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OZET
MILLI EGITIM INGILIZCE EGITIM OGRETiM PROGRAMLARINDA iLETiSIM
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KULLANILMAK UZERE ETKINLIK KITABI ONERISI
A.Gb¢men, Nurdan
Yiiksek Lisans, Ingiliz Dil Ogretimi
Tez Danismani: Yrd. Dog. Dr. H.Sezgi SARAC
Ekim — 2011
Bu aragtirmada “Targeting Communicative Performance in National English Education
Program” “Milli Egitim Ingilizce Programma Iletisim Becerilerini Artirmay1
Hedefleyen Etkinler” konusu incelenecektir. Arastirmanin literatiir kismi, dort dil
becerisini gelistirmeyi hedefleyen etkinliklerin Ingilizce dgretiminde nasil ele alindigini,
derste nasil ve hangi etkinlik tiirlerinin kullanilacagini, Ingilizce dil simifinda
kullanilabilir ders materyallerinin tiirlerini ortaya c¢ikartmakta, tez asamasi ise
uygulanacak etkinliklerin incelenmesine ve bir kitap¢ik haline donistiiriilmesine
yoneliktir. Kullanilacak etkinlikler Avrupa Dil Referanslarina goére A-2 ve B-1
seviyesinde olup Lise 9. ve 10. sinif yas grubu 6grencilerine hitap etmektedir.
Bu ¢aligmanin amaci, Ingilizce dil 6gretiminde diinyaca benimsenen “Eylem odakli”,
“Iletisimsel Yaklasim” ve “Biitiinciil Dil Yaklasimi” ve dort beceriye dayali dgretim
tekniklerini temel alarak bir kontrol listesi hazirlamak, s6z konusu bu listeye gore Milli
Egitim tarafindan iicretsiz olarak devlet liselerine dagitilan “Brezee 9 ve 10” kitaplarim
inceleyerek, sonrasinda uzmanlar tarafindan incelenmesini saglamak ve bulgular

15181nda bu kitaplara ek olarak bir aktivite kitab1 6nersi sunmaktir.

Arastirmanin sonunda konuyla ilgili olarak tez yazim asamasinda ve daha dnce Ingilizce
Dil Siniflarinda uygulanmis, 6grenme motivasyonunu artiran etkileri oldugu diisiiniilen
somut dil etkinlik 6rnekleri sunulacaktir. Ayrica etkinlikler hazirlanirken, Milli Egitim

(13

Bakanligina bagh devlet liselerindeki ingilizce derslerinde kullanilan * Breeze” adli
ders kitabindaki konular temel alinacagi i¢in bu yoniiyle bu ¢aligmanin hem 6gretmene

hem de 6grenciye yol gdsterici olacagina inaniyoruz.

Anahtar Kelimeler: Iletisimsel Yaklasim, Eylem Odakli Yaklasim, Biitiinciil Dil
Yaklasim, Ingilizce Ogretim Etkinlikleri.



ABSTRACT
TARGETING COMMUNICATIVE PERFORMANCE IN NATIONAL ENGLISH
EDUCATION PROGRAM - A SUPPLEMENTARY BOOK
For 9" and10™ GRADERS

A.Go¢men, Nurdan
M.A., Department of Teaching English as a Foreign Language
Supervisor: Asst. Prof. Dr. H.Sezgi SARAC
October, 2011

This thesis investigates the targeting of Communicative Performance in the National
English Education Program and presents a supplementary textbook for 9™ and 10™
graders. The purpose of this study is to understand the extent to which developing the
speaking, listening, reading, and writing skills of students through prepared activities
motivates the teacher and students in English language teaching; to explore the kinds of
materials to be used in a communicative language class; to prepare a checklist based on
“Task-based” and “Communicative Language Teaching,” as well as “Whole Language
Instruction” and four skills-based teaching methods adopted world-wide. The
applications are for Public School 9™ and 10™ graders, which correspond to the Al and

B2 levels prescribed by the European Language Portfolio.

The checklist will be analyzed by experts, and later on, a suggested activity booklet
which has been prepared for use in public schools of the National Education will be
presented; and thanks to the checklist, the relevant National Education books shall be
evaluated, and an activity book to accompany the National Education coursebook shall

be prepared in accordance with this information and needs.

Key Words: Communicative Approach, Task-Based Language Teaching, Whole
Language Instruction, Methods and Techniques in ELT.
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CHAPTER |
INTRODUCTION

This chapter presents an overview of the study titled “Targeting Communicative
Performance in the National English Education Program: A Supplementary Book for
the 9th and 10th Graders”. The study aims at evaluating the coursebook Breeze for
9™ and 10" graders according to a pre-determined checklist criteria and descriptors
which refer to the contemporary approaches and four-language integration. First, the
background of the study, and secondly, the purpose of the study shall be explained in
this chapter. The significance of the study will be discussed, along with the research

questions and limitations.

The English language is usually referred to as the international language that has been
accepted in the world. It is spoken as a first language in several nations, and it is taught
as a second and foreign language in many other countries, as well. It is also described as
the lingua franca, which means the international language that is used worldwide. To
this end, learning the English language has become very important. Thus, learners have
a clear purpose in learning the English language, which is accomplishing

communication.

As it is accepted as a universal language in the world, learners of the English language
are supposed to use it effectively, both written and orally. To this end, writing and
speaking skills gain importance. However, as these two skills are productive skills,
learners of the English language have difficulty in producing them. In particular,
speaking is a language skill that is among the more difficult ones to achieve, especially
in countries where English is taught as a foreign language. Due to this fact, a
coursebook has a crucial role in helping learners to obtain such skills when it is used as
a unique material. As Cunningsworth (1995) states, speaking practices exist when there
is an opportunity for oral presentation and practice of new language items through
dialogue work and role play. On one hand, some of the coursebooks provide topics for
discussion; on the other hand, some coursebooks set up more realistic interactions

through the use of communicative activities.



To this end, valuation of the coursebooks before they are selected gains vital
importance. In this respect, teachers should benefit from coursebook evaluation
checklists to select the most appropriate coursebooks for learners. Even when the
selection of a textbook is done by official agents; such as the Ministry of National
Education (MoNE), teachers still need to evaluate their own textbooks. For instance, in
Turkey, English is taught as a foreign language in private schools and state schools. In
private schools, learners can benefit from many materials in the learning process;

however, the case is different for state schools.

The coursebooks used in state schools are delivered free of charge by the MoNE. In
spite of the fact that there is no perfect coursebook which can meet all the needs of
learners, teachers of the English language are responsible for making decisions about
the most suitable tasks, activities, application process and time allocation in the
classroom in order to make learning better. It is the teachers’ responsibility to match the
pre-determined material to the context where it is going to be used, or which activities

should be used and which should be omitted.

Bearing in mind the importance of the communicative activities in stimulating
productive skills, learners’ autonomy and interaction is a fact of coursebooks. Teachers
develop activities and tasks to meet learners’ needs. To this end, being aware of the
potential problems, this study focuses on exploring the adequacy of activities in the
coursebooks Breeze 9 Student’s Book (2010) and Breeze 10 Student’s Book (2010)

according to contemporary approaches.

1.1 Background of the Study

As the English language is used as one of the primary means of communication in the
world, English is continually taught as a second and/or foreign language around the
world. As a matter of the fact, English exists in many educational and classroom
settings. The most important role of the English language is that it provides
communication in the world and helps learners in following technology, science and
recent developments. The more technology develops, the more learners’ needs and

expectations grow. This fact plays a crucial role in education.



As learners live with technology in every part of their lives, their high expectations from
their lessons cannot be counted as unreasonable. Learners need and expect more
presentations, slides, smart boards, visuals, DVDs, CDs, computerized materials,
Internet use, and computer-based simulation activities. The number of the materials
used can be increased. Due to this fact, coursebooks and written materials used in the
classroom play a very important role in increasing the motivation and the sustainability

of lessons.

In explaining the crucial role of the coursebook, Cunningsworth (1995) states that
coursebooks are the preliminary materials in English Language Teaching (ELT), and
they are thought of as the best resources in achieving objectives; and since they convey
meaning to learners, they have a crucial role in both the teaching and the learning
process. In addition, Hutchinson and Torres (1994) argue that a textbook has a very
important and positive role in teaching and learning English. They state that textbooks
have the required input, as well as providing different activities, readings and

explanations.

Sheldon (1988) mentions that a coursebook represents the visible heart of any ELT
program, for students as well as teachers. In this context, Richards (2001) asserts that
coursebooks provide a standard in teaching, since they have a variety of extra materials
like DVDs, CDs, workbooks, worksheets and games. They make the learning process
more enjoyable and interesting for learners. In light of this, one can perceive that in

every sense, coursebooks exist to help learners.

In this context, Ur (1994) indicates that the coursebooks provide a clear path for
students to follow, which means that learners can see what is going to be next and what
they are going to learn. Due to the benefits of coursebooks in the learning and teaching
procedure, it is very important for a coursebook to meet the pre-identified criteria.
While considering the integration of Common European Framework criteria and the
popularity and the effectiveness of the contemporary approaches and four-skill
integration into language teaching, ‘communication’ gains vital importance in the

coursebook evaluation process.



To provide communication in the classroom, teachers need to have communicative tools
and materials to develop interaction among learners. In this context, contemporary
approaches, such as Communicative Language Teaching (CLT), Task-Based Language
Teaching (TBLT) and Whole Language Instruction (WLA) become crucial, as these
three approaches have been accepted as the most effective approaches in helping
learners interact with each other and for promoting communication. In this context,
Richards and Rogers (2001) state that CLT is the expression of meaning, and thus,
interaction and communication should be the preliminary aims, and the structure of

language should include its functional and communicative uses.

Similarly, Nunan (1989) states that in TBLT, students are the participants in
communicative tasks, and that these tasks require comprehension, production and
interaction, while the attention is principally on meaning rather than form. According to
Ellis (2000), TBLT is the strong version of CLT, and it uses tasks as the basis for the

Whole Language Teaching curriculum.

In addition to the benefits of these contemporary approaches, the four-skill integration,
namely, Reading, Listening, Writing, and Speaking, has gained importance, as well. In
this framework, Oxford et al. (1994) state that language skill integration is very popular
in the ELT world, and it includes reading, listening, writing and speaking aiming at
communication. As it is stated above, coursebooks are important elements in the

teaching and learning process of these four skills.

Thus, to be able to adequately meet learners’ needs, coursebooks should meet certain
standards. That is why the coursebook evaluation process has vital importance.
Cunningsworth (1995) states that choosing the appropriate coursebook for learners is
not an easy process. It is a challenging procedure, since there is a great number of

coursebooks available on the market for ELT.

This fact makes the situation more difficult and more serious, as well. In order to select
the most appropriate coursebook for learners, a coursebook evaluation process should
be attentively applied. In this context, researchers develop checklists to evaluate

coursebooks for general and particular purposes. For instance, Cunningsworth (1995)



provides a quick reference checklist to evaluate coursebooks in which he includes

approaches, design, language content, skills, topics, and so on.

Although coursebooks play an important role in language teaching and learning,
unfortunately there is a limited evaluation procedure for the coursebooks in state

schools.

However, the evaluation process should be applied by both teachers and learners, as
they are the preliminary users of the coursebooks. Their views and opinions should be

taken into consideration in the evaluation process.

