltions: “One is
improving the quality of interactional opportunities leasnexperience, for
example, by ensuring that learners’ communicative ne@dsenhanced by
requiring them to produce ‘pushed output’.” In order to eahithis, devising a
curriculum of communicative tasks that are linguisticalemanding may be
helpful. The other solution may be to focus learnerngmiibon on grammatical
form and the meanings they realize through some kindamfiigpar teaching. To
summarize in terms of acquisition theory, there &ackvidence that grammar
teaching can have a beneficial effect on learnersetrlemiguage development. It
is effective in developing explicit knowledge of grammatiteatures (Ellis,
2002: 19-20). If the place of grammar teaching in second/forieigguage
curriculum is discussed from a learner’s perspectiaggetis a strong reason for
including the grammar in the L2 curriculum. Ellis (2002: 20) sdngd “adult
learners typically view ‘grammar’ as the central compa of language and,
irrespective of the type of instruction they experienaes likely to make
strenuous efforts to understand the grammatical feathessrotice.” On the
other hand, Ellis (2002: 21) states that while adults view granas the central
point, the younger learners may be more inclined to v@awguage functionally

— as a tool for communicating — and may be less ablertefibédrom grammar
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instruction. From a pedagogical perspective, accordirigli®y the only way to
ensure a systematic coverage of the grammar of the LBy immeans of a
structural syllabus. He thinks that “such a syllabus provideshegs and
learners with a clear sense of progression — somethatgl tiink is missing
from both notional and task-based syllabuses.” He addsHhisadoes not mean
abandonment of meaning-based syllabuses and a straightteetbenstructural
syllabus. According to Ur (1996: 75), “there is no doubt thaowledge —
implicit or explicit — of grammatical rules is essahtfor the mastery of
language.” Thornbury (1999: 15) discusses some arguments whighapuar
in the foreground in second language teaching. “The senteackima
argument” is one of them. He thinks that one needsam lsome patterns or
rules to generate new sentences; that is to say, ggarf@rammar, after all, is
a description of the regularities in a language, and ledge of these
regularities provides the learner with the means to gémea potentially
enormous number of original sentences.” He says tlanhmar is a kind of
“sentence-making machine.” The other argument is the ttinexg argument”.
Thornbury (1999: 15) indicates that “while it is possible get a lot of
communicative mileage out of simply stringing words andagpés together,
there comes a point where ‘Me Tarzan, you Jane’ typeguage fails to deliver
both in terms of intelligibility and in terms of appra@my.” For example, the

following examples taken from Thornbury are likely tonftse the readers:

“Last Monday night | was boring in my house.”

“After speaking a lot of time with him | thought that hattracted me.”
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“We took a wrong plane and when | saw it was very lageabse the

plane took up.”

According to Thornbury (1999: 15), the teaching of grammaresens

a corrective rather than the kind of ambiguity represstm the examples.

The next argument is “the fossilisation argument.” rfibary thinks
that although it seems more amazing for highly motivatathé&rs to achieve
high level of proficiency without any formal study, “neooften ‘pick it up as
you go along’ learners reach a language plateau beyond wiscokery difficult
to progress.” He proves himself depending on the researence which
suggests that “learners who receive no instruction seetretat the risk of
fossilising sooner than those who do receive instructldawever, he says that
it does not necessarily mean taking formal lessons grdn@mar study can be
self-directed. The other argument that Thornbury poinisis “discrete item
argument.” It is argued that because grammar consists ag@arently finite set
of rules, it can help to reduce the apparent enormitth@flanguage learning
task for both teachers and students.” He adds that “byngdginguage up and
organizing it into neat categories (sometimes caliddcrete items,
grammarians make language digestible.” This argument sugtiestseach
discrete item can be isolated from the language thahally envelops it and
then it can be slotted into a syllabus of other disctems. The other argument,
‘the rule-of-law argument’, suggests that “since gramnsara system of
learnable rules, it lends itself to a view of teaching #&mwarning known as

transmission’ (Thornbury, 1999: 16-17). This view sees “the role of edunatio
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as the transfer of a body of knowledge (....).” Thamyb(1999: 17) says that
learners need rules, order and discipline and granoffars the teacher a
structured system that can be taught in methodical.sTéges last argument is
‘the learner expectations argument’, which is the éasgrammar according to
Ellis (2002) as well. Thornbury (1999: 17) thinks that many k@ ome to
language classes with the expectations that teachingevijrammar—focused.
Otherwise, they are frustrated. He adds that the teaghe ignores learner
expectations is likely to frustrate and alienate thdimis argument will be

discussed later as a case against grammar teaching.

Although there are many reasons why formal grammar ing&ruc
should take place in second/foreign language curriculume thiee some other
arguments why it should not be the central point inctireiculum. According to
the Weaver (1996: 7), when people talk about “teaching grammhat they
usually mean is teaching descriptive and prescriptive granithat is, teaching
sentence elements and structure, usage, sentence regisibpunctuation and
mechanics via a grammar book or a workbook, or perhaps putenprogram.”
That is, they mean teaching grammar as a system, aciuingat directly and
systematically, usually in isolation from writing oretrstudy of literature.
Indeed, what they usually mean by this is the “teachingdbgrammar” or “the
traditional teaching of grammar.” These thoughts abouhieggrammar over
the centuries create the question why teachers needcto ftaanal grammar.

These are some reasons Weaver (1996: 7) puts out:
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(i) The study of grammar is important simply becausguage is

a supreme human achievement that deserves to be studiechas

(i) The study of grammar can be an important vehide f

learning to study something the way a scientist does.

(i) The study of grammar will help form the mind by pmoting

“mental discipline”.

(iv) The study of grammar will help students score bette

standardized tests that include grammar, usage and punetuatio

(v) The study of grammar will help people master another

language more readily.

(vii) The study of grammar will help people master theiadty

prestigious conventions of spoken and/or written usage.

(vii)The study of grammar will help people becometdretsers
of the language, that is, more effective as listerzerd speakers, and

especially as readers and writers.

Unfortunately, the research done on formal grammahbegaoes not
say the same things. Greene and Searles, and Carlsavdivd996: 10)
summarize the available research on the teaching of gaammsna system and a
subject:

In short, the research apparently gave no support todis that

teaching grammar would help students develop mental disgipline
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master another language, or become better users aof nhéve
language. Indeed, further evidence indicated that traininfprimal
grammar did not transfer to any significant extent toimgitcorrect’

English or even to recognizing it.

Weaver (1996: 11) indicates that some investigators hypo#lketiat

a study of grammar from the view point of structural listjas might prove
valuable to learners than a study of traditional gramnfavith its
inconsistencies and unabashed use of meaning in determinifignti®ns of
grammatical elements.” Hillock’s review of research egMer, 1996: 11),
however, indicates that the structural grammar doeslaotonstrate that it is
appreciably superior to the teaching of traditional gramméh regard to its
effects on writing. In their summaries of reseanchthe teaching of grammar,
Hillock, and Hillock and Smith (Weaver, 1996: 13) presentrauth review of
the relevant research since the early 1960s, “includingestumbmparing the
effects of teaching no grammar, and studies comparingftbetsof teaching
structural or transformational grammar with the effect teaching traditional
grammar.” Hillock (Weaver, 1996: 13) concludes:

None of the studies reviewed for the present repoxiiges any support

for teaching grammar as a means of improving composgkills. If

schools insist upon teaching the identification of paftspeech, the

parsing or diagramming of sentences, or other concepismdifional

grammar (as many still do), they cannot defend it ameans of

improving the quality of writing.

In addition to the research findings, Krashen (1998: rdsfiElley,
Barham, Lamb and Wyllie’'s research done in 1976 the mostiraong one
about the effects of traditional grammar, transforometi grammar and no

grammar. He says that after a three-year study congpdhe effects of
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traditional grammar, transformational grammar and no granunm high school
students in New Zealand, the finginds show that traditionatansformational
grammar has virtually no influence on the language growithe secondary

students.

It may be surprised to learn that “a second or additiamguage may
be most readily acquired in much the same way as amaise language:
through immersion in oral and written language- thathiyugh immersion in
situations where one needs and wants to listen, speak ar@write in order to
understand and be understood. This is also true for adultelhas children”
(Weaver, 1996: 48). As Terrell (Weaver, 1996: 48) puts out, eNvem second
language learners are taught the grammatical structureusdaf the second
language, they may acquire these in a different waydfferent order- or not
acquire some of them all. Learning another language usoediyrs in a school
environment. As Weaver (1996: 49) says, we have memorizedbuiacy,
studied grammar, translated passages, perhaps rehearsedat@amadrghrases,
but we have never listened or read in that languagarfgrauthentic purpose
outside the class. This is something knowing about a lgegumt “it does not
necessarily lead to knowing the language at the sanse senif it were truly
acquired” (Weaver, 1996: 49). As it is seen with childrenniegrtheir native

language, language acquisition is a “subconscious” process.

In fact, rejection of the formal study of grammacéntral to Krashen’s
‘Natural Approach’ (Thornbury, 1999: 19). The theoretical bagd the

approach show the practical value of it for foreigrsecond language classes.
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The first one is the “Acquisition — Learning Distingtid As Thornbury (1999:
19) says,
Learning according to Krashen results from formal ingimog typically
in grammar, and is of limited use for real communaratiAcquisition,
however, is a natural process: It is the process hichwthe first

language is picked up, and by which other languages are pigked

solely through contact with speakers of those languages.

That is why, according to Kiymazarslan (1995: 1), this hypathedis
that class time should be balanced between acquisittvities and learning
exercises. He adds that “it is important to realizeletts or any human being
cannot both learn and acquire at the same time becawsean focus on only
one thing at a time, either on form or on meaning”. Adow to this hypothesis,
a teacher should not expect students to have acquineelcdic grammar point
at the end of a particular course. Instead, s/he expleets to display their
comprehension. Contrary to Ellis (2002), who finds the msden theory as a
case for grammar, Krashen and Terrell (1983: 2) say tme dcquires or ‘picks
up’ a second language in much the same way as one atcqudirdoy using it.
Formal instruction is distinct from acquisition and magy helpful, but is not

essential to learning a second language.”

The second theoretical base of the ‘Natural Approachhés “The
Monitor Hypothesis.” Krashen and Terrell (1983: 3) indichtg “as the learner
develops skills and competence in L2 s/he begins to canecmodify his/her
speech to conform to the model speech and written langifagsive speakers

of the target language.”
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Kiymazarslan (1995: 1) says that students may monitor durittemri
tasks (e.g., homework assignments) and preplanned spedchsame extent
during speech. According to the hypothesis, learned knowleaigales students

to read and listen more so they acquire more.

“The Input Hypothesis” is another base of the approdciing
Krashen, Weaver (1996: 49) points out that what is milynmatjuired for first
and second language acquisition is “comprehensible inputti tthers in the
environment: “Language that is comprehensible enough thatlahguage
learner can unconsciously abstract the patterns aed ftdm the language
heard and/or read.” As Snow (Weaver, 1996: 49) says, wimprehensible,
language input must be rich enough to provide raw data for theaetisn of
patterns and the construction of rules. “On the otla@dhthe language input
must be sufficiently comprehensible for the language égamconnect meaning
and form.” As for the application of the Input Hypothesie instructor should
provide input that is “roughly-tuned.” According to Kiymazars{af95: 1-2),
“the teacher should always send meaningful messages‘namst’ create
opportunities for students to access i+1 structure to unddrsiad express
meaning.” Krashen and Terrell (1983: 4) indicate that althoogbtimust be
comprehensible, language that contains forms one leviglgufistic complexity
beyond the learner’s level provides a challenge to dpJvetoproficiency (The

i+1 formula).

The fourth hypothesis is the “The Natural Order Hypothesis

Thornbury (1999: 19) says that “Krashen’s acquisition/learhymgpthesis drew
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heavily on studies that suggest there is a natural orfleacquisition of

grammatical items, irrespective of the order in which they taught (....).”
Therefore, the Natural Approach teacher should beaimiexgainst errors. The
approach suggests that a semantic syllabus for acquisittwties and

grammatical syllabus for grammar lessons should be usgdch@garslan, 1995:
2). He adds that “the grammatical syllabus assumesatddtinow the correct
natural order of presentation and acquisition, we donhat we have is

information about a few structures in a few languages.”

The last hypothesis is the “Affective Filter Hypothé'si&ccording to
Kiymazarslan (1995: 2), the application of this hypothesisildvdbe that
acquisition should be achieved in a low-anxiety environmantomfortable
atmosphere should be created in the class by lowerirgfféetive filter. There
is no demand for early production speech and no ‘radicaicern’ for
correctness in early stages of acquisition. As We@\@96: 50) defines, “a low
affective filter means that the person is relativepem to learning from the
comprehensible input, which includes being relatively unafohithking risks
and making mistakes.” In this respect, Elley’'s (Weaver, 1% studies
provide strong evidence for the hypothesis that comprehensjnlit and a low
affective filter facilitate language acquisition maeadily than direct teaching
of grammar and vocabulary. The research evidence sugtests“‘direct
teaching of grammar is not necessary for acquiring dcbstructure of a

second language, anymore than for acquiring one’s natigeidge.”
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To summarize, the syllabus underlying the Natural Approsatbpical
and situational rather than structural. The focus of ed@ésroom activity is
organized by topic, not grammatical structures (Kiymazarsl®95: 2). In
addition to this, Kiymazarslan (1995: 2) says that it gemantic or notional
syllabus, simply “a series of topics that studentsg fmd interesting and the
teacher can discuss in a comprehensible way.” Owttier hand, there can be
no guarantee that the teaching activities that are baseduch syllabuses
provide a full and systematic coverage of the grammaneot.2. If production
tasks are concerned, there are limits on the extemthioh the use of some
grammatical structures is essential in performing thk. tkn this case there is a
need for both types of syllabuses: notional and structylabuses (Ellis, 2002:
20-21). Furthermore, in Lightbown ans Spada (1999: 40) it icatell that
Krashen's theory has been seriously criticized becaudails to propose
hypothesis which can be tested by empirical researchy @lld that “some
classroom-centred research shows that attentioanguage form may become
more important than Krashen acknowledges.” In spitéhisf fact, there is no
doubt that focusing on using language for meaningful interacéther than on
learning rules is supported by many teachers and learnerbtifbwgn and

Spada: 1999: 40).