1.2 Purpose of the Study

In the previous sections, the importance of learning the English language, how the use
of communicative materials may ease the learning and teaching process, and why
coursebook evaluation is a need in the path of learning English are stated briefly. The
purpose of this study is to prepare an activity book that can be used as a practical
supplement to the coursebook Breeze Student’s Book (2010), which is used as a
teaching material in the 9™ and 10™ grades in state schools, and which includes

activities which could be applied interactively and easily by teachers in the classroom.

This supplementary book shall involve activities to develop the communicative
language learning of students. The initial purpose is to identify to what extent the
suggested activities in the coursebooks provide interaction among students. To analyze
the adequacy of the suggested activities, a checklist is designed in line with CLT,
TBLT, WLA and four-skills based teaching methods.

Thanks to this checklist, the coursebooks Breeze Student’s Book (2010) for 9" and 10™
graders will be evaluated according to the determined descriptors aiming at enhancing
communicative interaction in the classroom. The coursebooks will be evaluated by two
different experts to identify to what extent the activities suggested are able to provide
communication in the classroom setting. To this end, this study will be unique, as the
suggested activities are designed only for the Breeze book series, aiming at helping

teachers in providing communicative activities.



1.3 Significance of the Study

There are studies about coursebook evaluation having been done recently in this field.
However, an alternative supplementary book that facilitates the teacher’s job and aims
at supplementing the coursebook has not been studied as the research topic of any
thesis. This study is a preliminary evaluation of the coursebook Breeze 9" and 10"
according to the contemporary approaches and four-skill instruction. In this study, both
a quantitative and a qualitative method are followed. Thus, a checklist will be prepared

to evaluate the coursebook.

This checklist, which is to be prepared by reviewing the related literature, will be
examined by two different experts and will be used as a data collection instrument.
Using the checklist, the coursebook Breeze for 9" and 10" graders and the data are
presented via frequency analysis. At the end of the analysis of activities according to the
checklist descriptors, concrete language activity samples designed for actual in-class use

as a pack of supplementary materials are presented.

1.4 Research Questions
Parallel to the aim of the study, the following research questions are expected to be

answered:

1. Is it possible to form an activity evaluation checklist for the coursebook Breeze

Student’s Book (2010) for 9" and 10" graders?

2. Do the activities in the coursebook Breeze Student’s Book (2010) for 9" and 10™

graders match with the checklist criteria?

3. Is it possible to form an activity book for the coursebook Breeze Student’s Book
(2010) for 9™ and 10™ graders regarding the checklist criteria?



1.5 Limitations

In the forming procedure of these activities, the undeniable fact of state schools’
conditions was considered; these created a challenge and limitation in developing
materials and activities. There could have been a wide range of audio-visual activities
instead of some of the suggested activities; however, they were abandoned in
consideration of the lack of possibilities in state schools. Instead of these activities, the
suggested activities were prepared as printable worksheets. One of the other challenging
aspects of the study was that no resource book could be reached in the literature which
was developed for any of the National Education’s coursebooks. Since the suggested
activities were developed according to the determined coursebook Breeze, the audience
of the suggested activities is limited to the 9™ and 10™ graders. Lastly, as the study has

not been piloted, this fact creates a limitation of the study.

1.6 Definition of Terms

English Language Teaching: The teaching of English to students whose native

language is not English.

Communicative Competence: A term which refers to a language user's grammatical

knowledge and social knowledge about how and when to use utterances appropriately.

Communicative Language Teaching: An approach which aims at improving

interaction and communication in classroom settings.

Task-Based Language Teaching: A needs-based approach which aims at developing

communication through interaction in the target language.

Whole Language Approach: An approach which emphasizes learning to read and

write naturally.



CHAPTER I
REVIEW OF LITERATURE

In this chapter, the aim is to present the related review of the literature. This review
consists of mainly three parts. In the first part, three current approaches, namely,
Communicative Language Teaching, Tasked-based Approach and Whole Language
Teaching, mainly stimulating communicative competence, will be explored. In the
second part, Integrating Four Skills into language teaching and learning will be
explored. Finally, the role of coursebooks, types of textbook evaluation, criteria for
coursebook evaluation and textbook evaluation checklist criteria samples will be

presented.
2.1 Definition of Communicative Competence

Communicative Language Teaching emphasizes the importance of communication,
rather than learning and memorizing the rules of the target language. As Nunan (1989)
notes, “we need to distinguish between knowing various grammatical rules and being

able to use the rules effectively and appropriately when communicating” (p. 12).

The term Communicative Competence emerged as a reaction to Chomsky’s Linguistic
Theory. Linguistic Theory needs an ideal speaker-listener who knows its language
perfectly and is unaffected by such grammatically irrelevant conditions (Chomsky,
1965). According to Dell Hymes, if one says that he or she knows a language, it must be
known “when to speak, when not, ... what to talk about with whom, when, where, in

what manner” (Hymes, 1972: 277).

Nevertheless, it is doubtful that, as cited by Savignon (1983: 25), Paulston (1974)
discusses that Communicative Competence is not a necessary goal of every language
program. She says that “It is valid to ask how much communicative competence one

needs to teach in foreign language teaching”.

Richards (2006) compares Communicative Competence with Grammatical Competence.
He mentions that grammatical competence refers to the knowledge we have of a
language that includes parts of speech, tenses, phrases, clauses, and sentence patterns,

which means how sentences are formed. According to Richards, many practice books



focus on grammatical competence, which gives the rules of grammar with exercises; but
these are not good at making learners use the language for meaningful communication.
Similarly, Savignon (1983) defines grammatical competence as a Linguistic
Competence. She states that grammatical competence is the ability to recognize the
lexical, morphological, syntactic and phonological features of a language and to be able

to apply and use these to form words and sentences.

Richards (2006: 3) mentions that communicative competence includes the following

aspects of language knowledge, as in the following:

*Knowing how to use language for a range of different purposes and
functions;

*Knowing how to vary our use of language according to the setting and the
participants (e.g., knowing when to use formal and informal speech or when
to use language appropriately for written as opposed to spoken
communication);

*Knowing how to produce and understand different types of texts (e.g.,
narratives, reports, interviews, conversations);

*Knowing how to maintain communication despite having limitations in
one’s language knowledge (e.g., through using different kinds of
communication strategies) .

Savignon (1983) explains that the development of communicative competence can be
traced to two sources. One is the theoretical one, which is related to psychology,
linguistics, and communication theory; the other is the practical one, which is related to
pedagogical needs and concerns. Savignon (1983) continues by saying that the notion of
communicative competence looks at language not as individual behavior, but as one of
many symbolic systems that members of a society use among themselves to enable

communication.
2.1.1 Communicative Competence from the 1970s to the 1990s

In the 1970s, traditional methods, such as Audiolinguism and Situational Language
Teaching became somewhat obsolete, and a reaction to traditional methods began
(Richards, 2006). In his book Communicative Language Teaching Today, Richards
(2006) mentions that to express different communicative purposes such as making

requests, giving advice, making suggestions, describing wishes and needs and using a



language communicatively, communicative competence was needed. Savignon (1983)
states that after the decline of Audioligualism, due to its lack of flexibility, creativity or
responsiveness to learners’ needs, the term Communicative Competence appeared and

was thought as progressive and innovative.

Canale and Swain (1980) identify four components that make up the structure of
Communicative Competence: 1) Grammatical Competence; 2) Discourse Competence;
3) Sociolinguistic Competence; 4) Strategic competence. Similarly, Canale and Swain
(1980), Celce-Murcia et al. (1995), and Hymes (1972) state that Communicative
Competence is the ability to interpret and act out the appropriate social behaviors at
appropriate times and situations, and it requires the active involvement of learners in the
production of the target language. This requires the ability to use and understand
grammar and vocabulary, which denotes Linguistic Competence/Grammatical
Competence, the ability to say the appropriate things at the appropriate time and place,
which denotes Sociolinguistic Competence, the ability to start, continue and end a
conversation consistently and coherently, which entails Discourse Competence, and the
ability to communicate effectively and handle problems in the communication process,

which amounts to Strategic Competence.

2.2 Communicative Language Teaching

The term Communicative Language Teaching (CLT) dates back to the late 1960s
(Richards and Rogers, 2001). At that time, language teaching methods mainly focused
on mastery of structures based on traditional methods rather than on improvement of
communicative proficiency. One of the most typical approaches was Situational
Language Teaching. In Situational Language Teaching, language was taught by
practicing basic structures in meaningful, situation-based activities (Richards and

Rogers, 2001).

As cited by Van Ek and Alexander (1980), Richards and Rogers (2001) mention that in
1971, a group of experts came together and began a search for the possibilities of
developing language courses. Later, a preliminary document was prepared by D.A.
Willkins, in 1972. It proposed functional or communicative syllabi for language

teaching (Richards and Rogers, 2001). Through this process, a first-level

10



communicative language syllabus was created, and CLT attained its objective as being

able to communicate in an authentic manner (Richards and Rodgers, 2001).

2.2.1 Basic Principles of Communicative Language Teaching

Nunan (as cited by Bhushan, 2010) explains the basic principles of CLT as follows: for
communication purpose, learners use the language; classroom activities should be
authentic and meaningful; fluency is rather important; communication is composed of

different language skills; and learning is a process which involves errors.

Similarly, Richards and Rogers (2001) explain that the theory of language of CLT
entails that the expression of meaning, interaction and communication should be the
preliminary aims; the structure of language should include its functional and
communicative uses; and that the preliminary aims are not grammar and structure, but

function and communicative meaning.

According to Hymes (1972), the aim of language teaching is to develop communicative
competence. He disagrees with Chomsky, who believes that Linguistic Theory requires
abstract abilities that speakers have and which make them produce grammatically
correct sentences. Nevertheless, Hymes believes that one who acquires communicative

competence is the one who acquires knowledge and the ability to use it.

As with Hymes (1972), Nunan (1991) offers the following five features to explain CLT:
1) It is important to learn how to communicate through interaction in the target
language; 2) Authentic texts should be used in the learning process; 3) The focus is on
both language and the learning process; 4) Personal experiences of learners are
important, not only in the classroom, but also outside the classroom; 5) It is necessary to

link classroom language with language activation.

2.2.2 Syllabus Design and Learner Roles in CLT

As cited by Richards and Rogers (2001:163), Wilkins (1976) mentions that the Notional
Syllabus is proposed; it specifies fluency, motion and location, or semantic-grammatical
categories, as well as categories of communicative function. For this reason, The

Council of Europe developed a syllabus for European adults in those years, meeting the
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basic required topics, function, situations and notions through use of the foreign
language. Emerging after CLT in 1970s, The Council of Europe initiated a T-Level
project, the Functional-Notional Syllabus Approach, which took into account the idea

that all languages express the same meanings with different structures (White, 1988).

Littlewood (1981) asserts that communicative ability occurs through processes, so it
occurs inside the learner. The sequence of learning is determined by the learner’s
natural processes. Similarly, (as cited by Richards and Rogers, 2001: 166) Breen and
Candlin (1980) explain that the learner is a negotiator. Richards and Rodgers (2001)
mention that there is no text, and grammar rules are not taught; students are expected to
interact with each other rather than interacting with the teacher, and there may be no

error correction.

2.2.3 Classroom Activities in CLT

As cited by Qinghong (2009), Littlewood (1981) and Widdowson (1978) mention two
different demands for language teaching. One of these consists of pronunciation,
intonation, vocabulary, syntax, function and style, which means that learner’s language
forms need to be correct, or so-called ‘“‘accuracy;” the other is “fluency,” where
students manage to use the target language naturally and fluently as they do with their
native language. Richards (2006) mentions CLT’s goal of developing fluency. It is
developed with the help of classroom activities in which students participate using
communication strategies. Richards (2006: 15-19) discusses the activities that are used
in CLT as follows: ”Accuracy versus Fluency activities, Mechanical, Meaningful and
Communicative Practice, Information Gap activities, Jigsaw activities, Task-completion
activities, Information Gathering activities, Opinion-sharing activities, Information-
transfer activities, Reading-gap activities, Role-play activities and Simulations in which
students are assigned roles and improvise a scene or exchange based on given

information or clues.”
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2.2.3.1 Jigsaw Activities

Mengduo and Xiaoling (2010: 113) define jigsaw as follows:s:

Jigsaw is a cooperative learning technique that requires everyone’s
cooperative effort to produce the final product. Just as in a jigsaw puzzle,
each piece—each student’s part—is essential for the production and full
understanding of the final product. If each student’s part is essential, then
each student is essential. That is precisely what makes this strategy so
effective. Jigsaw is said to be able to increase students’ learning since ““a)
it is less threatening for many students, b) it increases the amount of
student participation in the classroom, ¢) it reduces the need for
competitiveness and d) it reduces the teacher’s dominance in the
classroom” (Longman Dictionary, 1998). Consequently, jigsaw strategy
can successfully reduce students’ reluctance to participate in the
classroom activities and help create an active learner-centered
atmosphere.

Jigsaw — Jigsaw

1. The teacher:
a. divides the students into equal groups;
b. assigns each group a topic;
i. French/German/Spanish speaking countries;
c. gives each group the information that must be researched, as well as appropriate
resources for them to use;
i. number of people in the country, capital city, typical food, etc.;
2. The students work in groups to find the necessary information and become ‘experts’ in
their topic;
3. Once the students have completed their research, they are divided into groups again;
a. each group should consist of one ‘expert’ from each original group;
b. in the new groups, the ‘experts’ take turns sharing their research so that all students
are exposed to the research completed by the whole class.

(http://www?2.education.ualberta.ca/staff/olenka.Bilash/best%200f%20bilash/strats_infogap.html )

2.2.3.2 Information-gap Activities
Richards (2006: 18) explains the information-gap activity as follows:

An important aspect of communication in CLT is the notion of information
gap. This refers to the fact that in real communication, people normally
communicate in order to get information they do not possess. This is known
as an information gap. More authentic communication is likely to occur in
the classroom if students go beyond practice of language forms for their own
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sake and use their linguistic and communicative resources in order to obtain
information. In so doing, they will draw available vocabulary, grammar, and
communication strategies to complete a task. The following exercises make
use of the information-gap principle.

Procedure: Students are divided into A-B pairs. The teacher has copied two
sets of pictures. One set (for A students) contains a picture of a group of
people. The other set (for B students) contains a similar picture but it
contains a number of slight differences from the A- picture. Students must sit
back to back and ask questions to try to find out how many differences there
are between the two pictures.
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36 SOLVE A PROBLEM
Derek Strange

Read the following information and clues to solve the problem. Use the grid below. Put ticks (/) in the
correct boxes to show the names and heights of the girls. Then complete the sentences.

The information and the problem

Alison, Anne, Angela and Abbie all have different surnames, One of them has the
surname Bell, one has the surname Carter, one has the surname Davis and one has the
surname Edwards. One of them is 160 centimetres tall, one is 170 centimetres tall, one
is 175 centimetres tall and the other is 180 centimetres tall.

The problem: which girl has which surname and how tall is each of the four girls?

The clues

Alison is the shortest person.

None of the other girls is taller than Anne.
Abbie is not as tall as Angela.

Abbie’s surname is Davis.

The tallest girl is called Edwards.

Ms Bell is not 175 centimetres tall.

D O s W

Bell Carter Davis Edwards 160cms 170cms 175c¢ms 180 cms

Alison

Anne

Angela

Abbie

Complete these sentences.

1 Ms Alison is centimetres tall.

2 Ms Anne is centimetres tall.
3 Ms Angela is centimetres tall.
4 Ms Abbie is centimetres tall.
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60 COMPLETE THE DRAWING

Student A
Your partner has an incomplete version of the following drawing.
cloud
- -~
sun — O —_ Bird
i Wi S mountsain
—~
iver
trecs
smoke
Toad chirnney
bridge windows
B curtains
H[]m i
man fishing
”’ trees

Help your partner to complete it by telfing him/her what to draw and where to draw it. You can look at
your partner’s paper but you must not fouch or point fo anything or let him/her see your drawing. (The
words ground the drawing are only to help you. Your pariner doesn't need to write these down.}

When you have finished, compare your drawings.

60 COMPLETE THE DRAWING

Student B

The following drawing is not complete. There are several things missing. Your pariner has a completed
version of the drawing and is going to tef you how o compiete youwrs. You are allowed fo ask hsmvher
questions, but you musti’t look at his/her paper. Before you start, make sure you know what these words
mean:

bird . cloud door monntain smoke
bridge curtains fishing Tiver ires
chimney dog grass road wEndow

G
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Student A Student B

On the map below is a route which starts from the station ’ Your partner is going to ask you to trace a route which starts at the station and ends somewhere else.
and en

blank map. Help him/her to trace the same route as Jours You a[rjes :;;/;7’ ;f/;a‘;ytl V(;]ur p:(tner has a Have a pencil ready to mark the route and write down the name of the building you finish at. You can as!

to point at anything on his/hers, 0 show him your map or your partner questions but you are not allowed to look at his/her map.

—_HOSPITAL

)
—/

Vi |wm

MARKET STREET

=7/
STATION ROAD =

W POLI(ESTAT\ON‘I \ ( STATlaN/;;
A=

-~}

= / =7

STATION ROAD

Giving Directions Activity: Trace the Route (Reschny, 2004)

» Materials: handout (see example)

» Goal: To give directions (involving both speaking and listening) which will improve
their understanding of directional words and the use of the imperative verb form.

> Procedure:

1. Divide students into pairs.

2. Students are given a map, a starting point, and a destination. They must then
describe a route that can be taken to get from the starting point to the
destination.

3. The students must then describe their routes to others and have them find the
destination from the directions.

» Variations:
1. Students can invent their own routes
2. Students can use a local map
3. Students can use a map of a TL city

(http://www2.education.ualberta.ca/staff/olenka.Bilash/best%200f%20bilash/strats_infogap.html)
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2.2.3.3 Role-play Activity

Niculescu and Dragomir (2011: 19-20) state the benefits of role-play as follows:

The role-play activity is usually accompanied by vocabulary handouts
meant to activate and consolidate previously introduced structures. The
functional English that students are subjected to is related to checking in,
getting through customs, booking, ordering food, making transactions,
explaining symptoms, etc. This practice falls under the situational
instructional model and has the great advantage of having learners use the
target language in order to cope with real-life situations most of them
have or will definitely experience.

As cited by Crookall (1984), Lonergan suggests that ‘playing a role very different from
oneself in the EFL classroom it can lead to a better understanding of other people’s

attitudes and points of view.’

A shopping role play

This activity gives learners at an intermediate level and above the opportunity to use
interactional language in a role-play situation - the task of going shopping along a
typical British high street. Half the class have shopping lists, and the other half own a
shop.

There are five shops:
e acomputer shop
e anewsagent's
e a fruit shop
e asmall supermarket
e alanguage bookshop.

The cards are structured so that some discussion and negotiation is necessary to find
most of the things on the learners' shopping lists. In addition, each list also has a short
task typical of normal interaction on the street, for example asking the time or
directions to a bank. At higher levels, learners can be encouraged to elaborate on the
conversations and make them more complex.

(http://www.teachingenglish.org.uk/activities/a-shopping-role-play)
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2.2.3.4 Simulation Activity

Niculescu and Dragomir (2011: 18) make the following points about using
simulations in the classroom:

One of the foremost responsibilities of language teachers is to create and
implement speaking methods that actually build oral language
proficiency. To do this, many researchers and practitioners alike have
suggested the power of simulations to transpose the normal classroom
into an authentic setting where language skills can be practiced in more
realistic conditions... As demonstrated by classroom practice,
simulations can be used in order to cover a wide range of topics and
functions in any task-based curriculum: services, shopping, at the
restaurant, buying/renting a flat, renting a car, booking a holiday,
checking into a hotel, etc.

Crookall (1984: 262) explains simulation’s aim as follows:

The basic aim of a simulation is to attempt to represent part of the ‘real
Reality and credibility world’ so that participants can gain experience of
certain aspects of that real world. Its main use in the EFL classroom will
be to recreate social situations in which students are encouraged to use
language spontaneously.

Decision Cards

Who's going with you?

You only have room for 20 people.
Who will you choose, e.g.:
imam/minister/priest/rabbi?

doctor/nurse/first aider?
grandparents?

Maths teacher/Primary teacher?
computer programmer?
joiner/bricklayer/painter?
rap/hip hop/folk singer?

Why have you chosen those 20?
Do you want to change your mind?
Who was easy to choose?
Who was hard to leave behind?

What are you taking with you?
You can't bring much. You only
have two medium sized fishing

boats for everyone and everything.

CD player/DVD/video/radio/TV?

books? - what kind?
candles/light bulbs/torches?
beer/vodka/whisky?
frozen/dried/salted food?
cigarettes/cigars/tobacco/etc?
building blocks?
wool/cotton/black plastic?
What will you really need? Can
you afford any luxuries?

The First Few Weeks
It's late November. It's getting wet
and cold. The winds are rising and
snow isn't far away.

The only buildings left on the
island are roofless, the glass has
gone on the windows and the
doors are off the hinges. There are
wild sheep and goats in the hills.
Some wild barley and oats are
growing nearby. The pier is OK.

A New Society
If you survive the winter, you need
to plan ahead. The society will
need food, homes, infrastucture
and children.

Will it be enough just to survive?
Is it to be survival of the fittest?
What kind of society do you want
to live in? Do you want to recreate
the society you live in now?

(http://www.languages.dk/methods/documents/Simulation Manual.pdf)
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2.3 Task-Based Approach

As cited by Richards and Rogers (2001), Howat distinguishes between the weak version
and the strong version of CLT. He defines the weak version as learning language in
order to use it, and he defines the strong version as using the language in order to learn
it. Generally, CLT is considered as an approach, rather than a method, and it has given

birth to many methods; one of these is Task-based Language Teaching (TBLT).

As cited by Branden (2006:7), Nunan defines a task as “a piece of classroom work
which involves learners in comprehending, manipulating, producing or interacting in the
target language while their attention is primarily focused on meaning rather than form.”
In language teaching, TBLT is considered to refer to an approach which is based on the
use of tasks as the core unit of planning and instruction. Because it draws on some
principles that formed part of CLT, some of its supporters present it as a development of

CLT (Richards & Rodgers, 2001).