Up to now, Krashen’s Natural Approach is discussed a&sa against
formal grammar teaching in second/foreign language curricultim. other
argument is the “the knowledge — how argument.” Accordmglthornbury
(1999: 18), one may know what is involved in riding a bike: kegalance,

pedalling, etc., but this does not mean to say thatksitvers how to ride a bike.
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If a language is viewed as a skill, one learns it by ddingot by studying it.
Thornbury defines learning-by-doing as “experiential’ learnidg. continues
that “much of the bad press associated with intelle@pptoaches to language
learning - through the learning of copious grammar ru@sexample — stems

from the failure on the part of the learner to tratesrules into skills” (18).

The other argument is the “the communication argumdridrnbury
(1999: 18) indicates that “from the 1970s on, theorists e arguing that
grammatical knowledge (linguistic competence) is mepglg component of
what they callcommunicative competencé. He adds that communicative
competence involves how to use or apply the grammar rotts@cabulary of
the language for communicative purposes and “knowing howlotadhis in
socially appropriate way.” There are two approaches whieledl “a high
premium on putting the language to communicative use” (Thuwyn 1999: 18).
The first one — shallow-end approach — says that one ladamguage to use it.
The second one — deep-end approach — suggests that oneédeaymsnunicate
by communicating. This is an experiential view of learnimofnbury, 1999:
18). In short, by means of activities which give chancée#oners to use the
language for communicative purposes, the grammar will beiradquirtually
unconsciously. That is to say, “studying the rules ofrgnar is simply a waste

of valuable time” (Thornbury, 1999: 18-19).

As it is stated before, the ‘learner expectation amntmis also
discussed as a case against grammar by Thornbury. Although lsamers,

especially adults come to language classes in the ekipadtaat they will study
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the grammar of language, there are many others whoairegdy have studied
grammar for many years and are in need of putting their legp® in work. To
respond to these both different expectations of thméss, the teacher should

provide a balance in the syllabus (Thornbury, 1999: 20).

In addition to this, according to Widdowson (1990: 130-131) what
learners need eventually to do with the language omgehtave learned should
be the main consideration while designing a syllabus. Hetkaysntil recently,
“the units for teaching grammar were assumed to besaghee as the units of
grammar. Latterly, in accordance with a different odthoy, characterization
has been in reference to the concepts and actionsr{@@nd functions) which
these formal elements most commonly realize when layggkaowledge is put

to use”.

Widdowson agrees with the idea that it is needs or goahted
rationale which is expressed by Wilkins (Widdowson, 1990: 181l)he
following way: “The process of deciding what to teagtbased on consideration
of what the learner should most usefully be able toroanicate in the foreign

language.”

Widdowson (1990: 131) indicates that “this goal-oriented rebhears
assumption runs directly counter to that which infornes ¢haracterization of
syllabus content structural terms.” He makes it cthat the structural syllabus
does not deny the eventual communicative purpose of lealmingt implies

different ways to achieve this goal. The differencevieen notional/functional

Document Produced by deskPDF Unregistered :: http://www.docudesk.com



syllabus and the structural syllabus lies in what wayyg #dehieve this goal.

Widdowson (1990: 130-131) says:

Structural syllabuses are designed on the assumptionitthstthe
internalization of grammar coupled with the exercisargjuistic skills
in motor-perceptive manipulations (usage) which affords rimest

effective preparation for the reality of communicatine@inters (use).

To summarize the general points of the two types efsyllabuses,
structural syllabus says that the form is to be taughumts of linguistic
competence and the notional/functional syllabus saassiths to be taught as

units of communicative performance.

l. 1. 3. 3. Approaches to Grammar Teaching

l. 1. 3. 3. 1. Traditional Grammar Teaching

The teaching of grammar dates back to Greece in the deamury

B.C. Weaver (1996: 3) says that during previous centuriestitrzali grammar
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seems to have had two primary aims: disciplining anthitiga the mind and
teaching grammatical forms and word usages that weredesedi correct and
socially prestigious. As Hinkel and Fotos (2002: 1) inaéicdfor more than

2000 years, studying a second language primarily consisted oigtical

analysis and translation of written forms.” This appfoaivides the target
language into eight parts of speech: nouns, verbs, p#&scgrticles, pronouns,
prepositions, adverbs and conjunction; and learning the lgegeguires study
of the eight categories in written text and the devemnof rules for their use
in translation. However, it is seen through the 18thugrhat the eight parts of
speech could not be used as effectively to analyze a lgagnawhich word

order and syntax produced grammatical function and whees miften had

multiple exceptions (Hinkel and Fotos, 2002: 1-2).

In spite of this fact, Hinkel and Fotos (2002: 2) say fttias traditional
approach remained the basis of instructional pedagogy inntedJStates and
England until recently, (....) and is still being usedinumber of countries as
the primary method of English instruction.” However,ddbwson (1990: 95)
indicates that “what is crucial for learners to knewow grammar functions in
alliance with words and contexts for the achievememhedining.” He adds that
the traditional teaching of grammar does not produce suchllamce. He
contradicts the traditional approach in the following view

Teaching which gives primacy to form and uses words siraplya
means of exemplification actually denies the nature afgnar as a

construct for the mediation of meaning. | would suggest ahmore

natural and more effective approach would be to reverséréditional
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pedagogic dependency, begin with lexical items and show hew t

need to be communicatively effective.

On the other hand, Larsen-Freeman (1991: 280) says thettirig
grammar does not require a focus on form or structureeaénd teaching
explicit rules is really irrelevant to what it meatosteach grammar. She adds
that communicative competence should not be replaceth \Viriguistic
competence. It must just be seen to subsume linguistic tenageg because it is
“as much a part of communicative competence as being tablget one’s
meaning across or to communicate in a socio-linguisfieplpropriate manner.”
Contrary to Widdowson, Larsen-Freeman thinks that fogr@mmar teaching

should be done to achieve a communicative purpose.

[. 1. 3. 3. 2. Structural Grammar

The rise of structural linguistics in the 1950s and early 18@@spted
to describe languages more consistently, without reeouo meaning or
previous grammars, and therefore it was seen more odgjeantd scientific than
traditional grammarians had done. “Structural linguists daélseir grammatical
descriptions on careful analysis of English as it wesially spoken in their
time, not on hand-me-down rules from Latin and from IBhggrammars of
earlier centuries” (Weaver, 1996: 11). Hinkel and Fotos (2002in@)if not
appropriate to use the eight parts of speech as an patjanal framework.

With the structural linguists languages came to be ardlyheough three
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subsystems: the sound system (phonology); the discrete ahimeaning
produced by sound combinations (morphology); and the systezonalbining
units of meaning for communication (syntax) (Hinkel and Fa2082: 2). They
say that “when the structural view of language was comhinigdthe stimulus-
response principles of behaviourist psychology, the alithoral and direct
approaches to second language learning emerged.” These appravacbealso
a reaction to the traditional approach, for exampleangnar translation
methodology, which produced learners who could not use dhguage
communicatively even though they had considerable knowledggamhimar
rules (Hinkel and Fotos, 2002: 2). Since the pedagogy in thisagpis based
on drills and repetition for accurate production of @ugeét language, grammar

is not taught explicitly and deductively as in a grammandlation class.

[. 1. 3. 3. 3. Functional Grammar

As Hinkel and Fotos (2002: 3) indicate, in the 1960s, Brlirsjuists
developed a system of categories according to the corativel needs of the
learner, and proposed a syllabus based on communicatigddns. According
to this syllabus, grammar content was organized on the bbthe forms which
were required for particular communicative or situatioaetivities such as
“asking for permission” or “at the hospital’. Althoughfast glance it was seen
to be the opposite of the structural approach, there wstsuetural basis to

functional grammar instruction because certain fornts structures were often
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associated with specific functions. In this respect, We#1996:14) points out
that functional grammar is primarily concerned how thaeguage works to
achieve various purposes and it focuses on larger grammatogbonents
(clauses and sentences) and their functions withinrtekipn parts of speech as
in traditional grammar. In recent years, many textbooksoaganized on both
functional and structural base. “ (....) They preseiesr or drills for specific
grammatical or functional aspects of a language in arlisequence from ‘easy’
to ‘difficult’ and stress immediate production of cotrdorms” (Hinkel and
Fotos, 2002: 3). Skehan (Hinkel and Fotos, 2002: 3) labelsstdges of
grammar teaching as “Ps”: Presentation, practice and grodu€irst, teacher
presents a single grammar point, and students practiseutbewithin a
controlled framework and then, in the final stage, stie@nbduce the form

more spontaneously.

I. 1. 3. 3. 4. Cognitive Approach

With the development of Chomskian theories of ‘Unia&Grammar’
and syntax, explicit grammar received renewed empl{aBigkel and Fotos,
2002: 4). According to this approach, grammar teaching and@tassurricula
are designed to give learners opportunities to construcinmeawmings by taking
into consideration what they already know. It isidedd that grammar is too
complex to be learned naturally; however, it requin@ntal processing for

learners to be able to attain linguistic competendak@t and Fotos, 2002: 4).
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According to this approach, which was developed as a ioeadtb the
behaviourist features of the audio-lingual approach, langlesgeing is rule
acquisition, not habit formation. That is, grammar nhestaught, but it can be
done either deductively or inductively (Celce-Murcia, 1991:I@)addition, to
Hinkel and Fotos (2002: 4), “the cognitive method of L2 ¢selclanguage)
teaching was based on cognitive approaches to human psygholddanguage

acquisition and relied on transformational and generé#tizeries.”

I. 1. 3. 3. 5. Communicative Approach

Krashen’s Natural Approach and related Input Hypothesis aayreat
deal of influence on the rise of communicative pedagotns &pproach was
developed in response to the greatly increased numberoleBfhers. Many of
those learners knew grammar rules but could not usetafget language
communicatively (Hinkel and Fotos, 2002: 4). According to thpr@ach, the
aim of language course is to facilitate language acauishiy giving learners
positive feelings towards the instructional process ameerimg the affective
filter in the classroom. There is no formal grammastruction but meaning-
focused input containing target forms and vocabulary. Thedesaacquire the
forms and vocabulary naturally, during the process ofprehending the input,
which is a similar way a child learns the first languédimkel and Fotos, 2002:
4). In spite of the popularity of this approach in recgsdrs, there are many

opposing ideas to communicative approach. According tavBrand Larsen-
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Freeman (Hinkel and Fotos, 2002: 5), although the approachtsatysxplicit
grammar teaching is not needed for communication, L2 rese@ and
methodologists comment that grammatical competenceessential for
communication. For example, as certain types of langkage/ledge (such as
academic speaking or writing) are difficult to attairthe process of naturalistic
learning, so Hinkel and Fotos (2002: 5) think that attaining heylel$ of
language competence and performance may require instiaatethg. Skehan
(Hinkel and Fotos, 2002: 5) says that “communicative sylledase suggested
to be equally inadequate because of their neglect of gaanmnstruction,
tending to produce fossilization and classroom pidgins laner levels of
accuracy than would be the case under formal instruttla this case, many
methodologists suggest integrating grammar instruction witmmunicative
language learning. In that way, learners are able to remogme properties of
target structure in context and develop accuracy in uskéHand Fotos, 2002:

6).

I. 1. 3. 3. 6. Discourse-Based Approach

As mentioned before, both explicit grammar instructiond a
communicative methodology have some effective featamdsdisadvantages on
second language teaching and learning. Hinkel and Fotos (200®2ti&te that
effective features of the two approaches result ivaapgroach to teaching L2

grammar. This approach combines “the positive aspects ofah#&arning and
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authentic use with those of explicit grammar instruction addition to focus on
form, learners are provided with authentic language usestauctures and their

meanings in discourse and text (Hinkel and Fotos, 2002: 8).

|. 2. Discourse and Context

[. 2. 1. Discourse

Cook (1989: 6) implies that there are two kinds of language as
“potential objects” for study: “one abstracted in orderteéach a language or
literacy, or to study how the rules of language work, aruther which has been
used to communicate something and is felt to be cohereqt’ (The second
kind — language in use, for communication — is called disso Cook (1989: 7)
says that “discourse may be composed of one or motdomgled grammatical
sentences — and indeed it often is — but it does not behe't He adds that what
matters with the discourse is not its conformity aées, but its coherence and
whether it communicates or not. It should communicatelenrecognized by its
receivers as coherent. Celce-Murcia and Olshtain (200@d#&ate that “when
language is used for communication, the co participantsaijypemploy one or
more skills simultaneously: listening, reading, speakingriting.” They define
‘discourse’ as “the language produced interactively by sacparticipants (i.e.,

language in use).” In addition to this, McCarthy (1991: 5) s$h§s discourse
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analysis is concerned with the relationship betweegulage and the contexts in

which it is used.

There are many different ways of classifying discours. it is
expressed by Celce-Murcia and Olshtain (2000: 5), one dimernsiahe
written/spoken distinction; which is called as written spoken texts. Some
discourse may be “monologic” and “dialogic” in naturéaTis to say, the entire
discourse may be produced with little or no interactiomnologic — or it may
be produced with two or more participants’ interaction dodia or multiparty.
Discourse may also be distinguished as “planned” or “umeld.” Unplanned
discourse includes informal notes and letters, conversat etc., whereas
planned discourse includes prepared speeches (Celce-MundieOBhtain,

2000: 5).

In addition to this, Celce-Murcia and Olshtain classiiscourse as
“‘context-embedded” or “context-reduced.” They say thatemv “the
interlocutors rely heavily on social convention and camt@xinformation,” this
type of discourse is considered context-embedded. Gomdwced type of
discourse is often planned discourse because “users lofdssmourse need to
rely more heavily on their knowledge of language codegemde types (....)"

(Celce-Murcia and Olshtain, 2000: 6).

Discourse has also been described as “transactionakd a
“interactional” by Brown and Yule (1983: 1-2). They pointtdiat the
transactional discourse is used to convey ‘factualropgsitional information.’

That is, “language used in such a situation is ‘messagated’.” On the other
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hand, interactional discourse is used “to establish araintain social
relationships” (Brown an Yule: 1983: 3). Similarly, Celddarcia and Olshtain
(2000: 6) say that “where transactional discourse involpamarily the
transmission of information or the exchange of goodd aervices, and
interactional discourse is those instances of languasge that shape and
maintain social relations and identities and express dbheaker’s/writer’s

attitude toward the topic or toward the interlocutot(s).