Numerous definitions of task and the role of tasks in second language learning have
been given (Carless, 2002). In the recent research concerning TBLT, it has been claimed
that task characteristics and process manage to focus learners’ attention on accuracy,
fluency, and complexity. However, it is also essential to consider the ways in which

learners interact with tasks within the classroom environment (Murphy, 2003).

Over the past 20 years, TBLT has attracted the attention of second language acquisition
researchers, curriculum developers, educationalists, teacher trainers and language
teachers worldwide (Branden, 2006). The Malaysian Communicational Syllabus and the
Bangalore Project, which were relatively short-lived, were two early applications of a
Task-based Approach within a communicative framework for language teaching
(Richards & Rodgers, 2001). “The Task-Based Approach (TBA) has gained popularity
in the field of language teaching since the last decade of the 20th century and significant
scholars have joined the discussion and increased the amount of analytical studies on

the issue” (Sanchez, 2004: 40).

20



As cited by Arslan (2008), Nunan states that in TBLT, students are the participants in
communicative tasks; these tasks require comprehending, producing and interacting,
while the attention is principally on meaning rather than form. According to Ellis
(2000), TBLT parallels the strong version of CLT, using tasks as the basis for the
Whole Language Teaching curriculum. Since TBLT an extension of CLT, it assumes

that language is a means of making meaning.

Freeman (2003) states that TBLT’s aim is to provide a natural context for learners to
engage in language use. Learners have wide opportunities for interaction as they
struggle to complete a task. These interactions facilitate language acquisition, because
they have to try to understand each other and express their own feelings. Thus, they

have to control whether they apprehend correctly and they have to search elucidation.

As cited by Larsen-Freeman (2000), Candlin and Murphy note that “The central
purpose we are concerned with is language learning, and tasks present this in the form

of a problem-solving negotiation between knowledge that the learner holds and new

knowledge” (p. 144).

In TBLT, learning is developed through performing a series of activities as steps
towards successful task realization. The focus is not on learning language items, but on
authentic, real-world needs. Via task realization and making learning authentic, the
language is used in the real-world context of the learner. In TBLT, the language which
is needed is not selected beforehand, and it is not given to the learners, instead, it is
drawn from the learners with the help of the facilitator to meet the demands of the

activities and the task (Curran, 2006).

As cited by Arslan (2008), Oxford explains that TBLT is relevant to all levels of
students. For example, beginner level students are asked to introduce each other, and
advanced level students might be asked to take public opinions. Thus, the nature of the
task can vary from one level to another, and this kind of pair or group work can increase

students’ interaction and collaboration.
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As Buriro and Hayat (2010) discuss that, TBLT is more relevant to learners, because the
aim of TBLT is to integrate all four skills and to move from fluency to accuracy plus
fluency. According to Willis (1996: 42-43), the model of TBLT is divided into three

phases:

1. The Pre-task Phase

The teacher introduces and defines the topic and the learners engage in activities that
either helps them to recall words and phrases that will be useful during the
performance of the main task or to learn new words and phrases that are essential to
the task.

2. The Task Cycle

The task cycle can be broken down into three stages:

Task: Learners perform the task (typically a reading or listening exercise or a
problemsolving exercise) in pairs or small groups.

Planning: Learners prepare a report for the whole class on how they did the task and
what conclusions they reached.

Report: Learners present their findings to the class in spoken or written form.

3. The Post-task Perspective

The teacher, after having had the lesson done in the class by students in his/ her
supervision evaluates various aspects of the lesson with a view to investigate
whether the lesson experiment turned out to be successful or unsuccessful. He/She
also focuses on both positive as well as negative aspects of the lesson and plans
ahead accordingly. Feedback on the learners’ performance at the reporting stage
may also be appropriate at this point.

SAN-CHI: Uh ... Well, not really. Most
people from Taiwan like to talk
about politics too. But it would not

SAN-CHI: So what are you up to
these days, Sam?
SAM: Hi, San-Chi! What a

SAM: Well, I'm having dinner at
Mei-Li's house tonight, and her

coincidence. I've been meaning
to give you a call. | need some
cultural advice,

SAN-CHI: What about?

parents are in from Taiwan.

SAN-CHI: Really?

SAM: Mm-hmm. And you know how
much | love to talk politics. Would
it be rude to bring that up at the
dinner table?

(Top Notch 3B Longman)
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be cool to argue with them if you
don't agree with what they say!
SAM: How well you know me! | do
tend to be a little opinionated.
SAN-CHI: Well,in that case, I'd advise
you to talk about something else!



PHASE STAGE ACTIVITY

Introduction to topic task Assign task: Give your partner
some advice about a first date.
Students brainstorm first date “d
and don’t”.

TASK CYCLE

Task Put students in groups and have
them give advice to one member
who tells them about his/her date
Planning Students plan a report to describe
what happened in the task stage.
Report Students read out the reports.
Others listen for advice that was
similar to what they gave/receive

LANGUAGE FOCUS structures that could have been

Analysis Students read the text and pick ot

used for their task.
Practice Students do a substitution drill
using the structures.

(http://www.kenlackman.com/files/tblhandout10.pdf)

According to Swan (2005: 377), the key principles of TBLT are as follows:

eInstructed language learning should primarily involve natural or naturalistic
language use, and the activities are concerned with meaning rather than
language.

eInstruction should favor learner-centeredness rather than teacher control.
*Since purely naturalistic learning does not normally lead to target-like
accuracy, involvement is necessary in order to foster the acquisition of
formal linguistic elements while keeping the perceived advantages of a
natural approach.

*This can be done best by providing opportunities for focus on the form,
which will draw students’ attention to linguistic elements as they arise
incidentally in lessons whose prime focus is on meaning or communication.
*Communicative tasks are a particularly appropriate tool for such an
approach.

*More formal pre- or post-task language study may be useful. This may
contribute to acquisition by leading or increasing noticing of formal features
during communication.

*Traditional approaches are ineffective and undesirable, especially where
they involve passive formal instruction and practice separated from
communicative work.

According to Ellis (2004), TBLT provides real life situations; thus, it constitutes a
strong version of CLT. Cook (2001) states that TBLT develops CLT by providing a

range of classroom activities.
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2.3.1 Strong Points of TBLT
About the features of TBLT, Nunan (1991: 279) that enumerates the following:

1.An emphasis on learning to communicate through interaction in the target
language;

2. The introduction of authentic texts into the learning situation;

3.The provision of opportunities for learners to focus, not only on language,
but also on the learning process itself;

4.An enhancement of the learners’ own personal experiences as important
contributing elements to classroom learning.

5.An attempt to link classroom language learning with language activation
outside the classroom.

As cited by Branden (2006), Long (1985) and Prabhu (1987) support the approaches to
language education in which “students are given functional tasks that invite them to
focus primarily on meaning exchange and to use language for real-world, non linguistic

purposes in their seminal writings.”’(Branden, 2006: 1)
2.4 Whole Language Approach

This term Whole Language was created in the 1980s by a group of U.S educators
concerned with the teaching of language arts, that is, reading and writing in the first
language (Richards and Rogers, 2001). Rigg (1991) mentions that the Whole Language
movement is opposed to those who believe in a focus on teaching separate grammar,
vocabulary and word recognition, as well as the teaching of phonics, because in Whole

Language Approach (WLA), language is seen as a whole.

Rigg (1991: 522) mentions that “WLA claims that if language is not kept whole, it is
not language anymore.” Richards and Rodgers (2001) explain that in WLA, reading
and writing is for pleasure, and the focus is on real communication. This approach
became popular in the 1990s in the United States, because it was thought of as

motivating for school children.

Richards and Rodgers (2001) state that this approach sees language from an
interactional perspective and regards it as a tool for communication. According to Rigg
(1991: 524), language is to be used in a social context; for example, ‘in mastering the
sociolinguistic signals for apologizing, a whole language perspective requires an

authentic, real situation in which one truly needs to apologize to another.” Richards and

24



Rodgers (2001) describe WLA as authentic, personalized, self-directed, collaborative,
and pluralistic. Under the learning theory it is tied to constructivism, constructivist
learners create meaning, learn by doing and work collaboratively in groups while
carrying out common projects. Thus, learning focuses on meeting the requirements of

learners in terms of their interests, expectations and experiences.
2.4.1 Roles of Learners and Teachers and Major Principles of WLA

Richards and Rodgers (2001) state that teachers are facilitators. In this approach, lessons
are not pre-planned; instead, teachable moments are anticipated, and the teacher creates
an atmosphere which stimulates collaborative learning so that students are the
collaborators and they evaluate their own learning with the help of the teacher. As Rigg
(1991:526) states that, “Choice is vital in a WLA classes, because without the ability to
select activities, materials, and conversational partners, the students cannot use language
for their own purposes.” Richards and Rodgers (2001) list the major principles of WLA
as follows: in this approach, authentic texts are preferred, rather than artificial ones;
there is a focus on natural events and real life events more than specially-written stories
which are not related to students’ experiences. Reading to understand is the essential
purpose. Writing is done for a real audience, rather than for practice. In the writing
process, students explore meaning, and there is an integration of reading, writing and
other skills. Students have partners during writing and reading, and teachers encourage
students to take risks. Activities which are often used in this approach include
”Individual and small group reading and writing, upgraded dialogue journals, writing
portfolios, writing conferences, student-made books, story writing” (Richards and

Rodgers, 2001:111).

As cited by Arslan (2008), Nunan (2001) states that there is no ideal method or
approach in language teaching and learning, so tasks can be adapted from the variety of
approaches and methods and can be a repertoire of holistic activities. Activities can be
group work, pair work, storytelling or speech-making because these are all holistic

activities (Nunan, 2001). These activities can be used in other approaches, such as CLT,

Content-based and TBLT (Richards & Rodgers, 2001).
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2.5 About CLT, TBLT and WL

As Richards and Rodgers (2001: 169) state, there are task-based communication

materials which are prepared to support CLT classes.

A variety of games, role plays, simulations are typically in the form of one-
of-a-kind items: exercise handbooks, cue cards, activity cards, pair-
communication practice materials, and student-interaction practice booklets.
In pair communication materials, there are typically two sets of material for
a pair of students, each set containing different kinds of information.
Sometimes the information is complementary and partners must fit their
respective parts of the “jigsaw” into a composite whole. Others assume
different role relationships for the partners (e.g., interviewer and an
interviewee). Still others provide drills and practice material in interactional
formats.

Richard and Rodgers (2001: 223) identify TBLT as an approach which is based on the

use of tasks as the core unit of planning and instruction in language teaching.

Some of TBLT’s proponents present it as a logical development of CLT
since it draws on several principles that formed part of the 1980s. For
example;

-Activities that involve real communication are essential for language
learning.

-Activities in which language is used for carrying out meaningful tasks
promote learning.

-Language that is meaningful to the learner supports the learning process.

As cited by Richards and Rodgers (2001: 111), Bergeron (1990) states that the activities
that are often used in WLA are as follows:

- Individual and small group reading and writing
- Ungraded dialogue journals

- Writing portfolios

- Writing conferences

- Student-made books

- Story writing

Many of these activities are also common in other instructional approaches,
such as Communicative Language Teaching, Content-Based Teaching, and
Task-Based Language Teaching. Perhaps the only feature of Whole
Language that does not appear centrally in discussions of communicative
approaches to language teaching is the focus on literature.
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2.6 Four-Skill Integration into Language Teaching

Oxford et al. (1994) state that language skill integration, which is very popular in the
ELT world, includes reading, listening, writing and speaking aiming at communication.
Oxford et al. (1994) emphasize that the main goal of language skill integration is

communicative competence.
2.6.1. Integrated Communication Skills

Hymes (1972) states that communicative competence requires both grammar and the
use of the grammatical rules in an appropriate context. Hymes also mentions the
components of communicative competence under the titles of Discourse, Linguistic,

Pragmatic, Intercultural and Strategic Competence.

As cited by McDonough and Shaw (2003: 174), Lubelska and Matthews (1997) provide

seven statements relating to integrated skills as follows:

1. Integrating skills involves using some or all of listening, speaking,
reading, and writing to practice new material (vocabulary, pronunciation,
grammar, text/discourse).

2. All four skills must be practiced in every lesson.

3. As listening and speaking naturally go together, it is always desirable to
integrate these two skills.

4. The sequence hear-speak-read-write is the most appropriate for integrated
skills work.

5. A common topic, such as holidays or pets, is a device linking the separate
activities in integrated skills lessons.

6. If we want to develop specific sub skills (reading for gist, guessing
unknown words, etc.), it is necessary to focus on individual skills in some
lessons.

7. Integrated skills may be fine with a small group of adults, but it is difficult
to do with large classes and in lessons lasting only 35 minutes.

Akram and Malik (2010) state the difficulties of teaching a foreign language. However,
they also mention how teachers can make teaching fun and a beneficial by adding
activities and integrating the four language skills into learning. According to them,
communication requires the integration of main language skills. In Integrated-Skills
Instruction, which are listening, speaking, writing and reading, students encounter
authentic language that includes interesting and meaningful activities. As cited by

Akram and Malik (2010), Jing (2006) criticizes English as Foreign a Language (EFL)
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teachers, as they do not try to teach the four skills in an integrated way, but try to teach
them separately. Arslan (2008) mentions that instead of using a separatist mentality,
teachers should exercise all language skills, since the effective classroom reflects real-
world holism. As cited by Akram and Malik (2010), Davies and Pearse (2000) and Jing
(2006) state that, unconsciously, people use more than one language skill in real life
while they are in the process of communication. In this respect, Four-skill Instruction
emphasizes realistic language, so that teachers can develop a range of communicative
activities for their lessons to enhance communicative competence. In this way, lessons

can be more dynamic and make learners participate in and interact with one another.

As cited by Akram and Malik (2010) under the title of Why Integration? Jing (2006)
and Shen (2003) mention that using communication and the use of integrated skills
bring benefits to language classrooms, but that absence of one or two skills in the
beginning stages is not adequate for real life communication. Nunan (1989) states the
importance of skills integration for language learning and mentions that language use is
holistic in the real world; therefore, language teachers should provide an environment

where learners can use reading, writing, speaking and listening effectively.

As cited by Arslan (2008), Mohan (1989) states that language skills cannot be used
separately from real life communication; again, as cited by Arslan (2008) Scarcella and
Oxford (1992) contend that the most effective way to teach language in an integrated
manner is to combine Theme-Based and TBLT. Oxford (2001) compares language
teaching and learning to a tapestry, because it includes characteristic of the teacher, the
learner, the setting and the relevant languages. Oxford (2001) calls them strands, and
one of these strands consists of four primary skills; these are speaking, listening,

writing, reading.

According to Oxford (2001), there are two types of Integrated-skill Instruction; one of
them is Content-Based Instruction (CBI) and the other one is TBLT. CBI focuses on
learning the content through language, and TBLT focuses on carrying out tasks which
require communication. Oxford (2001) explains the advantages of the Integrated-skill
Approach as follows: learners are exposed to the language and have the opportunity to
use the language and interact naturally; this shows that the language is not only for

passing exams, but is also beneficial as a communication tool.
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Oxford (2001) also stresses that the coursebooks and other instructional materials which
promote listening, speaking, writing and reading should be chosen attentively. If a given
course is labeled for just one skill, then other language skills can be integrated with the
help of suitable tasks and activities. Hinkel (2006: 113) in her article “The Current
Perspective on Teaching the Four Skills,” states that Integrated-skill Instruction often
brings along CLT, by means of activities, materials, pedagogical emphasis and

procedures.
2.6.1.1 Listening Skill

Richards (2008) mentions that teaching of listening has become more interesting than in
the past, because there are university entrance exams, exit exams and other exams for
which listening has become a core component. As cited by Nunan (1989) Anderson and
Lynch (1988) emphasize the difference between reciprocal and non-reciprocal listening.
In reciprocal listening, students have the opportunity to interact with the speaker.
However, in non-reciprocal listening, students engage in tasks like listening to the radio
or a formal lecture in which the speaker transfers the information to the listeners only.
According to Anderson and Lynch (1988), listeners need to pay attention to general
factual information, local factual knowledge, socio-cultural knowledge and knowledge
of context at the same time. McDonough and Shaw (2003: 127-129) list pre-listening,

while-listening and post-listening activities as follows:

Pre-Listening Activities:

-A short reading passage on a similar topic;

-Predicting content from the title;

-Commenting on a picture or photograph;

-Reading through comprehension questions in advance;
-Working out your own opinion on a topic.

While-Listening Activities:

-Putting pictures in a correct sequence;

-Following directions on a map;

-Checking off items in a photograph;

-Completing grid, timetable, or chart of information;
-Filling gaps with missing words;

-Identifying numbers and letters;

-Picking out particular facts;

-Recognizing exactly what someone said.
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The activities which are mentioned here in terms of post-listening
include follow-up work, such as thematic, lexical, grammatical, skills
development, and so on.

Post-listening Activities:

-Using notes made while listening to write a summary;
-Reading a related text;

-Doing a role-play;

-Writing on the same theme;

-Studying new grammatical structures;

-Practicing pronunciation.

2.6.1.2 Reading Skill

Scrivener (2003) identifies reading as a receptive skill, like listening. Thus, similar
teaching procedures related to listening can be used to help learners. McDonough and
Shaw (2003) state that even when reading is done for pleasure, it is still purposeful. As
cited by McDonough and Shaw (2003), Williams (1984) divides reading into three
purposes: (a) getting general information; (b) getting specific information; (c) reading

for pleasure.

McDonough and Shaw (2003) state that traditional materials start with a piece of
written text and are usually read by students. These materials usually focus on grammar
and vocabulary items. The teachers should vary written materials for them to read, as
scientific reports are not written in the same way as personal letters. McDonough and
Shaw (2003) explain another problem; namely, that prepared texts are artificial. Thus,
students are over-familiar with them, and the content is inconsequential for them. There
is no real message at the end and no real interaction takes place between the writer and
the reader. McDonough and Shaw (2003) emphasize that traditional reading materials
are not beneficial and do not include effective strategies to improve students’ reading
abilities. Scrivener (2005) comments that if the reading texts used in a class reflect real
life, then they can be more effective for learners. As with listening lessons, many
reading lessons move from overview to details, which is called top-down, and for this

reason, as a route map can be planned as a starting point for a reading lesson as below:
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Pre-text 1| Introduction and lead-in; e.g., get the learners interested in the topic,
initial discussion of the key themes; make an explicit link between the
topic of the text and students’ own lives and experiences, focus on
important language that will come in the text.

2| First task (pre-reading); e.g., predict from some extracted

information (illustration, keywords, headlines, etc.), read questions about
the text, students compose their own questions.

Text 3| Tasks to focus on fast reading for gist (skimming); e.g., check text
against predictions made beforehand, guess the title from a choice of
three options, put events (or illustrations) in the correct order.

4| Tasks to focus on fast reading for specific details (scanning); e.g., find
single items of information in the text

5| Tasks to focus on meaning (general points); e.g., answer questions
about meaning, make use of information in the text to do something
(make a sketch, fill out a form, find out which picture is being
described, etc.), discuss issues, summarize arguments, compare
viewpoints.

6| Tasks to focus on meaning (finger points, more intensive
comprehensive understanding).

7| Tasks to focus on individual language items; e.g., vocabulary or
grammar exercises, use of dictionaries, work out meaning of words
from context.

Post-tex{ 8| Follow-up tasks; e.g., role-play, debate, writing tasks (e.g., write a letter
reply), personalization (e.g., ‘Have you ever had an experience like
this one?”).

9| Closing; e.g., draw the lesson to a conclusion, tie up loose ends, review
what has been studied and what has been learned.

Figure 4: The route map for a reading lesson

(Taken from the book “Learning Teaching” by J. Scrivener (2005: 187)

2.6.1.3 Writing Skill

Scrivener (2005) states the reasons for working on writing, since many students have
different needs, such as writing for academic purposes, writing for specific exams, and
business English. Scrivener (2005) adds that writing requires different mental processes,
such as thinking, reflecting, preparing, rehearsing, making mistakes, and finding
alternatives for better solutions. When it is considered from the point of a teacher,
writing provides a break, it makes a noisy class quite, and it changes the mood and the
pace of the lesson. McDonough and Shaw (2003) assert that reasons for writing take on
different dimensions according to language use, topic and audience. They identify
writing skills as an individual activity, as with reading, and for this reason, teachers

should keep in mind that their students are not writers, but learners of a language; thus,
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it would not be very beneficial for them to spend much time on writing alone, although
it gives them a chance to develop their own specific strategies. Scrivener (2003) states
that teachers may have difficulty finding useful in-class activities for writing, since it is
an individual activity. For this reason, Scrivener identifies some approaches for
teachers, such as choosing a topic, getting ideas together, discussing ideas with other
members in the class to obtain new perspectives, sequencing ideas making notes,
benefiting from diagrams, studying samples or modeling a text, drafting, getting
feedback, and writing the final version of the product. This procedure can be called

‘guided writing’ or ‘process writing’ (Scrivener, 2003: 194).

McDonough and Shaw (2003) note that although writing is an individual activity, it can
be used for four skills purposes in the classroom. The classroom provides an
environment for brainstorming by giving students the chance to talk to other students in
order to collect ideas as well as editing one another’s drafts. In this context,
McDonough and Shaw (2003) also emphasize the advantages of using computers in
writing for the purposes of spell checking, ease of editing and networking with other

students.
2.6.1.4 Speaking Skill

As McDonough and Shaw (2003) point out, since there is a growth of use of English in
the world, this makes English an international language of communication. Thus, there
is a need for learners to speak and interact in different contexts through using the
language. According to the authors, the speaking skill permits people to produce
utterances, because people want to communicate to express their ideas and opinions, to

express a wish or desire, to solve problems, or to make friends.

McDonough and Shaw (2003) also note that if teachers want their learners to develop
communicative competence in English, the speaking skill will play a very important
role. Richards and Rogers (2001) offer four characteristics of a communicative view of
language: (1) language is used to express meaning; (2) the most important function of
language is communication and interaction between learners; (3) the language’s
structure reflects its communicative use; (4) the primary units of language are not

grammar and structure, but function and communication.
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Richards and Rogers (2001) mention that speaking activities which are based on games
provide students with practice such as filling in questionnaires, guessing unknown
information, information gap activities and role-play activities in the classroom. Many
speaking skills materials include communicative purposes. Brown (2006: 82) gives

speaking activity examples which are widely used in EFL classes as follow:

Two-way speaking tasks, sometimes called jigsaw tasks, require students to
share some information with others; these are popular in speaking classes.
An example is a simple pair-work activity in which two people have
different pictures and they must find the differences between the pictures.
These tasks are popular because they engage the students and are fun.