As Celce-Murcia and Olshtain (2000: 6) point out, “discourse |
frequently studied from the perspective of register anttege According to
them, “discourse registers usually reflect the levdgbomality or informality of
an instance of discourse or its degree of technical spgcifrersus general
usage.” On the other hand, a genre is a “culturally largiistically distinct
form of discourse such as narrative (e.g., a recipe),sanon.” Leckie-Tarry
(1995: 6) indicates that “a theory of register aims toppse relationships
between language function, determined by situational cialséactors, and
language form.” Citing Halliday, Leckie-Tarry (1995: 6) sdlyat while register
may be recognized by its formal (i.e. linguistic) chaggstics, its structure is

semantic.

In short, both situational and linguistic variables asseatial parts of
the process of register characterization. Moreovetyational variables
determine the function of the utterance and thus speedister as a variety
according to use: that is, “function is a product of rmelating situational

variables, and register is the product of functionaliabdes” (Leckie-Tarry,
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1995: 6-7). According to Leckie-Tarry, for some functiomladorists, the
concept of register is not sufficient to capture thediating phenomenon. These
theorists have found the category of “genre” more affeanh representing the
theoretical construct which intervenes between lang@iagetion and language
form. For these genre theorists, “the value of gerreaaunctional, social
semiotic, category is that it offers an interfacenaen the socio-cultural world
and textual form” (Leckie-Tarry, 1995: 7). On the otherchahere are many
others who employ “genre” in a more limited sense.n@itHalliday, Leckie-
Tarry (1995: 7), for example, sees “generic structure ntheagmbodiment of
the text as social process, but a single charaateoisa text, its organizational
structure ‘outside the linguistic system’.” She furthemfoout that “genre is a
lower order concept register the higher order conceptusubg genre. The
genre of a text contributes to its register.” On theepthand, according to some
genre theorists, register is considered as a thedangltiage as text, rather than
as a theory of discourse whereas “genre theory'tieary of language use, that
is, a theory of discourse (Leckie-Tarry, 1995: 8). Assitseen, there is an
apparent conflict in terminology and conceptualizatiotwben register and
genre among the theorists. Citing Martin, Leckie-Tg1995: 13) made an
attempt to resolve this conflict. She accepts the Haglidaoncept of register as
‘the study of the systematic relation between lang@agkits context’; however
she argues that there are two aspecst of knowledggistae Firstly, it entails
understanding how language use is influenced by the cootesituation, and
secondly, it involves knowledge of a description of Estgli“Distinguishing

register from genre, and placing register as a sem@titem intervening
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between genre above and language below, where languagesatiedt as the
phonology of register and register the phonology ofejefLeckie-Tarry, 1995:

13).

In spite of the continuing conflict in the terms, & clear that
“discourse genre and register is a conventional ingtiutia normative
codification of different levels of meaning appropriate ttye of situation”
(Leckie-Tarry, 1995: 14). According to Celce-Murcia and @sh(2000: 6),
the most important feature related to ‘genre’ is the roamicative purpose of
the text which gives ‘genre’ internal structure. Thatwvisy, by theorizing of
‘text’ as a finished linguistic product, as Leckie-Tar®995: 13) suggests,
teachers “have to teach the interpersonal and teshaabcteristic of genres, the
probabilistic, dynamic aspects of their performance ds agetheir schematic

structures.”

[. 2. 2. Context

As it is stated by Celce-Murcia and Olshtain (2000:11), cbmefers
to “all the factors and elements that are nonlinguistid nontextual but which
affect spoken or written communicative interactionccArding to Leckie-Tarry
(1995: 17), all meaning is made by contextualization; that tlse ‘actual
occurrence-meaning, use-meaning or text-meaning of a word-aseptepends

entirely on its contextualization.” Cook (1989: 10) irad&s that between the

Document Produced by deskPDF Unregistered :: http://www.docudesk.com



1930s and 1960s, there have been several schools of thoughtelidwe that

context should be studied out of language analysis aasf@ossible. “In this
way, it is believed, linguistics will be able to make cdigeries about the
language itself, and its system of rules which existsequitiependently of
particular circumstances.” Sentence linguists, in tApproach, have two
alternatives: “They either invent their examples &alysis using their own
intuitive knowledge as native speakers (thkrguistic competengeas a

yardstick or they take language which people have actusdlg and remove all
the features which they believe to be irrelevant tar fierposes” (Cook, 1989:
10).

Cook argues that removing the features —hesitations, fadstes,s
dialects, interferences, what people are doing and thky are- results in
‘idealized’ language. On the other hand, it is importamtunderstand the
meaning of what is said, and the reason why the ordexnmésces proceeds in
the way that it does. In addition, a language learnezd®¢o be able to handle
language which is not idealized- language in use” (Cook, 1989At&dprding
to Gabrielatos (2002: 2), language out of context has onlyefyial” for
meaning. In other words, the same sentence/utterancehaam different
meanings in different context. For example; the questghat do you think?”
conveys two different meanings in different contexts. &mample; in context
(A), two friends are shopping. One of them tries oniagfashoes, looks at the
other and asksWhat do you think?= Do you think they suit me? or should |
buy it?). On the other hand, in context (B), wife esninto the house all wet.

Husband askds it raining? Wife answersWhat do you think?= Of course it
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is!). In context (A), while the speaker is asking a goestin context (B), the
speaker does not expect a response.

According to Leckie-Tarry (1995: 17), there are threel&egécontext:
context of culture (or social institutions), contexisdtiation and context of text.
“The context of culture is a large and complex knowledgstem spread
between the various members of a particular culturd, leence consisting of
many sets of knowledge, including, in particular, the inspihal and
ideological” (Leckie-Tarry, 1995: 20). She adds that “thatext of culture is
accessed by means of the knowledge systems which tlwis/grarticipants
bring to bear on the situation, where the knowleddgeggered by aspects of the
context of situation.” Bloor (2004: 9) says that evetuation is located in a
cultural context. “The context of culture is an ioaiie complex of various social
phenomena involving historical and geographical setting batratere general
aspects like the field of the activity: education, medicprovision of goods and
services in exchange for money.” In addition to Blodnpfhbury (1999: 71)
points out that if someone is not familiar with fleatures of the culture, she/he
may have serious problems in understanding.

The context of situation includes the immediate and waedeironment
in which the text actually occurs such as the classroaime case of a teaching
discourse, the shop or market in a sales transactidiri@dos, 2002: 8). In the
context of situation, the interactants play a pahneiifages, nationalities, gender
and especially their social roles on the occasiog. (Eeacher and student,
mechanic and car owner, friends or strangers) may ball significant

(Gabrielatos, 2002: 9). In addition, Thornbury (1999: 70) miehs that “factors
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in the context of situation that are important to a&swhen interpreting the

meaning of a language item are the roles and relationshifhe speakers and

the mode of communication (is it a public notice, &eleta recorded message
etc?).”

The third kind of context is the context of text; thaf co-text.
Thornbury (1999: 70) defines co-text as “the rest of thetteat surrounds and
provides meaning to be the individual language items inekie” tin addition,
the interpretation of individual lexical items and of wteres within a discourse
is constrained by co-text (Brown and Yule, 1983: 47). Bl@®04: 8) defines
co-text as “the surrounding text.” “The sense of a khohlanguage — a few
words or a paragraph — is in part dependent on words and paragraphd it;
these constitute the co-text of the bit in focus.” Adaog to Celce-Murcia
(2002: 123), the knowledge of cotext is essential in contexamalysis.
Contextual analysis gives important clues about how gramnfunctions at the
discourse level. Within a context complete with caniel information and
cotext, many target forms or structures are used. Conteatadysis helps to
“make useful generalizations about where the targeh foccurs (or does not
occur), what it means, and why it is used (or not used)diyem speaker/writer

in a given piece of discourse” (Celce-Murcia, 2002: 123).

I. 2. 3. The Discourse Theory

“The Discourse Theory” is one of the theories regsuftom a theory of

language use. According to Kiymazarslan (2001: 7), this theophasizes that
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language development should be viewed within the framewérkow the
learners discover the meaning capacity of language byngakiart in
communication. He gives it as an example that Del Hyrdescription of
communicative competence reflects the principles hef Discourse Theory.
Kiymazarslan (2001: 7) adds that “communicative competemodudes
knowledge of the grammar and vocabulary, knowledge of rafespeaking,
knowledge of how to use and respond to different types otbmexts and social
conventions, and knowledge of how to use language apprdyptigdecording
to discourse theorists, it is believed that languageisitbign will successfully
take place when learners ‘know’ how and when to usdatiguage in various
settings and when they have successfully ‘cognized’ owariforms of
competence such as grammatical competence (lexis, mogghaigntax and

phonology) and pragmatic competence (e.g., speech acts).

According to discourse theorists, teaching L2 grammarbames the
positive aspects of natural learning and authentic use thdbke of explicit
grammar instruction (Hinkel and Fotos, 2002: 8). They say“thaddition to
focus on form, another direction of research deatls authentic language uses
and structures and their meanings in discourse and teztdrding to Celce-
Murcia and Olshtain (2000: 54-55), there are two approachegoptagmatic
approach and microanalytic approach. In a macropragapimach, language
teacher starts with “definable speech event” or attemior oral genre” (such as
a narration). This approach relates to top-down languageegsing. “A top-
down approach to language regards all levels of languagevasla, working

together (....)” (Cook, 1989: 82). In a microanalytic apprpashCelce-Murcia

Document Produced by deskPDF Unregistered :: http://www.docudesk.com



and Olshtain (2000: 55) point out, language teacher begins faiths or
structures. They indicate that “most functional gramarai follow some
version of microanalytic approach and have uncovered mwefhlusformation
that contributes to our understanding of the interactad grammar and
discourse.” They relate this approach to bottom-up languageessing.
According to Cook (1989: 82), “bottom-up approach divides commtiait
into discrete levels which can be dealt with separdteowever, this
separation of levels plays an important role in thely and the teaching of
discourse; that is why; its role should be taken imins@eration in language
teaching as well (Cook, 1989: 82). According to Cook, “a go@dl @ldanguage
teaching has followed a bottom-up approach, in that it hasidered only the
formal language system, often in isolated sentences, wtritf@monstrating or

developing the way that system operates in context” (83).

l. 2. 4. Discourse and Language Teaching

As it is stated before, Celce-Murcia and Olshtain (20®&):point out
that the major goal of teaching a foreign language i®rtable students to
develop communicative competence. As cited in Celce-Muarid Olshtain
(2000: 16), Dell Hymes and his colleagues are the first wignedr that
“language competence consists not only Chomsky’s (1957, 19&6)ntatical
competence but also of sociolinguistic or pragmatic competewhich covers

all situated aspects of language use and related issues opaagy (....)."
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Hymes’ argument —communicative competence- had an impaodient
on language methodologists who contributed to the dewsap of
Communicative Language Teaching (Celce-Murcia and Ols28m0: 16). As
it is indicated by Celce-Murcia and Olshtain, a pedagodieamhework based
explicitly on the notion of communicative competemneas first proposed by
Canale and Swain (1980) and Canale (1983). They argued thatucicative
competence consists of at least four components: Lingus grammatical
competence (knowledge of sentence patterns, lexical resyuretc.),
sociolinguistic competence (social and cultural knowlettgeise a language
appropriately, etc.,), strategic competence (knowledgehef strategies and
procedures related to language learning, language processing aahattion)

and discourse competence (Celce-Murcia and Olshtain, 2000: 16).

According to Celce-Murcia and Olshtain, the centrahpetency in
Canale and Swain’s framework is discourse competenceuseaaverything
related to other competencies comes together in imgC@lanale and Swain,
Celce-Murcia and Olshtain, 2000: 16) state that it “involtles selection,
sequencing and arrangement of words, structures, and sesitgterances to
achieve a unified spoken or written whole with refereoca particular message

and context.”

Cook (1989: 11) points out that “the language learner neels &dble
to handle language which is not idealized — language in use.laffguage
teacher needs, therefore, to decide on the extent tchvidhealized language

may help the development of disability.” He furtherimia that there are two
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approaches to language: sentence linguistics and disa@nabeis. In sentence
linguistics data, there are isolated sentences whichgemmatically well-
formed. They are either invented or idealized withogbatext. On the other
hand, discourse analysis data consists of any stoétahified language which
achieves meaning in context (Cook, 1989: 12). He suggests thatamwet
communicate witlonly the rules of semantics and grammar, so we just akysure

cannot communicate very well without them.”

[. 2. 4. 1. Cohesion

Halliday and Hasan (1976: 4) define the concept of cohesoa a
semantic one and indicate that “cohesion refersléioas of meaning that exist
within text and that define it as a text.” Cohesion ogeunere the interpretation
of some sentences are dependent on another senterbesdiscourse. That is,
“the one presupposes the other, in the sense that btcherffectively decoded
except by recourse to it” (Halliday and Hasan, 1976: 4).illbruj2004: 1)
further indicates that a speaker of a language can ehsilgguish between a
text and a collection of sentences because texts'tedare’, that is the quality

of functioning as a unity.

Widdowson (1979: 26) says that:

The notion of cohesion, (....), refers to the wagtences and parts of
sentences combine so as to ensure that there is piapals

development. Usually sentences used communicativelysgoulise do
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not in themselves express independent propositions: dfkeyon value

in relation to other propositions expressed through aitrgiences.

So as to be “cohesive”, a discourse must allow folecafe
propositional development and the sentences must bepajgpeoin the form to
allow this development (Widdowson, 1979: 27). As McCarthy ante€f1995:
89) indicate, cohesion has become central to theulisal components of the
syllabus in applied linguistics and language teaching. Hglbatal Hasan (1976:
29-30) point out that if a systematic analysis of calres done, with respect to
consideration relevant to grammar teaching in this studyeston should be
discussed referring to non-structural components oflie-cohesive ties. There
are different types of cohesive ties: reference, sulisti, ellipsis, conjunctions

and lexical cohesion.

Reference items in English, as McCarthy (1991: 35) poirttsroalude
pronouns, demonstratives, the artitle, and items likesuch a Reference items
have a “pointing” function in a given discourse. Hidly and Hasan (1976: 31)
state that “the information to be retrieved is teéfrential meaning, the identity
of the particular or class of things that is being refdto; and the cohesion lies
in the continuity of reference, whereby the same thirigrs into the discourse a
second time.” According to Hatch (1992: 223), to establisteresice’, lexical
items may be used. For example, ‘John’ can be usegfdoto a person named
John. Once the referent is established, ‘John’ can fleered as ‘he’. It is a
cohesive tie to the noun ‘John’. In addition to lexigams, for grammatical
reference, pronouns, demonstratives and comparativassade McCarthy and

Carter (1995: 91) point out that “in a conventional gramnpaonouns and
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demonstratives partake of different systems; in a diseogrammar, there is
every reason to bring them together.” McCarthy ande€41995: 91) indicate
that in the discourse-based syllabus “it will be studedomly alongsiddie and
shebut also alongsid#his andthat, in terms of the basic functions of topic focus
that operate in all discourses.” They add that “in qoetihg extended texts the
learner will have to be sensitive to constraints tagtire a return to a full noun
phrase when topicalization changes, or when new diseocsggments begin”

(McCarthy and Carter, 1995: 91).

A second major type of cohesive ties is that of swi&tn. Halliday
and Hasan (1976: 88) define substitution as a process inxthéhtd is, as “the
replacement of one item one another.” Hatch (1992: 224)tkaysin contrast
to reference, substitution refers not to a specitiiatye but a class of items.” It
can be made for nominals, verb groups, and clauses assitoisn in the

following examples taken from Hatch (1992: 225):

Nominal: Do you want the blankets? Yes, I'll takee

(“One” substituted for “blankets”)

Verbal: Did you sing? Yes,did.

(“Did” substituted for “sang”)

Clausal: The blankets needed to be cleaned. Yesditiey

(“Did” substituted for “needed to be cleaned”)
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In many language classes, although it is not easy tddtarieem into
other languages, these items are practised in sentemtegtammar exercises.
Whereas, it is easy to formulate basic rules forssuhion (McCarthy, 1991.:

45).

With the help of substitution, we do not need to answerestion like
“Do you like elephants?” with a sentence like “Ye$iké elephants” instead of
“Yes, | do”. However, Cook (1989: 20) says that “unfortunatetyich
traditional language teaching in its zeal for practising vensds and using new
vocabulary, has concentrated exclusively on longandofAnswer with a full

sentence please!) and deprived students of briefer, rathrerdic options.”

The third major type is ellipsis which is defined as thassion of an
item by Halliday and Hasan (1976: 88). As Cook (1989: 20) indicaiestting
part of sentences on the assumption that an eaelersce or the context will
make the meaning clear is known as ellipsis.” McCari®9{: 44) says that it
is not easy for language learners to learn what siralctomissions are
permissible. Yet, “it does not seem to be readily wsaoh by proficient learners

in situations where native speakers naturally resatt’to

The fourth type of cohesive tie is conjunction. Hallidayd Hasan
(1976: 226) indicate that conjunction is different in natéinam the other
cohesive ties because “conjunctive elements are cohesivia themselves but
indirectly, by virtue of their specific meanings; they ao¢ primarily devices for
reaching out into the preceding (or following) text, but tleeypress certain

meanings which presuppose the presence of other componémtsdiscourse.”
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Hatch (1992: 225) adds that the conjunction helps one tmpietethe relation
between the clauses. There are several conjunctivatiored: additive,
adversative, causal and temporal. Cook (1989: 21) indicatés‘lémguage
learners need to know both how and when to use them. phesence or
absence in discourse often contributes to style, ameé sonjunctions can sound

very pompous when used inappropriately.”

To conclude, it is suggested by McCarthy and Carter (1995: @P) th
there is a need to look at traditional categories faomew perspective. Cohesion
and cohesive ties suggest “powerful links between the higra#r choices
(such as paragraphing and realizing elements of textual gteerd the lower
order features such as pronoun and demonstrative reégrdimey further claim
that this is what a discourse grammar is meant by ana/ the grammatical
inventory of the discourse syllabus would differ from thenventional,

sentence-based grammatical inventory” (McCarthy and C&:985: 92).

I. 2. 4. 2. Coherence

Celce-Murcia and Olshtain (2000: 8) claim that an effectliscourse
also requires coherence as well as cohesion. “Colesgamtributes to the unity
of a piece of discourse such that the individual seet®m@nd utterances hang
together and relate to each other.” They add that cobermay be viewed as

part of ‘top-down’ planning and organization. According to Y(l685: 106),
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coherence is “not something which exists in the languagesdmething which
exists in people. It is people who ‘make sense’ of ihay read and hear.” The

following is a good example which is taken from Widdowséul¢, 1985: 107):

Nancy: That's the telephone.

Ron: I'm in the bath.

Nancy: O.K.

Although there are no cohesive ties within this fragnadrdiscourse,
one may easily interpret the message. It is clear‘dr@auage users must have a
lot of knowledge of how conversational interaction kgowhich is not simply

‘linguistic’ knowledge” (Yule, 1985: 107).

Cook (1989: 28) indicates that depending on who says thensentto
whom and in what situations, one can understand thetiun of the utterance.
The same utterances may function as an order, angap®lor an interpretation.
In this case, just by knowing the structure or the roles language is not

enough to react the utterances used without formal links.

[. 2. 4. 3. Information Structure
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As it is stated by Celce-Murcia and Olshtain (2000: B)fotmation
structure is the presentation of ‘old’ (known) information verstreew’
(unknown) information.” Cook (1989: 64) indicates that “tbedering of
information is determined by the sender’s hypothesis anat the receiver
does and does not know.” That is, information can be divide two types —
given (which the sender thinks the receiver alreashns) and new information
(which the sender thinks the receiver does not know) (Cb@s9: 64). Celce-
Murcia and Olshtain (2000: 8) say that “basic principleifiédsrmation structure
is thatthemes/topics (old informatiogjenerally preceddgnymes/comments (new
information) in order of presentation.” They define the terms thatopic is a
discourse entity that connects one part of the diseotarther parts through
continuity in given information (i.e., old or known imfoation) that runs
through the entire discourse and helps us understandisvhaing discussed.”
On the other hand, the comment is “what is said abwattopic and that is
generally new or added information” (Celce-Murcia and @ish 2000: 9).
McCarthy (1991: 52) points out that “the relationship of trente to the rest of
the sentence is viewed as parcommunicative dynamis(..).” In addition to
this, Cook (1989: 67) indicates that one’s assumptioositaihe world and the
people with whom s/he communicates give unity to hisfhecourse and
success to his/her communication. What reveals onsismggtions about the
world and people is the choice one makes about the ofdeformation in
discourse. Since the information structure illustratestual features of a
discourse and therefore has a great role in an effecimmunication, it must

be an important part of language teaching. According to Cook (1%BQ
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“‘grammar teaching may have to reorient some of its stralctdescriptions
(....).” He adds that since traditional teaching includesesee-level exercises,

it should be adjusted to discourse-oriented approaches.

l. 2. 4. 4. Critical Discourse Analysis

Celce-Murcia and Olshtain (2000: 10) say that although diseaars
neutral for some critical discourse analysts, itasan neutral. That is why, “it
must thus be analyzed in terms of political ideology, aduistory, and power
structures that it embodies and expresses, expliaitigdrectly.” According to
Celce-Murcia and Olshtain (2000: 10-11), many critical disewsalysts
believe that education is political and ideologicaldms extent although many
teachers are not aware of this. Critical discoursdyats think that discourse in
classroom may avoid the social inequality to some éxtéhe discourse in the
language classrooms and the discourse of the textboelkexamined critically.
Thay is why, Celce-Murcia and Olstain (2000: 11) suggest ¢éaahers must be
aware of this fact to be ready to the potential reastiorthe discourse created in
the classroom. Critical discourse analysis may avmdnmisunderstanding of a

discourse.

In conclusion, there is a strong relationship betweacodirse and
language teaching. As Celce-Murcia and Olshtain (2000: 17) teditanguage

resources and discourse processing are presented ir@ctive and integrated
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manner that encourages both principled use of authentioulsge samples and
simulation of natural language processing.” Widdowson (1979: B@ys the
relationship between discourse and language teaching wathéhat “language
use has to do with propositions and the acts they actosperform. But these
do not occur in isolation: They combine to form discourske further claims
that when a child learns a language, he learns how ksnairthe same time. He
does not acquire a formal system. At first, the childngavhat it is to ask for
something, to explain, so on. Then he becomes awate dbrmal elements in
the business social interactions. He learns certaimuwn patterns of discourse
development with the understanding of basic conversatiooutines, “like
guestion/answer sequences.” In addition to this, the sehsgpropriacy is
established not through formal education but through acquimogvledge of
communicative conventions in a natural process (Widdowk®r9: 52-53). So
an important part of the purpose in language teaching istémck the range of
learner’'s knowledge of communicative conventions in s danguage and
then the target language. According to Widdowson (1979: 54)e thes
conventions are not specific to any particular languagecddrse differences
are essentially cultural rather than linguistic. Tatwhy, he suggests that
teachers should teach text recognition and production ftural isolation
without reference to any particular uses of language. eédewdiscourse can

only be taught in relation to actual areas of use.

It is clearly seen that “knowing” a language “involvegy@od deal
more than the ability to speak, hear, read and writeecbrsentences”

(Widdowson, 1979: 54). As Cook (1989: 43) indicates:
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We need to help learners integrate the componentsyohooication one
with another. It's no good teaching them as discretts @amd hoping that
the learner, suddenly faced with a communicative sitoadidl be able to

integrate them all with immediate success.

l. 2. 5. Teaching Grammar in Context

The reason why it makes sense to teach grammar iextdstthat
“all naturalistic learning of first and second languag&edalace in context
and at the level of discourse rather than the absteatence level” (Celce-
Murcia, 2002: 119)Similarly, McCarthy (1991: 62) says that “a discourse-
oriented approach to grammar would suggest not only a gesatgrasis on
context larger than the sentence, but also a reassessf priorities in terms
of what is taught about such things as word order, artielgssis, tense and

aspect, and some of the other categories.”

Celce-Murcia (2002: 119) further indicates that “knowing litexal
decontextualized meaning of utterance and being able to pratueéh
grammatical accuracy are only a part (....) of being &blase the utterance
appropriately in a variety of communicative contextyit kalso one needs
contextual knowledge such as pragmatic knowledge, purpmse,in addition
to the knowledge of grammar and lexis. The contextual kedye interacts

with discourse knowledge in the way that what hasadiyédbeen mentioned and
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what is most likely to be mentioned next. For examipléhe use of “articles” in

English, knowledge of discourse interacts with contabdknowledge.

However, Celce-Murcia (2002: 120) points out that in formal
linguistics grammar is described and studied as “contegt¥nowledge” which
fits well Chomsky’s “innateness hypothesis.” On theeothand, “language
socialization hypothesis” says that one acquires gr@mnand uses it when s/he
develops cognitively and socially. According to the hypstb, Celce-Murcia

(2002: 121) indicates:

Grammar in first or second language is acquired through Hrades
repeated and meaningful experience with contextualized dis¢comrse
which grammar is a structural resource that may or meayget explicitly
analyzed by the learner as she or he observes and@ages in

meaningful interaction.

In addition to this, what is convincing about teaching gramma
context is that there are few “rules” of English graan which are context-free.
According to Celce-Murcia and Olshtain (2000: 52), determmoem
agreement, use of gerunds after prepositions, reflexive pilinabmations
within the clause and some-any suppletion in negatiotharenly the context-
free, that is sentence-level rules. As it is seeoabh there are few context-
free rules in English grammar, there are many othksrwhich are meaning
dependent, therefore, not context-free: Use of pass@rsus active voice,
indirect object alternation, pronominalization (acrolsgises), article/determiner
choice, position of adverbials (phrases, clauses)ptisgistentialthere versus

its non-use, tense-aspect-modality choice, rightdeflocation of constituents,
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choice of logical connector, use versus non-use défts andwvh-clefts (Celce-

Murcia and Olshtain, 2000: 52

Because of this case, teachers of English as a seocwngff language
should deal with grammatical rules not in isolatedtesgzes but in context.
Celce-Murcia (2002: 122) says that “context-free knowledgef ikess value
than contextualized knowledge.” She further claims thathing grammar in
context means teaching grammar through context-embeddedurdiscrather

than through abstract, context-free sentences.

According to Thornbury (1999: 69), since language is context-
sensitive, without context, it is very difficult toagver the intended meaning of
a single word or phrase. For example, the followingtesees taken from

Thornbury are almost meaningless out of context:

a. The ones that don't, seem to think so.

b. It's a drink.

When the sentence (a) is uttered in the specific corgmen, the
meaning of it depends on the sentence immediately precieditggit important
a gin comes from Londorhe one that don’t, seem to think Because, though
they all have ‘London Dry Gin’ on their labels, onlgeopremium gin is actually

distilled in London, the city of great gin making” (Tinbury, 1999: 70).

In addition, the meaning of the sentence (b) depends oplg®
expectations about the answer to the question in th@vfog context (from

Theroux cited in Thornbury, 1999: 70):
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‘Are you going to that Hodders party?’

‘| said that I didn’t know anything about it.’

‘It's for that boring woman who writes picture bookboat Nash

terraces. Every twit in London will be there.’

‘So are you going?’

‘Itisadrink (....).

In this case, the expected answer to the question “Aunegging?” is
yes or no. In the context, it is clear that the asiit is a drink’ means ‘yes’
rather than ‘no’. Nevertheless, the sentences atleere ambiguous or

meaningless out of the context.

Thornbury (1999: 71) says that “although language has traditidresen
analyzed and taught at the level of the sentence,lasglage use seldom
consists of sentences in isolation, but of groups ofesess (....) that form
coherent texts.” Thornbury finds it easy to look at gramtaken out of context

just as it is easier to examine a fish out of watan tih its natural habitat.