Another activity consists of making up questions for a native speaker. The purpose of
this task involves a native speaker visiting the class; students prepare questions and
interview him/her. Role playing is an activity which enhances communicative
competence in every case, as well. It can be frequently seen in speech acts such as

apologizing, suggesting, and complimenting others.
2.7 Choosing a Coursebook

The important role of the coursebook is commonly accepted in ELT. The coursebook
should serve teachers and learners during the teaching and the learning process, but they
should not be their master (Cunningsworth, 1995). There are different approaches which
are commonly used in the teaching process by teachers, and in the worldwide market,
there are many coursebooks that are written according to these approaches. CLT is one
of the approaches that have become widely accepted in the ELT world, and many
coursebooks incorporate communicative goals, communicative practice or

communicative methodology (Cunningsworth, 1995).
2.7.1 The Role of Coursebooks

Coursebooks are the primary materials in ELT, and they are thought of as the best
resources for achieving the aims and objectives of language teaching (Cunningsworth,
1995). Since they convey meaning to learners, they have a crucial role in both the
teaching and the learning process. Hutchinson and Torres (1994) argue that a textbook
has a very important and positive role in teaching and learning English. They state that

textbooks provide the required input, as well as different activities, readings and
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explanations. Sheldon (1988) mentions that a coursebook represents the visible heart of
any ELT program for both students and teachers. Sheldon also mentions that there are
many advantages of using a coursebook in ELT classes, because there is a common
belief that students rely on coursebooks more than artificial texts which are prepared by
teachers. For instance; as cited by Sara¢ and Arikan (2007), Brown (1994), Corbett
(2003), Crystal (1997), Demirezen (1980), Geng (2002-2004) and Kramsch (1998), state
that culture is one of the most important factors in language instruction. In the same
article, “Application of a Checklist to Assess the Place of Target Culture in Foreign
Language Coursebooks,” Sara¢ and Arikan (2007) mention that culture should be
integrated into the language teaching process. However, the sufficiency of the book that

is being used should be determined according to the target culture.

O’Neill (1982) states that coursebooks are more sensitive to learners’ needs. They are
relatively cheaper and include less preparation time for lessons. Thus, coursebooks
lessen the burden on teachers and give them the possibility to work more efficiently.
Cunningsworth (1995) identifies coursebooks as effective resources for presentation
materials, self-directed learning, references for students, sources of new ideas and

support for less-experienced teachers.

Richards (2001) states that using coursebooks has both advantages and disadvantages,
according to how they are applied. He mentions that with the help of coursebooks,
students have a syllabus by which the process is pre-planned. There is standardization,
and a;; students can be tested in the same way. Coursebooks provide learning and
teaching resources, and they usually have an attractive design. Allwright (1981)
mentions that a lesson consists of three elements: teacher, learner and material;

according to him, the interaction between these provides opportunities to learn.

Hutchinson and Torres (1994) mention that the greatest advantages of coursebooks are
their capacity to save time, give direction to lessons, guide discussions, facilitate the
giving of homework, make teaching easier, and make learning faster and better.
According to Hutchinson and Torres (1994), coursebooks provide confidence and

security.
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Richards (2001) points out that coursebooks provide a standard for teaching, since they
have various supplemental materials like DVDs, CDs, workbooks, worksheets and
games, thus making the learning process more enjoyable and interesting for learners. Ur
(1994) cites the main advantage of using a coursebook as providing a clear path for
students to follow, allowing learners to see what is coming next and what they are going

to learn.
2.7.2 .Types of Coursebook Evaluation

According to Cunningsworth (1995), .coursebook evaluation is divided into three
phases: before use, during use and after use. He describes these as pre-use evaluation,
in-use evaluation and post-use evaluation. He explains that since it looks at the potential
performance of the coursebook, pre-use evaluation is the most difficult phase. The
second phase, in-use evaluation, refers to the coursebooks which are being used by
educators. Finally, post-use evaluation refers to a later assessment of a coursebook’s

performance in order to identify its strengths and the weaknesses following its use.

Besides these categories, Cunningsworth (1995) focuses on two additional evaluation
types: Impressionistic and In-depth evaluation. An impressionistic overview gives
general ideas about the coursebook, while in-depth evaluation provides a more detailed
look at the extent to which it meets learners’ needs, as well as the extent to which
different aspects of language are presented. Similarly, McDonough and Shaw (1993)
suggest three evaluation stages: they identify these stages as 1) External Evaluation; 2)
Internal Evaluation; 3) Overall Evaluation. Similarly, as cited by Tomlinson (2003),
Ellis (1998) explains two approaches to coursebook evaluation. These include Micro-
evaluation and Macro-evaluation. According to Ellis (1998), while in macro-evaluations

focus on overall assessment, micro-evaluations focus on the effectiveness of the tasks.

Tomlinson (1998: 219) demonstrates the model of Macro-evaluation and Micro-

evaluation as follows:
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[ Program/project evaluation ]

S
[ Administrative matters ] [ Curricular matters
J
Macro-
Materials Teacher Learner evaluation
evaluation
evaluation
Micro- timetable task evaluation, evaluation of evaluation of levels of

evaluation, etc. etc. questioning participation, etc.

practices, etc.

Figurel: Macro and Micro Evaluation

2.7.3 Textbook Evaluation Checklist Criteria Samples

ELT material developers and evaluators need to take into consideration a range of
factors before making decisions on the materials. Some of these factors include the roles
of the learner, the teacher, and instructional materials, as well as the syllabus (Richards
& Rodgers, 2001). Classification of textbook evaluation criteria by Mukundan,

Hajimohammadi, Nimehchisalem (2011:23) are as follow:
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Textbook Evaluation Criteria

v v

I. General Attributes Il. Learning-teaching Content
| ; ;
1.General 6.Vocabulary
1. Relation to syllabus and |
curriculum M Y
- - 7.Grammar
2.Listening
¥ v
3.Speaking 8.Pronunciation
2. Methodology v v
l 4.Reading 9.ExBrcises
v
3. Suitability to learners 5.Writing

l

4. Physical and utilitarian

l

5. Supplementary materials

Figure2: Classification of textbook evaluation criteria
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Williams (1983: 253) states that the textbook should:

1. Give introductory guidance on the presentation of language items and
skills (GENERAL);

2. Suggest aids for the teaching of pronunciation: e.g., phonetic system
(SPEECH);

3. Offer meaningful situations and a variety of techniques for teaching
structural units (GRAMMAR);

4. Distinguish the different purposes and skills involved in the teaching of
vocabulary (VOCABULARY);

5. Provide guidance on the initial presentation of passages for reading
comprehension (READING);

6. Demonstrate the various devices for controlling and guiding content and
expression in composition exercises (WRITING);

7. Contain appropriate pictures, diagrams, tables etc. (TECHNICAL).

Cunningsworth (1995) presents a useful checklist which identifies some of the most
important general criteria under the name of “quick-reference checklist for evaluation

and selection” as follows:
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Aims and approaches

Do the aims of the course-book correspond closely with the aims of the teaching program and with the needs of the learners?

Is the course-book suited to the learning/teaching situation?

How comprehensive is the course-book? Does it cover most or what is needed?
Is it a good resource for students and teachers?

Is the course-hook flexible? Does it allow different teachings are teaching styles?

g|9|s wine

esign and Organization

What components make up the total course package (e.g. students’ books, teachers’ books, workbooks, cassettes, etc.)?

How is the content organized (e.g. according to structures, functions, topics, skills, etc.)?

Is the organization right for the learners and teachers?

How is the content sequenced (e.g. on the basis of complexity, usefulness, etc.)?

Sle|(®|N|e

o

Is the grading and progression suitable for the learners? Does it allow them to complete the work needed to meet any external
syllabus requirements?

11. Is there adequate recycling and revision?

12. Are there reference sections for grammar, etc? Is some of the material suitable
for individual study?

13. Is it easy to find your way around the course-book? Is the layout clear?

Language Content

14. Does the course-book cover the main grammar items appropriate to each
level, taking learners’ needs into account?

15. Is material for vocabulary teaching adequate in terms of quantity and range of vocabulary, emphasis placed on
vocabulary development, strategies for
individual learning?

16. Does the course-book include material for pronunciation wordlist what is
covered: individual sounds, word stress, sentence stress, intonation?

17. Does the course-book deal with the structuring and converters above sentence level, e.g. how to take part in conversations, how
to structure a piece of extended writing, how to identify the main points in a reading passage?

18. Are style and appropriacy dealt with?

Skills

19. Are all four skills adequately covered, bearing in mind your course aims and syllabus requirements?

20. Is there material for integrated skills work?

21. Are reading passages and associated activities suitable for your students’ levels, interests, etc? Is there sufficient reading
material?

22. Is listening material well recorded, as authentic as possible, accompanied by background information, questions and activities
which help comprehension?

23. Is material for spoken English for real life interactions?

24. Are writing activities suitable in terms of amount of guidance/control, degree of accuracy, organization of longer pieces of
writing and use of appropriate styles?

Topic

25. Is there sufficient material of genuine interest to learners?

26. Is there enough variety and range of topic?

27. Will the topics help expand students’ awareness and enrich their experience?

28. Are the topics sophisticated enough in content, yet within the learners’ language level?

29. Will your students be able to relate to the social and cultural contexts presented in the course-book?

30. Are women portrayed and represented equally with men?

31. Are other groups represented, with reference to occupation, disability, etc?

Methodology

32. What approach/approaches to language learning are taken by the course-book? Is this appropriate to the learning/teaching
situation?

33. What level of active learner involvement can be expected? Does this match your students’ learning styles and expectations?

34. What techniques are used for presenting/practicing language items? Are they suitable for your learners?

35. How are the different skill taught?

36. How are communicative abilities developed?

37. Does the material include any advice/help to students on study skills and learning strategies?

38. Are students expected to take a degree of responsibility for their own learning?

Teachers’ Books

39. Is there adequate guidance for the teachers who were using the course-book and the supporting materials?

40. Are the teachers’ books comprehensive and supportive?

41. Are keys to exercises given?

(Figure 3: Quick-Reference Checklist) (Cunningsworth, 1995: 3, 4)
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Williams (1983: 255) gives an example of a checklist for evaluation in his article

ccnt

Developing Criteria for Text Book Evaluation™ as follows:

Sample checklist for evaluation

Title of textbook:
Rating
Weight 43 210
takes into account currently accepted methods of ESL/EFL
teaching

gives guidance in the presentation of language items

caters for individual differences in home language background
relates content to the learners' culture and environment
SPEECH

is based on a contrastive analysis of English and LI sound
systems

includes speech situations relevant to the pupils* background
allows for variation in the accents of non-native speakers of
English

GRAMMAR

stresses communicative competence in teaching structural items
provides adequate models featuring the structures to be taught
selects structures with regard to differences between LI and L2 cultures

VOCABULARY

selects vocabulary on the basis of frequency, functional load, etc.

distinguishes between receptive and productive skills in vocabulary
teaching
presents vocabulary in appropriate contexts and situations

focuses on problems of usage related to social background

READING

offers exercises for understanding of plain sense and implied meaning

relates reading passages to the learners' background

selects passages within the vocabulary range of the pupils

selects passages reflecting a variety of styles of contemporary English

WRITING

relates written work to structures and vocabulary practiced orally

gives practice in controlled and guided composition in the early stages

relates written work to the pupils' age, interests, and environment

demonstrates techniques for handling aspects of composition teaching

TECHNICAL

is up-to-date in the technical aspects of textbook production and design

shows quality in editing and publishing (cover, typeface, illustrations,
etc.)
is datable, and not too expensive

has authenticity in language and style of writing

(Figure 4: Sample Checklist for Evaluation)
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Sheldon (1988: 242) mentions the items that should be considered in selecting a

coursebook as follows:

FACTUAL DETAILS

THEIE! et
AUTNOT(S): vttt ettt ettt ene et eneenneneenes
Publisher: .....cocooeniniiniiiiennes ICEI L et
ISBN: i No. of Pages: .....cccovvivinininnnn...
Components: SB/TB/WB/Tests/Cassettes/Video/CALL/Other: ...........
Level: o, Physical size: .......cccooeviiiininin....
Length: ........ Units: ......... Lessons/sections: ......... Hours: .........
Target skills: ............
Tar@et LEAIMETS: ...ttt ettt ei ettt sneneeneanne
Target teAChETS: ....cc.eiuiiiiiieieieiee ettt

ASSESSMENT (* Poor ** Fair *** Good **** Excellent)
Factor

Rationale

Availability

User definition
Layout/graphics
Accessibility

Linkage
Selection/grading
Physical characteristics
Appropriacy
Authenticity
Sufficiency

Cultural bias
Educational validity
Stimulus/practice/revision
Flexibility

Guidance

Overall value for money
Rating and comments
242 Leslie Sheldon

(Figure 5: Textbook Evaluation Sheet)
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2.8 Related Studies on Coursebook Evaluation and Designing Activities

Coursebook evaluation is a crucial subject on which researchers focus. There are
many studies, articles and theses which have been done on this subject. Here below

are some useful studies which were carried out both nationally and internationally.

2.8.1 National Studies

Firstly, an interesting study called “The Evaluation of Spot On English Coursebook
of 6-7-8" Grade in Primary Education in accordance with Coursebook Evaluation
Checklist” can be mentioned. The author of the study is Ekrem Solak. In this study,
the writer evaluated the coursebook Spot On, which is used in Grades 6, 7 and 8 in
Turkish elementary education. To evaluate the book, the writer developed a checklist
and identified four main criteria as content, vocabulary, grammar and methodology.
The criteria were evaluated as YES/NO. According to the study results shared by
Solak (2011), the coursebook is satisfactory, whereas there are some shortcomings in

the teacher’s manual.

Another study was conducted by Arikan and Tekir (2007). The title of their article is
“An analysis of English Language Teaching coursebooks by Turkish writers: ‘Let’s
speak English 7° example.” Arikan and Tekir (2007), in their study, benefit from 7t
grade students’ and teachers’ opinions on Let’s Speak English 7 by conducting a
questionnaire containing both Likert-scale and open-ended items. According to the
results, Arikan and Tekir (2007) reveal that neither teachers nor students have

positive feelings towards the coursebook, and supporting materials are needed.

Another related study was done by Tavil and Demirbas (2010). The title of their
study is “A Comparison of Coursebooks ‘Time for English’ and ‘My English’ in
terms of improving the fifth grade learners’ communicative competence.” Tavil and
Demirbas (2010) state that the study aims to compare the efficiency of the two
coursebooks Time for English and My English for fifth grades in developing learners’
communicative competence. The study was conducted in some of the primary

schools in Turkey, and a questionnaire was applied to 140 students.
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The questionnaire consists of 10 statements, and these statements were considered to
identify students’ communicative competence regarding the four skills of English. To
achieve the results, percentage and frequency analysis was used. When comparing
the two texts, Tavil and Demirbas (2010) state that the coursebook Time for English
is more successful than the other coursebook in developing learners’ communicative

competence.

Another study concerning coursebook evaluation is a thesis by Aytug (2007). The
title of the study is “EFL Textbook Evaluation Study in Anatolian High Schools:
‘New Bridge to Success for 9" Grade New Beginners.” The aim of the study was to
explore the teachers’ perceptions about the coursebook in question. Aytug (2007)
mentions that a questionnaire with 60 teachers and an interview with 12 teachers
were applied in the course of the study. The aim of the questionnaire was to elicit
teachers’ perceptions toward the coursebook. The results showed that there was a
disagreement among teachers about the textbooks elements, although the participants

agreed on the efficacy of many features.

Arikan (2009) states that coursebooks are the major instructional instruments. His
study focuses on future English teachers’ opinions to illuminate Turkish EFL
classrooms and the use of English language coursebooks. In this study, a qualitative
research design was used, and 12 volunteering practicum students’ reports were
analyzed. According to the results, Arikan (2009) states that in spite of the fact that
the participants find the quality of the coursebooks to be acceptable in general,

teachers often have problems.

Another study carried out in Turkey was conducted by Inal (2006) with respect to the
ELT coursebook practices in Turkey. According to Inal (2006). The coursebooks
which used in classrooms are not usually selected in accordance with any
standardized criteria. The study describes the selection process of coursebooks and

some of the selection criteria.

Kayapinar (2009) revealed the views of preparatory school teachers on the quality of
foreign language coursebook packages which are used in twenty-five different high

schools. The title of the study is “Coursebook Evaluation by English Teachers” The
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data were gathered with the help of questionnaires given to ninety-four teachers,
followed by open-ended questions applied during interviews. According to the
results, teachers do not have positive impressions about the coursebook packages
used, and they should be developed in accordance with the needs of learners in the

national context.

A thesis study dated 2006 and titled “A comparative study of coursebook evaluation
and selection principles of EFL teachers at state and private schools.” focused on the
coursebook evaluation and selection principles of English teachers at state and
private elementary and secondary schools affiliated with the Ministry of National

Education. The researcher examined whether the criteria they used differed or not.

Another study is “The application of checklist that could be used in analyzing the
target culture knowledge in foreign language course books,” by Sara¢ and Arikan
(2010). In their study, the qualities that should be exhibited in course books were
evaluated, and a checklist was prepared within the framework of information
conveyance methods depending on these qualities. The answers to three principal
questions were sought in this study: What is the possibility of this checklist, how is
target culture defined in English course books for elementary education; and how is

the content of target culture knowledge presented in these course books.

2.8.2 International Studies

About this subject, there are also international studies. One of these studies was

conducted by Criado and Sanchez (2009) under the title “English Language Teaching in

Spain: Do Textbooks comply with the Official Methodological Regulations? A Sample

Analysis” The aim of this study was to determine to what extent ELT textbooks used in

Spain comply with the regulations supporting CLT. Criado and Sanchez (2009)

indicated that seven coursebooks from different levels were chosen for analysis. Each

coursebook was examined according to its communicative potential and rated on a scale

from 0 to 10, as well as on a dichotomous scale (yes/no). The results showed that the

textbooks include a significant component of non-communicative activities.
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Secondly, with the study “ESL Textbook Evaluation Checklist,” Miekley (2005)
investigated the issue of coursebook evaluation. The aim of the study was to assist
educators in evaluating textbooks and to show how to use a checklist. Miekley (2005)
mentions that the appropriate use of a checklist may make the textbook selection

process more efficient.

Another example can be found in “Evaluation of an EFL English book: A step towards
Systematic Vocabulary Evaluation.” This study was conducted by Nemati (2009). The
purpose of the study was to evaluate English pre-university textbooks in India. Nemati
(2009) states that in this study, two types of evaluations were performed. One of them
was a questionnaire, and the other was the selection of vocabulary and reading texts
from the book to be submitted to a vocabulary profile. The questionnaire was applied to
university teachers, as well as selected governmental and nongovernmental schools. The
second phase of the study was to analyze the vocabulary of the book. For this purpose,
some texts from the book were selected and submitted to vocabulary profile to see if

they were sequenced from the most frequently used words.

Another study conducted by Mukundan (2006), “Are There New Ways of Evaluating
ELT Textbooks?”” describes the issues to be taken into account in the development of an
English language textbook evaluation checklist. Mukundan (2006) states that the study
was conducted in the light of previously developed evaluation checklist criteria that

considered the validity, reliability and practicality of the textbooks.

Another study by Rahimpour (2011), “‘Textbook Selection and Evaluation in EFL
Context,” consists of an evaluation of three different English language textbooks which
are used at the high school level in Iran. For this purpose, a questionnaire was
developed concerning the following sections of the textbooks: vocabulary, reading,
grammar, language functions, and pronunciation practice, as well as their physical
make-up and practical concerns. Fifty high school teachers were asked to reflect on the
questions by checking one of the four options included. According to the questionnaire
results, the textbooks currently used in high schools are not acceptable from the

teachers’ point of view.
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Reinders and Balgikanli (2011) described the role of textbooks in the classroom
environment. In this study, five English textbooks were investigated in terms of the
range and the frequency of advice. According to the authors, the study revealed that
the textbooks do little to stimulate learner autonomy and offer limited opportunity for

practice.
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CHAPTER 11
METHODOLOGY

3.1 Introduction

The purpose of this chapter is to describe the research methodology of the study, of
which the aim is to evaluate the textbook Breeze 9 and 10, which is published by the
Ministry of National Education with the aim of bringing learners to the level of A2 and
B1. To this end, the textbook is analyzed to identify to what extent the activities
included are in line with the basic principles of the Communicative Approach, Task-

based Approach, Whole Language Instruction and integration of skills.
The research questions guiding the study are as follows:

- Is it possible to form an activity evaluation checklist for the coursebooks Breeze 9 and

10 Student’s Book ?

- Do the activities in the coursebooks Breeze 9 and 10 Student’s Book match with the

checklist criteria?

- Is it possible to form an activity book for the coursebooks Breeze 9 and 10 Student’s

Book regarding the checklist criteria?
3.2 Research Method

To analyze the textbook, a checklist aiming at evaluating the coursebook Breeze was
prepared in terms extent to which the in-class activities include contemporary
approaches. While designing the checklist, expert opinions were obtained. First, the
features of related teaching approaches were identified via detailed and multiple reading
of the related literature. Later, these features were itemized and included in the
checklist. While compiling the items to include in the checklist, expert opinions were
obtained. Two experts brought together the parts of the list, and a third expert reviewed
the entire list of items. All of the experts decided upon the items to include in the final
version of the list via labeling the activities with the related items. The checklist consists
of three columns: a descriptors column which shows certain descriptors and a YES (Y) /

NO (N) / NOT APPLICABLE (NA) column which indicates whether the descriptors
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exist or not in the coursebook. The descriptors are accepted as criteria in the evaluation
of the textbook since they are the key elements of CLT, TBLT and WLA. In this study,
the first two units of the two books are evaluated according to the checklist. In the
coursebook Breeze 9, there are 109 activities, and in the coursebook Breeze 10, the first

two units include 116 activities.