In conclusion, the study of grammar and teaching gramaramat be
restricted to the sentence-level. Celce-Murcia and @ilsl{2000: 68) suggest
that “there will always be a few local and fairly echenical grammatical rules
that learners need to practise, such as basic word ondkmng sure determiners

and their nouns agree, selecting the correct reflexiveopno object, and using
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gerunds after prepositions.” They add that after practisiof sules, they must

be extended to automatic use in discourse-level contexts

[. 2. 5. 1. The Grammatical Rules and Constructions in Dt®urse-

Based Approach

l. 2. 5. 1. 1. Subject-Verb Agreement

Although subject-verb agreement in English is seensetence-level
rule according to traditional grammarians, it is arguedCajyce-Murcia and
Larsen-Freeman (Celce-Murcia and Olshtain, 2000: 55)“dsgecially in the
case of collective noun subjects, subject-verb agreemémnglish can often be
flexible depending on the perspective of the speaker/wiiter the speaker or
writer has a choice.” The following examples takemnfr&elce-Murcia and

Olshtain (2000: 55) show the flexibility discussed above:

a. The gang was plotting a takeover.

b. The gang were plotting a takeover.

In this case, if the speaker or writer views “the gang"aaunit, the
singular verb form as in (a) is selected. Howevethef speaker or writer views
“the gang” as several individuals, then the plural vesbmfin (b) may be
selected (Celce-Murcia and Olshtain, 2000: 55). It shows ghhject-verb
agreement is not a context-free rule and thus it i wnelerstood in discourse-

based approach.
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[.2.5.1. 2. Word-Order Choices

Although there are some languages which have a flexible wiater
such as Chinese, Czech and Latin, there are some athese word order
differences have a pragmatic basis. Even in Endlieare are many word-order
variations that are pragmatically motivated and depemccantext for their

explanation and interpretation” (Celce-Murcia and Qisht2000: 56).

Dative alternation is one of the variations in word orseEnglish.
While there are two equivalent ways of expressing a @bpo ina sentence-
level approach to grammar, they may not be seen as equivaleigcourse-
sensitiveapproach to grammar. The following examples are taken €elce-

Murcia and Olshtain (2000: 56):

1. Sid gave the car to Jim.

2. Sid gave Jim the car.

According to the discourse-sensitive approach to graminesgettwo
sentences argonequivalentecause they occur in different discourse contexts
while they are equivalent in sentence-level approach tanmgea. Since

discourse is sensitive to the ordering of old and newrnmdtion, one can easily

interpret that while “Jim” is the new information imet sentence (1), “Jim” is old
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information and “the car” is the new information imetsentence (2) (Celce-

Murcia and Olshtain, 2000: 56).

There may be “two possible word orders in constructiomsposed of
separable phrasal verbs and lexical (rather than prongnuliralct objects”

(Celce-Murcia and Olshtain, 2000: 56):

1. Edward gave up his reward.

2. Edward gave his reward up.

These sentences are, again, equivalent according setivence-level
approach to grammar. However, they are not equivamce “the degree of
newness” or “the importance of the direct objectypla role in determining the

word order (Celce-Murcia and Olshtain, 2000: 56).

The choices in word order should be taught through discdecszuse
the difference between two sentences which seem &gbralent cannot be
explained in a sentence-level approach. In order to comncate effectively,
learners of a second/foreign language should know thd wmler variations in

the target language and thus interpret the sentences arahcgtecorrectly.

I. 2. 5. 1. 3. Tense and Aspect

Celce-Murcia and Olshtain (2000: 58) point out that “the afsense,

aspect and modality system as a source of coherengzoutse has become an
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increasingly prominent topic in applied linguistics (.. Qiting Schiffrin’s study
on the use of the historical present tense and itati@mi with the simple past
tense, McCarthy and Carter (1995: 94) point out that thgyshas become a
good example of the approach that combines grammar andudiscsince it
“‘compares the use of past tenses and historical pressesta spoken narrative
data, and finds that historical presents tend to clustdreicomplicating event

segments of narratives (....).”

Many discourse analysts agree with the fact that tlera close
relationship between patterns of grammatical choic# @mntextual features
relating to types of discourse (McCarthy and Carter, 199b: 9%y point out
that “tense and aspect are basically conceived ofreating the temporal
framework within which actions, events and processes atge toterpreted.
Thus labels commonly used in teaching, for exampiesent continuouand
past perfectserve to capture notions such as ‘events happening noactris
occurring in the past prior to another past”(McCarthy arait€r, 1995: 94).
They further claim that these labels are useful and thigdearner a systematic

resource with which to communicate effectively.

However, these commonly used labels are very much edé¢otvards the
‘Objective’ representation of time as ddeational elements of the
message, whereas we have argued consistently thabfgs discourse
involves participants whose linguistic choices also ceflgheir
relationships with one another (interpersonal functicess)well as the
overriding concern of using the language to the participants

communicative goal (textual functions).
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In addition to the verb tense which realizes the etesmef discourse
structures in narratives, choice of aspect in the ydmase is also relevant.
McCarthy and Carter (1995: 95) point out that “speakersoftéin change from
the simple form of historical present tense to cattirs aspect to give particular

forms to selected actions and events.”

As it is clearly seen, the choice of tense and aspasta discourse
dimension since “the choices are not determined purelgemantic factors

relating to ‘objective’ time” (McCarthy and Carter, 1995:.96)

Since teaching tenses is a recurring item in English langieagéing
syllabuses, it is important to deal with the studieeedby discourse analysts.
According to McCarthy and Carter (1995: 97), tenses are tfi@dled only in
the form of isolated sentences. They may be helptulpatural texts can be as a
follow -on at the earlier stages of learning. Moreoweth the advanced levels,
in order to focus on the interpersonal and textual fanstiof tense choice,
natural texts are preferable to sentences since thasaimrecycle the tense
contrast. Therefore, McCarthy and Carter (1995: 97) suggaisthié language
teaching syllabus should be designed in the way thatpitoeyde guidance as to

the discourse genres as well as the grammatical ctmtras

l. 2. 5. 1. 4. Modality
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As McCarthy and Carter (1995: 102-103) indicate, modality is
undoubtedly important in any language course according totréubtional
“syntactico -semantic” approach. However, “at thecalisse level, a broader
view of the devices available for expressing the modal immgtof certainty,
doubt, commitment, detachment, necessity, obligatorines, is necessary,
along with a consideration of how modality relategémres and patterns.” For
language teachers, as McCarthy and Carter point out, kgowhere to find
rich textual sources for teaching grammar points is oreimain problems,
therefore, they choose to work on “made-up” exampl@s.the other hand,
McCarthy and Carter (1995: 103) point out that “data studie} ¢an provide
just a sort of information needed concerning the bastcss; this is one of the

most useful contributions that discourse analysis m@kapplied linguistics.”

[. 2. 5. 1. 5. Marked Constructions

There are some constructions which languages develop *“to
accommodate the flow of information in discourse orsfeecial rhetorical effect
in certain contexts” (Celce-Murcia and Olshtain, 2000: S®¥xclefts, it-clefts
and existentiathere are examples of such constructions. Although they exist to
accommodate the flow of information in discourse, tmgedagogical
approaches treat such constructions at the sentendeidyeaather than at the

discourse level (Celce-Murcia and Olshtain, 2000: 59).
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McCarthy and Carter (1995: 93) claim that cleft construasoone of
discourse management features which must be dealt with dis@urse
grammar. They say that “not only do they represent dicpkar type of
thematizing strategy, but also, it seems, they have taagge influence well
beyond the sentence they occur in, within textual enviromrheCleft
constructions have also an important role in the diseofusactions. Citing
Jones and Jones, and Hudson, McCarthy and Carter (1995: @3)hstiathey

may signal the topic of a paragraph or may be used toidures advice-giving.

In addition to cleft constructions, the functions odséential there
construction is “to introduce for subsequent developnaespecific subtopic
something more general than has already been establidtweg aith the
assumption that this subtopic will be further developeslimsequent discourse”

(Celce-Murcia and Olshtain, 2000: 60).

l. 2. 5. 2. How to Teach Grammar through Discourse and Context

According to Celce-Murcia and Olshtain (2000: 17), in th&sw
perspective to grammar teaching, teachers are no longet, sut they are
flexible. “Teachers, however, have a new and very ingmbrtole to play by
becoming personal mentors for individual students, coacmdggaiding them
to become autonomous learners.” They indicate thaictters are expected to
become reflective researchers who evaluate and retlek &approaches,

attitudes, and methods of presenting new subject mattstuttents, at every
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stage in the teaching/learning process” (17). On the other leamders are not
expected to be “passive recipients” of the teaching/legrprocess. They are
independent in their choices. In addition to that, they responsible for their
own learning and developing themselves. “They are alsn adfhcouraged to
carry out self-evaluation in order to further their learnsugd to develop
metacognitive awareness in order to plan and regulaie ldnguage learning
and language using skills”( Celce-Murcia and Olshtain, 2000:14Addition to
the teacher and the learner, materials used in thhibtgdearning environment
have also critical role in developing the language ski#ls Celce-Murcia and
Olshtain point out, materials should allow the lessngr make choices and
consider alternatives to fulfil their needs in learnengecond/foreign language.
Since “the language classroom becomes a special tygisamiurse community,
(....) instructional materials should ideally offer ates to teachers and learners;
they should be flexible and allow for adaptation to spedfarner needs and
contexts” (Celce-Murcia and Olshtain, 2000: 231).

Although it is stated through this chapter that in order akiersense of
grammar taught and use the target language communicaleaigers need to
be exposed to text and to be encouraged to produce nosgleted sentences
but whole text in the language, it is not without prolddifhornbury, 1999: 72).
According to Thornbury, these problems relate to thacehof texts. Teachers
may use course books and authentic sources (newspapgs, Starary texts,
etc.).The students and teachers themselves may beutoe ®f texts.

By focusing on discourse in language teaching, not only therialate

and the role of teachers and students change, buthalsealy language is taught
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shows important changes. Citing McCarthy and Cartercecdurcia and

Olshtain (2000: 230) propose - instead of traditional languiEgehing

methodology which includes “presentation-practice-producti@@&quence-
illustration, interaction, and induction sequence. By “tHagon”, they mean
using real data (authentic materials). By “interactichey mean discourse-
sensitive activities that focus on uses of language agdtiaion of meaning.
By “induction”, they mean “getting learners to draw cosmus about the
functions of different “lexico-grammatical” options,etieby developing a skill
for noticing critical features of form.” As quoted in Geldurcia and Olshtain
(2000: 230), McCarthy and Carter say that “such a teaching agprbas

considerable potential for a more rapid acquisition bynkas of fluent,

accurate, and naturalistic (....) communicative skKills.

According to Weaver (1996: 141-147), teachers should follow the
following guidelines in discourse-based approach: Theyldhengage students
in writing and reading more including literature that istipatarly interesting
and challenging syntactically. They should teach relevapéas of grammar
within the context of either student’s writing or any autie text as they
become useful in the context of what the students$rgireg to do. She suggests
that to become a “teacher-researcher”, teachers csloetérmine the effects or
their teaching of selected items of grammar or their siististudy of grammar
as an object of inquiry and discovery. As risk taking emdr have an effective
role in learning, teachers should encourage students to expeithe language
in use. Instead of insisting that there is always onlat agswer to a question,

students should appreciate the alternatives and ambiguoigesmmar.
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l. 2. 5. 2. 1. Teaching Young Learners

As it is stated before as a case against formal granmmsauction,
younger learners do not benefit from formal grammatrucson, yet some
focus on form may be helpful (Celce-Murcia and Olsht&000: 61). They
suggest focusing on form in “painless manner”, by which tm&an “using
meaningful exchanges that highlight useful grammatical $dri@&tudents have
chance to use language in a meaningful way, that is, oamgbiform and
context. Students may become aware of the target steuzyualking or writing
about themselves by using the target structure. As Thornfl899: 76)
suggests, a scripted dialogue may be used; for instarteadb present simple.
However, just giving the students a dialogue does not nidrall the students
will be able to understand the form and use it. In thig,cascropragmatic
approach is helpful. The tasks during the lesson shoudtl foicus on the

meaning and then the form.

l. 2. 5. 2. 2. Teaching Beginners

As Celce-Murcia and Olshtain (2000: 61) point out, beginnexser

most challenging groups to use the discourse-based gramewcainge because

they have very limited knowledge in the target languageacie&rs may

sometimes have to teach some vocabulary to makasyt ® comprehend the
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discourse. The activities used in the Total Physical Resptethnique can be
more suitable in most cases for the beginners. To gregammar and to
practice the comprehension of the meaning conveyed by @fispgrammar
rule, listening and responding actively to the commands beaysed at this
level. The commands must include coherent sentencesliskening and
responding. This type of activity is suggested to prepareeitmdrs for the
comprehension and production of related narrative disc§Gedee-Murcia and
Olshtain, 2000: 61-62). Similarly, citing Celce-Murcia andlddi Celce-Murcia
and Olshtain (2000: 62) suggest “listen-and-colour” exerciBgsthis way,
students are exposed to meaningful context which mayaaskstinguish the
pronouns, positive or negative instructions, etc.

Since beginners’ knowledge of target language is limitedalvolary
related to a particular topic is one of the most imgratrteaching points to spend
time so that learners’ wordstore may be used to pegtiammar points and to
perform related activities.

Depending on the age and needs of the beginner leatimerspic of
the activities and so the discourse may be varied aschthings | like to do
when | have time” and “things | do every day.” By using ¢éhé®adings,
learners will be made aware of some related vocabudach as; leisure
activities (play football, go swimming... etc.) At the ewmicthis kind of activity,
learners may produce their own texts about the headBysising their own
texts, the teacher may present the structure “Simpdselit Tense” (Celce-

Murcia and Olshtain, 2000: 62-63).
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l. 2. 5. 2. 3. Teaching Intermediate Learners

Since the language input is larger in this level, it iSeea® find
authentic contexts to teach some grammatical structurehis level, it is also
possible to use students’ own writing as a context arestan the classroom.
The lyrics of songs may be helpful in practising thegleage in discourse
(Celce-Murcia and Olshtain, 2000: 63-64). Thornbury (1999: 85) suggssts
“genre analysis” to teach some grammatical struct#est is discussed in the
previous parts, he says that “a genre is a type of teasevoverall structure and
grammatical and lexical features have been determinedelgyotitexts in which
it is used (....).” Students first get the meaning by payittignon to the

communicative function of the form used.

l. 2. 5. 2. 4. Teaching Advanced Learners

Celce-Murcia and Olshtain (2000: 66-67) suggest using an “inductive
analytic approach” to teaching grammar in discourse. Stsider expected to
give a description to the use of the forms and struciard®e target language.
As presented in Celce-Murcia and Olshtain, the studeants e given three
authentic texts usingiould and used toand asked to describe the use of these
forms in the three texts. They may be guided by some iqnedike “Which
form establishes a frame or topic?” According to Célrecia and Olshtain
(2000: 67):

Learners who do such activities can remember and appsonably

well the grammar they learn this way since theyehdiscovered how
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grammar is a resource for telling a story or creatag tather than

grammar simply existing as a set of abstract senteweérules.

The place of grammar instruction in the second/fordmmguage
curriculum has been strongly discussed in recent yearghidnchapter, the
reasons why it should be included in a second/foreign lgegaarriculum
and the reasons why it is seen unnecessary to include inutriculum are
discussed. While the traditional approach views grammathascentral
component of a language, the communicative approach baysytammar
teaching is useless because it does not correlate vgttiriag grammar. Both
approaches have some deficiencies in language teachingneWhapproach -
teaching grammar in context - combines the positive aspdctbe two
approaches. That is, the method teaching grammar inxtantdudes both
acquisition activities and learning exercises. The legsmms implemented in
this study have been prepared on the basis that theydentloth acquisition

activities and learning exercises.
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CHAPTER I

METHOD

In this chapter, the research model, the sample gatp, collection

materials, development of the teaching materials, proeeah analysis of the

data will be presented.

II. 1. Research Model

Since the research is an experimental study, thersvargroups in the

research: Experimental group and control group. They wargiven a pre-test
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because this study is a “learning experiment”. Both groups @®en a post-
test. There was a treatment for the experimentalgm@s it is shown in the

research design:

Groups Pre-test Treatment Post-test
E L X T1
C T2

Il. 2. Sample Group

The experimental and control groups were chosen fromséhwenth
grades at state schools in Mersin. While choosing theodstand classes, the
age and the flexibility of the English teachers, timettable of the English
courses and the number of the students in each class taken into
consideration by the researcher. The teachers in twereliff schools are 8-year
experienced in teaching young learners. The time-tabléasfet teachers was
also taken into consideration because the coursegs wbserved by the
researcher.

There are forty-nine students in the experimental grdumpy{one girls
and eighteen boys. In the control group, there atg-tbree students: twenty-
two girls and twenty-one boys. The experimental groudrasn Mustafa
Kayisoglu Primary School and the control group is from Batik€nimary

School in Mersin.
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[l. 3. Data Collection Materials

Two different types of materials were used in the me$ea post-test

and an opinion questionnaire.

Il. 3. 1. Development of the Material used as the Post-Test

In order to develop the post-test material, a testistmg of two sub-
tests on the structure “used to” was designed by therobsza(Appendix 1).
The first sub-test, which is called as “A”, consisfstwenty multiple choice
items. The other sub-test, which is called “B” considteventy multiple choice
items. While there are sentence level items on uskilpe darget structure “used
to” in the sub-test A, in the sub-test B, therefarte reading passages written in
the target structure “used to” and reading comprehensioniangesthe reading
passages are called as Ba, Bb, Bc and Bd. The items isuthtest A are
sentence level test items which reflect the tradstianethod. The focus is on
form rather than function. The items in the sub-tBstare context-based
guestions which reflect the context-based method. Thesf@con the function
of the form “used to”. The test was given to 205 studahtgrivate and state
schools in Mersin who had been taught the structure ‘tasdzkfore.

The data were analyzed by using the SPSS program. Itein-tota
correlations were analyzed to investigate item vadsitby using biserial
correlation (rb) technique. According to the resultg dem from each sub-test

was omitted. The ninth item from the part A, and tlevehth item (Bcl) from
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the part B were omitted. Then the items in each sgbvere ordered again
from the easiest to the most difficult one. The tssaof item difficulty index (p)
are shown in the last column of each Table.

Table 1. Item-Total Correlation for the Sub-test A.

Iltem Number Rb p
Al 0.756 512
A2 0.861 .376
A3 0.825 424
A4 0.563 459
A5 0.696 .376
A6 0.896 512
A7 0.887 532
A8 0.887 .585
A9 0.241 415

Al10 0.880 537
All 0.728 449
Al2 0.780 576
Al3 0.771 .537
Al4 0.940 512
Al5 0.809 561
Al6 0.779 .654
Al7 0.754 273
Al8 0.771 .605
Al9 0.808 478
A20 0.898 .694

Table 2. Item-Total Correlation for the Sub-test B.

ltem
Number Rb p

Bal 0.569 .380
Ba2 0.462 .815
Ba3 0.928 .229
Ba4 0.736 741
Ba5 .0.764 737
Bbl 0.731 673
Bb2 0.467 571
Bb3 0.952 541
Bb4 0.715 .663
Bb5 0.789 .678
Bcl 0.326 312
Bc2 0.587 444
Bc3 0.736 .780
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Bc4d 0.584 .698
Bdl 0.394 439
Bd2 0.510 .259
Bd3 0.656 751
Bd4 0.340 .766
Bd5 0.438 439
Bd6 0.530 327

To investigate the reliability of the test, Kuder-Richam20 was
calculated before and after omitting the two itemse Titst Kuder-Richardson
20 results and the last results after omitting the tems are shown in the
following Table. As it is seen in Table 3, the relidlibf the sub-tests A and B
and the whole test is at the adequate level. The psistraterial is included
thirty-eight items, nineteen in the sub-test A and nineteethe sub-test B

(Appendix 2).

Table 3. Kuder-Richardson 20 before and after omitting the #ms.

KR-20 A KR-20 B KR-20 A+B
Before 0.913 0.812 0.919
Atfter 0.920 0.800 0.920

Il. 3. 2. Development of the Opinion Questionnaire

The opinion questionnaire consists of two questions waiehasking
students’ opinions about the sub-test A and the sub-téstppendix 3). The
guestionnaire was attached to the end of the test whishgwan to those 205

students at private and state schools in Mersin.
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Il. 4. Development of the Teaching Materials

Teaching materials were prepared by the researcher (Appdidi
According to the yearly plan prepared by the English hewc of the
experimental and control groups, the teaching unit wasreted as “used to.”
In the yearly plan, time given for the unit is fourdperEnglish course. For the
experimental group, the lesson plans of a-four-period iEinglourse on the
structure “used to” were prepared by the researcher drasie of context-based
grammar teaching. The materials and handouts were madie fo the teacher

of the experimental group.

Il. 5. Procedure

[l. 5. 1. Treatment

Before the treatment, the teachers were told thay twould be
observed during the lessons. The teacher of the expetal group was
educated for the implementation of the experimental ockthhe teacher of the
control group went on teaching as she used to before, bwtah observed that
she did not use the context-based grammar teaching methott@miques
during the teaching periods. With the experimental group,daeher applied
the lesson plans just as the method suggests. With tiw®lcgroup, the teacher

just used the course book. She did not use extra materials
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[l. 5. 2. Data Collection

At the end of one-week treatment, each group was giesaine test
in their own classrooms and by their own English teach@&he post-test
included the sub-test A, the sub-test B and an opiniortiquneaire. There were
nineteen questions in each sub-test and two questions einoffinion
guestionnaire. In order to control order effect, the tesbs were given after

reordering the items according to the results of the d@efiaulty index.

Il. 6. Analysis of the Data

To analyze the data, t-test for Paired Samples arestt-for

Independent Samples, Pearson Moments Product Correlatserial

Correlation Coefficient and ANCOVA were calculated bging SPSS 10.0.

Analysing the correlations between the learners’ opsamd their scores in the

tests, learners’ opinions are assumed to be contirargmble.

CHAPTER IlI

RESULTS AND DISCUSSION

Results are discussed in the order that the researstioqseflow.
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1. a. Are there any differences in terms of gramimetween the
students who are taught the target structure in contextrase who are taught

the same structure at the sentence level?

Table 4. The Results of t-test for Independent Sampldsr the Sub-

test A.
N X S t p
E 49 14.1837 3.7731 3.751 |0.000
C 43 10.7907 4.8871

Table 4 shows that there is a clear difference imgeof grammar
between the experimental and control groups. However siecgroups are not
given a first test, this difference cannot be attainedhe treatment in the
experimental group. Because of this, the English course gdde students
participated in the research are taken as a covaratable and the data are

analyzed again by ANCOVA.

Table 5. Analysis of Covariance for the Sub-test A.

Source of Sum of
Change Squares Df Mean Squarg F p
E/C 1.014 1 1.014 .068| .795
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English Grades 362.173 1 362.173 24.240, .000
EC * Eng. Gradeg 9.699 1 9.699 .649| .423
Error 1.314.803 88 14.941

As can be seen in Table 5, the experimental group is swmeessful
than the control group before the experiment (p= .0009rimg of their success
in English. The results of the ANCOVA show that aeftevariating the English
course grades of the students, there is not a differesiveeen the groups in

terms of grammar, which means that the manipulationtiproved.

1. b. Are there any differences in terms of reading preimension

between the students who are taught the target structwentext and those

who are taught the same structure at the sentenc® level

Table 6. The Results of t-test for Independent Sampldsr the Sub-

test B.
N X S t D
E 49 12.3061 2.8078
3.262 | 0.002
C 43 10.3488 2.9430

It is shown in Table 6 that there is a clear diffeeem terms of reading
comprehension between the experimental and control gréigpsever, since
the groups are not given a first test, this differenaenct be attained to the
treatment in the experimental group. Because of thesEtiglish course grades
of the students participated in the research are takancavariate variable and

the data are analyzed again by ANCOVA.
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Table 7. Analysis of Covariance for the Sub-test B.

Source of Sum of Mean

Change Squares df Square F p
E/C 16.769 1 16.769] 2.919] .091
English Grades 236.58 1 236.581 41.178 .000
EC * Eng. Grades 24.41 1 24419 4.250] .042
Error 505.59( 88 5.745

In Table 7, it can be seen that the experimental gresupnore

successful than the control group before the experifpnt000) in terms of

their success in English. The results of the Analg$i€ovariance show that

after covariating the English grades of the studentsetlis not a difference

between the groups in terms of reading comprehension, whiansnbat the

manipulation is not proved.

l.c. Are there any differences in terms of grammar agatling

comprehension (total score) between the students whdaaght the target

structure in context and those who are taught the saoewse at the sentence

level?

Test.

Table 8. The Results of t-test for Indepemtht Samples for the Whole

N X S t p
E 49 26.4898 5.4663
C 43 21.1395 6.2510 4380 0.000
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Table 8 shows that there is a clear difference msesf both grammar
and reading comprehension between the experimentalcanttol groups.
However, since the groups are not given a first tes, dliference cannot be
attained to the manipulation. Because of this, the iEimglourse grades of the
students participated in the research are taken as aatevaariable and the

data are analyzed again by ANCOVA.

Table 9. Analysis of Covariance for the Whole Test.

Source of Sum of

Change Squares df Mean Square F p
E/C 26.032 1 26.0321 1.217| .273
English Grades 1.184.188 1 1.184.188 55.367| .000
EC * Eng. Grades 64.896 1 64.896| 3.034| .085
Error 1.882.141 88 21.388

In Table 9, it can be seen that the experimental greupnore
successful than the control group before the experirfpEnt000) in terms of
their success in English. The results of the ANCOVWAweg that after covariating
the English course grades of the students, there ia ddterence between the
groups in terms of both grammar and reading comprehengioch means that

the manipulation is not proved.

1d. Are there any differences in terms of scores irstitetests both in

the experimental and control groups?
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The results of t-test for Paired Samples show thatexperimental
group is more successful in the sub-test A than thdesilB. (t =-3.468 sd =
48 p< 0.001). It can be said that while the experimentalpgseems to be
more successful in sentence-level test items (subA)ethan the text-level test
items (sub-test B), findings do not indicate this kiridlifference in the control
group. That is to say, in the control group there isansignificant difference in
terms of the scores both in the sentence-levelatasttext-level test. However,
since a pre-test was not implemented, whether thierdifite is due to the

treatment or not is questionable.

1. e. Are there any differences in terms of opinions atimisub-tests
between the students who are taught in context andutierds who are taught

at the sentence level?

The result of t-test for Independent Samples indictitasthere is not

found a difference between the groups in terms of opinibagtahe sub-test A

and the sub-test B (p>0.05).

1. f. Is there a correlation between the opinions attmusub-tests and

success in the sub-tests in the whole group?

Table 10. The Correlation in the Whole Group

Groups R p
Opinion A — A total 0.334 0.01
Opinion A- A+B total| 0.232 0.01

E+C
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‘ ‘ Opinion B - B Total‘ 0.196‘ 0.06 ‘

It is shown in Table 10 that there is a positive andisgant (0.01)
correlation between the learners’ opinions about tietsst A (grammar) and
their success in the sub-test A. On the other hamdetls not a significant
correlation between the opinions about the sub-tege&ding comprehension)

and students’ score in the sub-test B.

1. g. Is there a correlation between the opinions atheusub-tests and

success in the sub-tests in the experimental group?

Table 11. The Correlation in the Experimental Group.

Groups R p
Opinion A-Opinion B| - 0.360 0.05

E Opinion A -- A total 0.350 0.05

Opinion A--A+B total| 0.315 0.05

Opinion B -- B Total| 0.031 0.83

It is shown in Table 11 that there is a negative and fggnt
correlation (0.05) between the opinions about the subAtestd the sub-test B.
Then there is a tendency that if the students likestifietest A, they do not like
the sub-test B or if they like the sub-test B, theyndblike the sub-test A. There
is a positive and meaningful correlation between thiaions about the sub-test
A and the scores in the sub-test A and the whote Tégre is not a significant
correlation between the learners’ opinions and therescm the sub-test B in

the experimental group.
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1. h. Is there a correlation between the opinions atheusub-tests and

success in the sub-tests in the control group?

Table 12. The Correlation in the Control Group.

Groups R p
Opinion A — A total 0.316 0.05
Opinion B — B total 0.443 0.01

C

The results show that (Table 12) for the control grohpre is a
positive and meaningful correlation between the opinaw scores in the sub-

test A and B.
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CONCLUSION

With the rise of the communicative approach in the mid-1970s
teaching methods reliant on a structural syllabus weseeghrded on the
grounds that acquiring grammar is not totally parallel éonmg grammar. The
communicative approach suggests a functional syllabushwisi organized
according to categories of meaning. According to Widdowson (1979: 3)
learning of a language involves not learning the rules ofngukge but
acquiring and understanding of which sentences and struarereppropriate in
a particular context. Among the language methodologmtdiaguists, there is a
discussion whether grammar teaching must be done explanitlimplicitly.
According to Thornbury (1999: 16), for instance, “learnersowaceive no
instruction seem to be at the risk of fossilising sodhan those who do receive
instruction.” On the other hand, the studies done ondbgrammar teaching
show that a second/foreign language may be most reactilyired in much the
same way as one’s native language (Weaver, 1996: 48). Acgdalikrashen,
for instance, learning results from formal instructia &cquisition is a natural
process by which is picked up through contact with speakeh®se languages
(Thornbury, 1999: 19). That is why, grammar courses should sigresel with
both acquisition activities and learning exercises.

Teaching grammar in context combines both acquisition tiegvand
learning exercises in the way that learners are awatbeo$tructure and the
meaning in a given context and learning activities are dedigs post-reading

or post-writing activities on the basis that onesugdanguage effectively when
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s/he discovers the meaning of a language by taking partnmmaaication.
According to discourse theorists, language acquisitionesstully takes place
when learners know how and when to use the languageigusarontexts. The
aim of teaching a structure must be teaching the functichad structure in
different situations. Through the method - teaching grammacontext —
learners have the opportunity to focus on the form anduitsentic use and its
various meanings in discourse and text. That is to sgrnérs develop
discourse competence by learning through this method. Digcoamspetence is
seen as the central competency because it is retatdtldr competencies which
are linguistic or grammatical competence, sociolinguistompetence and
strategic competence (Celce-Murcia and Olshtain, 2000: 16).

The main problem of the language education especially in Tuskey
that many language learners know the grammar rules ef tdrget
second/foreign language, but they cannot communicate tieéfisc or they
cannot comprehend what they read in that language. Inicagdmost of the
learners are not aware of their learning styles oy tiere some beliefs about
the type of instruction that suits themselves. Some otieeve negative opinions
about studying grammar. This study is done to examine whéhtbee is a
difference in the proficiency of the students boths@émtence-based test items
and text-based test items who are taught the saretws® with the two
different approaches. The study also considers whektieee is a correlation
between the students’ opinions about the sentence-bastedetas and text-

based test items and their success in these sub-tests.
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The results show that there is not a differencéhénroficiency level
in grammar and reading comprehension between the leavherare taught the
target structure in context and at the sentence leveleler, the group who are
taught in the contextual way is more successful in granttren in reading
comprehension when they are tested by the sentendegleastions. There are
not any differences in the level of proficiency in gramnzard reading
comprehension with the learners who are taught the tatgetture at the
sentence level.

In addition, the results show that in the contrad d@lne experimental
groups there is not a difference between the opinionsitathee sub-tests
reflecting the methods — teaching grammar in context antlitgpgrammar at
the sentence level. On the other hand, in terms otoheslations of both the
experimental and control groups, in the experimental grongings show a
tendency of a positive correlation between the learnep&ions about the
sentence-level test items and their success in tsis Hewever, in the control
group, there seems to be a tendency that there is iavpasnd significant
correlation between the learners’ opinions and theacess in both grammar

and reading comprehension sub-tests.

Suggestions

Unfortunately, this study is limited to 92 students and thie ‘wsed

to” and the treatment process is limited to four-periedching time. The

suggestion is that such a study should be done duringsatdesemester, so it
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may include more than one unit to be taught. It was addantage that the
proficiency level of the experimental and control grougseanot equal at the
beginning of the study, so it has affected the restiltiseostudy. Our suggestion
is that a pre-test post-test experimental designgiié# more meaningful results
in the long-run. So this study may give insights for thiéher studies comparing
and contrasting the effects of sentence-based grarneaehing and context-
based grammar teaching at various levels of learners inyurke

It is assumed that this study will be helpful for Hsiglteachers about
thinking about the conflicts of grammar teaching methods emanging

themselves and their teaching methods according to the oetuaslearners.
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APPENDIX 1

Name: .....ccoovvenennen. Grade: .........

In the test, there are two parts called A and B and twaty multiple choice items in
each part. At the end of the test, there is an attitudguestinnaire. You have 40
minutes to complete the test. GOOD LUCK!

PART A. USE OF ENGLISH

l. Circle the appropriate answers to complete the sentees . You do not need to write
the answers in the blanks shown.

I I to school by bus when | was a child.

a. don’t go b. used to go c. used go d. go

2. Which subject ............ at school when you wertudent?

a. did you use to like C. you used to like

b. you used like d. you don't like

3. We ........... a computer when we were young, but we hasomputer now.
a. have c. didn’t use to have

b. don't use to have d. won't have

4. We used to live near a big park, so we ............ iInthek.

a. play c. are playing

b. used to play d. will play

5. When he was young he ......... Maths and Sciencdyebused to like Art nd Music.
a. don't like c. didn’t use to like

b. won't like d. used to like

6. Ann plays the piano very well now, but she ....e.flate in the past.
a. used to play C. plays

b. will play d. is playing

VA a Citroen in the past, but | have a Rencow.

a. have C. won't

b. used to have d. will have

8. She......... in a small flat in the past, but $heslin a big house now.
a. lives c. used to live

b. will live d. is living

9. They used to work in a restaurant in the past. They. .in.a hotel now.
a. used to work c. work

b. worked d. didn’t work
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10.1......... stamps in the past, but now | collect galohs.

a. collect c. will collect

b. used to collect d. am collecting

11.He ......... football in the past because he didn'tfllatball.

a. didn’t use to play c. will play

b. plays d. used to play

12.When he was young, Jim ......... his grandparents onezla

a. visit c. used to visit

b. will visit d. is visiting

13.When Sue was thirteen years old, she ......... short h

a. has c. will have

b. is having d. used to have

14.We live in London now. We ......... in Turkey ten yeags.

a. have lived c. are living

b. used to live d. live

15.1 never wear glasses now, but I ........ glasses twezdks ago.

a. used to wear C. wear

b. am wearing d. will wear

16.My grandmother .......... bread and cheese in the lpatshow she buys them at the
supermarket.

a. makes c. will make

b. is making d. used to make

17.They didn’t have television in the past, so they....TV.

a. didn’t use to watch c. watched

b. watch d. used to watch
18.The houses ....... cheap in Mersin in the past, treegxgrensive now.
a. are c. will be

b. used to be d. have been

19.We have internet cafes now, but we ........ libraingbe past.
a. won't have c. are having

b. used to have d. have

20. ..o your mother when you were a child?

a. Did you use to help c. Are you helping

b. Will you help d. Do you help
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PART B. READING COMPREHENSION

l. Read the passage carefully and circle the appropriate answehndt best
completes the sentences.
Rose is Paul's grandmother. She lives in a small tavem the sea. Paul's house is next
door. Rose hasn’'t always lived there. She used to liveoimdon. While she was
growing up, they didn’t use to go away on holiday, butrhether sometimes used to
take her on day trips. When she was nine, she went teeti®de with some friends.
They went by train and they only stayed there for a HayRose still remembers that
day very clearly. She left London twenty years agowNte can go to the seaside

every day.

1. Now she can go to the seaside ......
a. once a week c. every month
b. every day d. once a year

2. Rose used to live .........
a. in a small town c. next to Paul's house
b. in London d. in a country near the sea

3. Her mother used to take her ......

a. onday trips c. to a small town
b. to the seaside d. to holiday away from home

4. They went to the seaside ......

a. by train c. by car
b. by bus d. on horse
5. When she was nine, she went to the seaside with ......
a. her parents c. her friends
b. Paul d. her mother
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Il. Read the passage carefully and circle the answer thatelst completes the
sentences.

Football was always Sue Robert’s favourite sport. Skd ts play in her garden every
day and she used to stick posters of her favourite playetee wall of her bedroom.
When Sue was thirteen, she played for her Youth Cld§'tgam and a year later she

became captain. She was the best goal scorer andshé to play for her country.

Sue always used to practise in the park with the teaBuodays. One day in January
there was a match. The weather was cold and the wasdlewing. Suddenly, Sue fell

into the river. The other girls could not get her otlten 20 minutes later a police

officer pulled her out. She was cold. They took her tgpital. Sue was very lucky. Sue
got better quickly. Then she decided to be a swimmer. Sdendglay football now.

1. When she was thirteen, she ......
a. used to play in the garden c. became a captain
b. used to play for her Youth Club d. had an accident

2. She used to play football. After the accident, she decaléd t.....
a. atennis player c. a basketballer

b. a swimmer d. the captain of the team

3. While practising in the park, Sue ......

a. fell into the river c. left her friends

b. took her friends to the hospital d. saw a policeeff
4. Sue Robert’s favourite sport was ......

a. basketball c. volleyball

b. football d. tennis

5 . pulled Sue out that day.

a. her friends c. a police officer

b. her parents d. her teacher
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lll. Read the passage carefully and circle the_correctatement according to

the passage.

In Turkey today, children watch an average of three holutslevision a day. Before
the 1950s children didn’t have television but they were neeerd. They used to go to
the cinema once a week but usually they made their owreglaFor example, in the
evenings the family used to have music and games at. Onhe rich people used to
go to the theatre. Most people didn’t use to leave the they lived in.

1. a. Only rich people used to make their own games.
b. Only rich people used to go to the theatre.
c. Only rich people used to watch television a lot.
d. Only rich people used to have music at home.

2. a. Children watch television a lot today.
b. Children used to watch television a lot in thd.pas
c. Children used to have television before the 1950s.

d. Children were bored in the past.

3. a. They used to go to the cinema once a month.
b. They used to go to the cinema every day.
c. They used to go to the cinema once a year.

d. They used to go to the cinema once a week.

4. a. They used to go to the seaside in the evenings.
b. They used to go to the theatre in the evenings.
c. They used to have music and games at home.
d. They used to go to the disco in the evenings.

Document Produced by deskPDF Unregistered :: http://www.docudesk.com



IV. Read the passage carefully and circle the appropriate answdhndt best
completes the sentences.
Mersin is a very busy town nowadays. It used to be goigtjt is very crowded now.

We used to swim every weekend in summer, but the seatiseny clean today.
Camlibel is the main shopping street in town. Therel@eof shops there and it is
very dirty now. It used to be clean in the past. Inghst we didn’t use to shop there,
but we used to walk in that street in the evenings.drpdst, we didn't use to see many
cars around, but now there are a lot of cars. Therd tsebe lots of authentic
restaurants in the past, but now we have lots of ¢ast festaurants. Anyway, Mersin
is a good place to live.

a. used to have fast food restaurants Cc. used to sgecara around
b. used to have authentic restaurants d. used to lzawesiops
2. Mersin ..........

a.used to be crowded c. used to be very quiet

b.used to be very noisy d. used to be busy

3. Camlibel ......
a. used to be crowded

b. is the main sopping street

4. We used to swim .......
a. every day
b. every weekend

5.Thesea......
a. used to be clean

b. is clean

6. In the past, we .......
a. used to shop in Camlibel

b. used to have many shops

c. was full of shops

d. used to be dirty

c. every Tuesday

d. on weekdays

c. was dirty

d. didn't use to be clean

C. used to see manyroansda

d. used to walk in the egening
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APPENDIX 2
Name: ......ccccoeeeeeen. Grade: ......... Schooli.......oooviiiii,
In the test, there are two parts called A and B and nieteen multiple choice items in
each part. At the end of the test, there is an attitudguestinnaire. You have 40
minutes to complete the test. GOOD LUCK!
PART A. USE OF ENGLISH

l. Circle the appropriate answers to complete the sentees . You do not need to write
the answers in the blanks shown.

1. ... your mother when you were a child?

c. Did you use to help c. Are you helping

d. Will you help d. Do you help

2. My grandmother .......... bread and cheese in the lpatshow she buys them at the
supermarket.

c. makes c. will make

d. is making d. used to make

3. The houses ....... cheap in Mersin in the past, treegxgrensive now.

c. are c. will be

d. used to be d. have been

4. She .......... in a small flat in the past, but $heslin a big house now.

c. lives c. used to live

d. will live d. is living

5. When he was young, Jim ......... his grandparents onezla

C. Visit c. used to visit

d. will visit d. is visiting

6. | never wear glasses now, but | ........ glasses twezdks ago.

c. used to wear C. wear

d. am wearing d. will wear

7. |, stamps in the past, but now | collect gaohs.

c. collect c. will collect

d. used to collect d. am collecting

8. When Sue was thirteen years old, she ......... short h

c. has c. will have

d. is having d. used to have

9. l.nnnn. a Citroen in the past, but | have a Rencow.

c. have c. won't

d. used to have d. will have
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10.We live in London now. We ......... in Turkey ten yeags.
c. have lived c. are living
d. used to live d. live

11.Ann plays the piano very well now, but she ....e.flote in the past.

c. used to play c. plays

d. will play d. is playing

121 to school by bus when | was a child.

a. don't go b. used to go C.go d. will go

13.We have internet cafes now, but we ........ libraingbe past.

c. won't have c. are having

b. used to have d. have

14.We used to live near a big park, so we ............ iInFhek.

c. play c. are playing

d. used to play d. will play

15.He ......... football in the past because he didn’tfiiaball.

c. didn’t use to play c. will play

d. plays d. used to play

16.We ........... a computer when we were young, but we hasomputer now.

c. have c. didn’t use to have

d. don't have d. won't have

17.When he was young he ......... Maths and Sciencéyebused to like Art and
Music.

c. don't like c. didn’t use to like

d. won't like d. used to like

18.Which subject ............ at school when you wertudent?

c. did you use to like C. you used to like

d. you like d. you don't like

19.They didn’t have television in the past, so they....TV.

c. didn’t use to watch c. watched

d. watch d. used to watch
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PART B. READING COMPREHENSION

|. Read the passage carefully and circle the_correcstatement according to the

passage.

In Turkey today, children watch an average of three holutslevision a day. Before the
1950s children didn’'t have television but they were neveedolhey used to go to the
cinema once a week but usually they made their own gdfoegexample, in the evenings
the family used to have music and games at home. Qoflypeople used to go to the

theatre. Most people didn’t use to leave the area theg in.

1. a. They used to go to the cinema once a month.
b. They used to go to the cinema every day.
c. They used to go to the cinema once a year.
d. They used to go to the cinema once a week.

2. a. They used to go to the seaside in the evenings.
b. They used to go to the theatre in the evenings.
c. They used to have music and games at home.
d. They used to go to the disco in the evenings.

3. a. Children watch television a lot today.
b. Children used to watch television a lot in thd.pas
c. Children used to have television before the 1950s.

d. Children were bored in the past.
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Il. Read the passage carefully and circle the appropriate answv that best

completes the sentences.

Rose is Paul's grandmother. She lives in a small tavem the sea. Paul’'s house is next
door. Rose hasn’'t always lived there. She used to liveoimdon. While she was
growing up, they didn't use to go away on holiday, butrhether sometimes used to
take her on day trips. When she was nine, she went teeti®de with some friends.
They went by train and they only stayed there for a HayRose still remembers that
day very clearly. She left London twenty years agowNte can go to the seaside

every day.
a. Rose usedto live .........
c. in asmall town Cc. next to Paul's house
d. in London d. in a country near the sea
b. They went to the seaside ......
c. bytrain c. by car
d. by bus d. on horse
c. When she was nine, she went to the seaside with ......
c. her parents c. her friends
d. Paul d. her mother
d. Now she can go to the seaside ......
C. once a week c. every month
d. every day d. once a year

e. Her mother used to take her ......
c. onday trips c. to a small town
d. to the seaside d. to holiday away from home
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lll. Read the passage carefully and circle the answer thddest completes the
sentences.

Football was always Sue Robert’s favourite sport. Skd ts play in her garden every
day and she used to stick posters of her favourite playetee wall of her bedroom.
When Sue was thirteen, she played for her Youth Cld§'tgam and a year later she
became captain. She was the best goal scorer andshé to play for her country.

Sue always used to practise in the park with the teaBuodays. One day in January
there was a match. The weather was cold and the wasdlewing. Suddenly, Sue fell
into the river. The other girls could not get her otlten 20 minutes later a police
officer pulled her out. She was cold. They took her tgpital. Sue was very lucky. Sue
got better quickly. Then she decided to be a swimmer. Séentdglay football now.

1. . pulled Sue out that day.
c. her friends c. a police officer
d. her parents d. her teacher

2. When she was thirteen, she ......
c. used to play in the garden c. became a captain
d. used to play for her Youth Club d. had an accident

3. Sue Robert’s favourite sport was ......
c. basketball c. volleyball

d. football d. tennis

4. She used to play football. After the accident, she decaléé t.....
c. atennis player c. a basketballer
d. aswimmer d. the captain of the team

5. While practising in the park, Sue ......

c. fell into the river c. left her friends

d. took her friends to the hospital d. saw a policeceff

Document Produced by deskPDF Unregistered :: http://www.docudesk.com



IV. Read the passage carefully and circle the appropriate answdhndt best
completes the sentences.
Mersin is a very busy town nowadays. It used to be goigtjt is very crowded now.

We used to swim every weekend in summer, but the seatiseny clean today.
Camlibel is the main shopping street in town. Therel@eof shops there and it is
very dirty now. It used to be clean in the past. Inghst we didn’t use to shop there,
but we used to walk in that street in the evenings.drpdst, we didn't use to see many
cars around, but now there are a lot of cars. Therd tsebe lots of authentic
restaurants in the past, but now we have lots of ¢ast festaurants. Anyway, Mersin
is a good place to live.

1. We used to swim .......

a. every day c. every Tuesday
b. every weekend d. on weekdays
2. Mersin ..........
a. used to be crowded C. used to be very quiet
b. used to be very noisy d. used to be busy
3. The sea ......
a. used to be clean c. was dirty
b. is clean d. didn’'t use to be clean
4. We ......
a. used to have fast food restaurants C. used to sgecara around
b. used to have authentic restaurants d. used to laaesiops

5. In the past, we .......

a. used to shop in Camlibel C. used to see manyroansda

b. used to have many shops d. used to walk in the egening
6. . Camlibel ......

a. used to be crowded c. was full of shops

b. is the main sopping street d. used to be dirty
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APPENDIX 3

Sevgili Ozrenciler,

A ve B seklinde iki ayri bolumden odan bir test aldiniz. Bir kisminiz A, bir
kisminiz da B bolimini dnce aldi. Sizin de farketiz gibi, B bolimi okuma parcalari
ve ona bali sorulardan, A b6limiu de goudan sorulardan ojmaktadir.Simdi her iki
bolimu kendi icinde bir butin olarak dintp, bu bolumler hakkindaki glince ve

duygularinizi belirtiniz.

1. A Bolimuindeki sorulardan ne kadarstamdiniz?
cok biraz cok az hi¢
3 2 1 0

2. B Bolumundeki sorulardan ne kadaglaodiniz?

cok biraz cok az hi¢
3 2 1 0
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APPENDIX 4

LESSON PLAN |

Language Level of Presentation7th Grade (Intermediate)

Time: 80 minutes

Teaching Point: “used to” — affirmative form

Materials: Posters, picture cards, tape-recorder, handouts, boldrl, O

Behavioral Objectives: 1. Students will be able to get the meaning by the helfheof

posters.
2. Students will be able to use “used to” in a givartex.
3. Students will be able to get the difference between pleirRast
Tense” and “used to” in meaning.
4. Students will be able to fill in the blanks by using “usedin
affirmative form.
5. Students will be able to complete a paragraph by using “o3ed t
by the help of the pictures.

PROCEDURES

1.Warm-up (3 minutes): The teacher greets the students and says the toge éddson.
She asks: “What does a rich man have?”

(In this stage, the teacher tries to get the studet@stain to the topic by brainstorming.)

2. Lead-in Stage (10 minutes)The teacher introduces the context by the help of the

poster which gives clues about “Habib” in the past. $ibhkssthe poster on the board.
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In the past .....

The teacher asks:
-Was he rich?
-Did he travel around the world?

-What did Habib have in the past?

Students work in pairs to talk about Habib. Then the teaghiegs what comes out from
the pairs under the poster.

on the board:

He had money.

He travelled around the world.

He was rich.

Then the teacher sticks the second poster which intesddabib today.

Today ....
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Role-play: One of the students is asked to be Habib. The teaches thie student some
materials (a bottle, a white headscarf). She playsaghe-recorder (There is a slow Arabic

music which helps to visualize Habib’s tragic situation).

Then the students are asked to talk about Habib todayvi@be the answers on the board

under the second poster.

on the board:
He hasn’t got money now.
He is poor now.

He is sad now.

The teacher gets the attention to what Habib had ipakeand what he hasn’t today and

writes a sentence on the board:

Habib used tdave a lot of money in the past. But now he hasn’aggtmoney.

Then she underlines the new structure to help them émetlite other statements.

(The context is introduced in this stage. The meaning adgé of the new structure are

demonstrated. The students will see and hear some languhgellabecome aware of the

some key concepts. These key concepts are pieces ahatfon about the context and

thus the function and the use of the new structure).
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3. Elicitation Stage (7 minutes):She guides the students by asking some questions to help

them produce sentences using “used to”. (e.g. “Is henaat?”)

After making them use the new structure, the teacher ‘&8kich structure shows that he
was happy in the past?”’ to understand whether the studentsegateaning of the new

structure or not.

(In this stage, the teacher tries to see if the studmEmsproduce the new language in a
meaningful way. If they perform badly, the teacher sth@o to the explanation stage. If
the students produce the language with minor mistakes,ettuhdr may move to the

“Accurate Reproduction Stage” to clear up the problems).

4. Explanation Stage (if needed) (5 minutes)The teacher shows how the new langauge

is formed by using the same context.

on the board:

Habib used to travel around the world.

The teacher: Is he travelling around the world now?
Students: No.
The teacher: Did he travel around the world in the past?

Students: Yes.
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Then the teacher makes a formal explanation abeubhélw structure “used to”. “We use
‘used to’ for completed actions in the past and to indigast habits ....” The teacher
shows some other examples about Habib to make it fded&oth meaning and the use of

the new structure.

5. Accurate Reproduction Stage (25 minutes)The teacher sticks a pair of picture cards
showing a person in the past and now. She wants studeptsduce sentences about the

person by using the new structure (There are five papghfre cards). (Meaningful drill)

(If the students have problems in producing the new languageechanical drill is

needed).

Mechanical drill: The students are given a handout. The students woirkdudlly and

then the answers are checked orally.

(In the mechanical drill, the students are provided withll-én-the-blanks exercise in

which they are given the verbs in brackets).

6. Immediate Creativity Stage (30 minutes): Students are shown an incomplete
paragraph on the OHP. First the teacher helps studedésstand what the paragraph is
about. Then they are given a handout including the paragraplscane pictures on it.

Each student writes their own ending to the paragrapén They read their stories loudly

to the class.
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NICK’S GRANDMOTHER

In 1925 my family moved to a new house in the country. Life in the country was
very difficult in those days. We used to carry water in buckets from the village

pump. There Was N0 €lECTICILY SO c.vvvvvvvvvsnierrrismsssssssissssssi s

.................................................................................................................................
.................................................................................................................................
.................................................................................................................................
.................................................................................................................................
T T T T L e e e R S R e T T L e L L L L L L R b
.................................................................................................................................

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



LESSON PLAN 2

Language Level of Presentation7th Grade (Intermediate)
Time: 80 minutes
Teaching Point “used to” — negative and question forms
Materials: Picture cards, hand-outs, board, OHP.
Behavioral Objectivesl. Students will be able to get the meaning in a given gbnte
written in all forms of ‘used to’.
2. Students will be able to use “didn’t use to” in\&egicontext.
3. Students will be able to get the difference betweaset to” and
“didn’t use to” in meaning.
4. Students will be able to fill in the blanks by using “dimt use
to”.
5. Students will be able to complete a paragraph witdn*tuse to”
and “did you use to...".
PROCEDURES
1. Warm-up (5 minutes): The teacher greets the students and says the topie of th

lesson. She asks: “Have you ever seen a famous ainostan artist?”

(In this stage, the teacher tries to get the studentshtatn to the topic by

brainstorming.)
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2. Lead-in Stage (20 minutes):The teacher introduces the context: “Today our
subject is Yiimaz Erdgan. Do you know him? Do you know his famous film
Vizontele? Or his famous play ‘Bana Bieyhler Oluyor?”

After making students talk about what they know about §znkErdgan, the
teacher asks about his childhood. “Can you guess hovatasva student?”
Then the teacher distributes the script of an interwiath Yilmaz Erdg@an about
his childhood. The students read the interview silently
Then to check understanding the teacher asks some campi@hquestions.
Was he a successful student at school?
Did his mother and father help him with his homework?
Did he play jokes on his mother?
Did his teachers punish him?
Role-play: Two volunteer students read the internaswf they were Ali and Yiimaz
Erdosan. They act it out as an interviewer and an actor.
Then the teacher puts the interview on the OHP andusberlines the structure

“didn’t use to”.

(The context is introduced in this stage. The meaning adgé of the new structure are
demonstrated. The students will see and hear some languhgellabecome aware of the
some key concepts. These key concepts are pieces ahatfon about the context and

thus the meaning and use of the new structure).
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3. Elicitation Stage: (5 minutes) She guides the students by asking some quesitons to
help them produce sentences using “did not use to”. (eid. K[3 mother help him with

his homework? ") The teacher makes the students aivarese of the target structure.

(In this stage, the teacher tries to see if the studmmsproduce the new language in a
meaningful way. If they perform badly, the teacher &h@o to the explanation stage. If
the students produce the language with minor mistakes,etiuhdr may move to the
‘Accurate Reproduction Stage’ to clear up the problems).
4. Explanation Stage (if needed) (10 minutes)The teacher shows how the new
language is formed by using the utterances in the interstieglents have read.

on the board:

Yilmaz used to play lots of jokes, but his friends did nottas®mplain about him.

The teacher: “Did Yilmaz play a lot of jokes in thes{?d

Students: “Yes”.

The teacher : “Did his friends complain about Yilmgalses?

Students: “No”.

The the teacher makes a formal explanation aboubeiestructure “did not use
to”.
The teacher shows some other examples from theviene to make it clear for both

meaning and the production of the new structure.
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5. Accurate Reproduction Stage (20 minutes)The students as wanted to write a list
of their present habits and talk about them whetherukeg to do them in the pas tor not.
Then they ask to their classmates about their habitarfegful drill).

(If the students have problems in producing the new languagechanical drill is
needed.)

Mechanical drill: The students are given a hand-out in wthielg fill in the blanks by
using “did not use to” and “did you use to”. They workiwdually and then the answers

are checked orally.

6. Immediate Creativity Stage ( 20 minutes)in this stage, students write their own
interviews in pairs as if one of them were an intewgieand the other a famous star. Then

they read it aloud to the class.
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NAUGHTY YILMAZ

This week Yilmaz Erdgan talks about some of the things he used to do when ha was
child.

Ali : Did your friends use to love you at school?

Yilmaz: Oh, yes. | used to play lots of jokes, but tteln’'t use to complain about me. But

now | don’t play too much jokes.
Ali: What kind of jokes were they?
Yilmaz: Silly ones. | used to put drawing-pins on peop$ats and powder in people’s
clothes. Everyone used to laugh, so the teachers digntbysunish me.
Ali: Were you a good student?
Yilmaz: No, not really. | didn’'t use to get high marks.
Ali: What did your mother think? Did she know you eveaughty?

Yilmaz: Oh no. | didn’t use to play jokes on her, but nbe s the only person that | play
jokes on.

Ali: Did you use to go to school with your mum?

Yilmaz: No, not always. My mum used to come with nfeew it was rainy. But generally |
used to go to school alone.

Ali: Did you use to go to school by bus?

Yilmaz: No, | didn’t use to go to school by bus becdhseschool wasn't far away. | used
to walk to school, but unfortunately | go everywhere by tdo not walk too
much.It's a pity, | know.

Ali: What about your father? Did he use to help wathh your homework?

Yilmaz: No, he didn’t. He used to read newspaper inetfening ,but now he helps me

with the plays. He reads and makes comments on them.
Ali: What about your mum? Did she use to help you?

Yilmaz: No, she didn’'t use to read newspaper like dadsteitused to work in the kitchen

in the evenings. They didn’t use to help me with my hoarewThat’s why, |

didn't use to be a successful student, but a film star.
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