3.3 The Coursebook Breeze

In Turkish state schools, English language instruction begins in the 4™ grade. Teaching
of the English language proceeds until learners graduate from high school. The
coursebooks Breeze for 9™ and 10™ graders are published by the MoNE and distributed
free of charge. The coursebook Breeze for 9™ grade aims to bring students to the level of
A2, and the 10™ grade text aims to bring students to the level of B1. Both coursebooks
include the “Teacher’s Guide Book, Cassettes and CDs, and Workbook’” as a
supplemental package. The coursebooks start with a simple table of contents part. There
are four different headings, labeled as Topic, Function, Language Areas and Structure,
and Vocabulary, and the table of contents comprises three pages. In the introduction of
the book, there is a brief summary concerning the aims of the unit sections, general
information about the Common European Framework (CEF), lesson stages, activities
and skills, the European Language Portfolio (ELP) and a coursebook evaluation. Each
unit starts with the general objectives; following these, there is a syllabus which outlines

skills, objectives, functions, vocabulary and materials.

The course aims at bringing the oth grade learner to the A2 level, and 10" graders to the
B1 level. A2 is the Basic User Level (Waystage Level), and B1 is the Independent User
Level (Threshold Level). The Al level requires understanding sentences and frequently-
used expressions, communicating in routine tasks requiring a description in simple
terms aspects of the student’s background, immediate environment and immediate
needs. The B2 level requires understanding the main points of clear, standard input on
familiar matters, dealing with most situations likely to arise while traveling in an area
where the language is spoken, producing simple, connected text on topics which are
familiar or of personal interest, describing experiences and events, dreams, hopes and

ambitions, and briefly giving reasons and explanations for opinions and plans.
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Freeman (2003) notes that the aim of TBLT is to provide learners with a natural context
for language use. Learners have a wide range of opportunities for interaction as they
work to complete a task. These interactions enable them to facilitate language
acquisition, because they have to try to understand each other and express their own

meaning.

Similarly, as indicated by Nunan (1991:279), there are five features of CLT: 1) it is
important to learn how to communicate through interaction in the target language; 2)
there should be authentic texts in the learning process; 3) the focus is both on language
and also on the learning process; 4) personal experiences of learners are important, not
only in the classroom but also outside the classroom; and 5) it is necessary to link
classroom language with language activation.” In this framework, the Common
European Framework of Reference for Languages (CEFR) describes “in a
comprehensive way what language learners have to learn to do in order to use a
language for communication and what knowledge and skills they have to develop so as

to be able to act effectively” (Council of Europe 2001: 1).

Since the CEFR promotes communication to learn the language, I thought that the
activities should be developed according to the criteria of the CEFR. This was the most
crucial point for me in selecting the coursebook Breeze. Karababa, Serbes, and Sahin
(2007) published a study about the book Breeze, “Evaluation of the textbook Breeze in
terms of the A2 level criteria determined in the European Language Portfolio;” their

findings are as follows:

The MoNE published two textbooks for foreign language teaching. The first one is New
Bridge to Success which started to be used [sic] in the academic year 2004/05 in foreign
language weighted Anatolian High Schools. The second textbook is Breeze which was
published in 2008 and started to be used [sic] in general high schools in the academic
year 2008/09. Breeze has been published for only the ninth graders in general high
schools and prepared in compliance with the MoNE foreign language teaching
curriculum for the ninth grade which is based on the Common European Framework of
Reference for Languages (CEF). According to the curriculum requirements, this
textbook aims to bring learners to the A2 level as described in the CEF (Ministry of
National Education, 2008).
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3.4 The Instrument and Data Analysis

Via the multiple readings of the related literature on Task-based Teaching,

Communicative Teaching and Whole Language Teaching, a list of activities depicting

the distinctive features of these language teaching methods and approaches were

brought together to compile a checklist of in-class applications. The checklist prepared

for the study is as follows:

Within the coursebook Breeze 9, the applications YES | NO NA TOTAL
provide ...

1 | learner interaction in pairs or groups.

2 | collaborative creation of meaning.

3 | purposeful interaction through language.

4 | written materials which are authentic and real-life-like.
5 | audio materials which are authentic and real-life-like.

6 | visual materials which are authentic and real-life-like.

7 | topics of research to enhance foreign language learning.
8 | using the target language in task settings/content areas.
9 | communicative events in which the learners participate.

10 | contextual grammar practice.

11 | an integration of at least two skills.
12 | information-gap activities.

13 | jig-saw activities.

14 | decision-making tasks.

15 | convergent tasks.

16 | divergent tasks.

17 | collaborative tasks.

18 | competitive tasks.

19 | information gathering activities.
20 | opinion-sharing activities.

21 | simulation activities.

22 | role-play activities.

23 | problem solving activities.

24 | information transfer activities.

25 | reasoning-gap activities.

26 | functional language use.

27 | meaningful tasks that are relevant to the real world language.

TOTAL
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The above checklist was designed to evaluate the coursebook Breeze for 9" and 10™
Grades. The checklist was prepared to evaluate to what extent the in-class activities
include contemporary approaches as Task-based, Communicative and Whole Language.
In addition to these approaches, the activities were observed with respect to the four-
skill activities. Before applying the checklist, it was presented to experts for their
assessment. The detailed analyses demonstrate that there are 331 activities in the

coursebook Breeze 9 and 312 in the coursebook Breeze 10 in total.
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CHAPTER IV
RESULTS

This chapter presents the results of the coursebook Breeze for 9™ graders and the
coursebook Breeze for 10™ graders. A total of 109 activities from the coursebook Breeze
9 and 116 activities from the coursebook Breeze 10 were evaluated by the experts; the

results are shown in the table below according to the descriptors.

4.1 Results
The checklist results show that in the coursebook Breeze 9, out of 109 activities, 431
items are Y, 2.049 items are N and 463 items are NA. The items evaluated and the

related results are shown in the table below:
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Within the coursebook Breeze 9, the applications YES NO | NA | TOTAL
provide

1 learner interaction in pairs or groups. 27 82 0 109
2 collaborative creation of meaning. 9 100 |O 109
3 purposeful interaction through language. 27 82 0 109
4 written materials which are authentic and real-life-like. 14 3 92 109
5 audio materials which are authentic and real-life-like. 16 0 93 109
6 visual materials which are authentic and real-life-like. 29 7 73 109
7 topics of research to enhance foreign language learning. 4 2 103 109
8 using the target language in task settings/content areas. 44 65 0 109
9 communicative events in which the learners participate. 27 82 0 109
10 contextual grammar practice. 9 100 |O 109
11 an integration of at least two skills. 8 101 | O 109
12 information-gap activities. 9 100 |O 109
13 jig-saw activities. 0 109 |0 109
14 decision-making tasks. 10 99 0 109
15 convergent tasks. 95 14 0 109
16 divergent tasks. 14 95 0 109
17 collaborative tasks. 25 84 0 109
18 competitive tasks. 0 109 |0 109
19 information gathering activities. 11 98 0 109
20 opinion-sharing activities. 21 88 0 109
21 simulation activities. 0 109 |0 109
22 role-play activities. 3 106 |0 109
23 problem solving activities. 0 109 |0 109
24 information transfer activities. 4 105 |0 109
25 reasoning-gap activities. 7 102 |0 109
26 functional language use. 11 98 0 109
27 meaningful tasks that are relevant to real world language. | 7 0 102 109

TOTAL 431 2.049 | 463 2943
14.7%| 69.6%| 15.7%| 100%
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Among the total number of activities (n=109) reviewed via the checklist, the
applications aiming at ‘learner interaction in pairs or groups’ are 27. The remaining
activities (n=82) do not provide an aim of pair or group interaction. The applications
targeting ‘collaborative creation of meaning’ are 9. The rest of the activities (n=100) do
not provide an aim of collaborative creation of meaning. The descriptor number 3 aims
at ‘purposeful interaction through language’ among learners, and the related result is 27.
The rest of the activities (n=82) do not provide an aim of purposeful interaction.
According to the checklist results for descriptor 4, ‘written materials which are
authentic and real-life-like,” from 109 activities, 14 are Y, 3 of them are N and 82 of

them are NA.

According to the checklist results for number 5, ‘audio materials which are authentic
and real-life-like’ from 109 activities, 16 are Y, and the remaining 93 items are
categorized as NA. According to the checklist results for number 6, ‘visual materials
which are authentic and real-life-like,” from 109 activities, 29 are Y, 7 of them are N
and 73 of them are NA. Of the applications aiming at ‘topics of research to enhance
foreign language learning’ the number for this option is 4. For the rest of the activities,
the application is NA. For the descriptor ‘using the target language in task
settings/content areas,’ the total for option Y is 44; however, the rest of the 65 activities
do not provide learners with an opportunity to use the target language in task

settings/content areas.

The descriptor 9 aims at identifying activities targeting ‘learner participation’ in
communicative events.” The distribution for this is 27 Y; however, the rest of the
activities, totaling 82 in number, do not provide such an aim. Descriptor 10 focuses on
‘grammar practice’ in a given context; there are only 9 activities which serve this aim,
and the rest of the 100 activities do not provide learners with contextual grammar
practice. According to the checklist in the coursebook, there are 8 activities which
integrate at least two skills, but the rest of the 101 activities do not integrate at least two
skills. Among 109 activities, 9 activities address information-gap, but 100 do not. There
1S no jig-saw activity among the 109 activities. According to the checklist results, there

are 10 decision-making activities; however, the rest of the activities (n=99) do not allow
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for the decision making process. From 109 activities, 95 activities are convergent;
however, 14 activities are not. As with the convergent activity results, out of 109

activities, only 14 activities are divergent; the remainder (n=95) of the activities are not.

The descriptor 17 focuses on ‘collaboration,” which denotes tasks requiring
collaborative study. There are 25 activities which serve this aim, but the remaining 84
activities do not provide learner collaboration. Among the 109 activities, there is no
competitive task. According to the checklist results, the coursebook’s first 109 activities
provide 11 information-gathering activities; however, 98 activities do not provide this
kind of an application. Among the total number of activities (n=109) reviewed via the
checklist, the applications aiming at providing opinion-sharing activities are 21. The rest

of the activities (n=88) do not provide such an aim.

According to the checklist results, there is no simulation activity provided out of the 109
activities. Among the 109 activities, there are 3 which provide a role-play application
for learners. As with the simulation activity results, among the 109 activities, there is no
‘problem-solving activity’ provided for learners. According to the checklist results, 109
activities provide only 4 information transfer activities; 105 do not. Similarly, among
109 activities, only 7 of these provide reasoning-gap activities for learners, and 102 of
them do not. Among 109 activities, 11 stimulate ‘functional language use’ for learners,
but a great number of these (n=98) do not. Finally, the checklist results indicate that 7
activities provide learners with ‘meaningful tasks,” but this does not apply to the
remaining 102 activity types. Among the total number of items (n=2943), the total
amount for Y is 431 (14,7%); 2.049 are N; (69,6%) per total activity, and 463 are NA;
(15,7%) per total activity.
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In the coursebook Breeze 10, out of 116 activities, 504 are Y, 2.235 are N, and 393 are

NA. The items that were evaluated and the related results are shown in the table below:

Within the coursebook Breeze 10, the applications YES NO | NA | TOTA
provide
1 | learner interaction in pairs or groups. 39 77 0 116
2 | collaborative creation of meaning. 14 102 |0 116
3 | purposeful interaction through language. 36 80 0 116
4 | written materials which are authentic and real-life-like. 16 0 100 116
5 | audio materials which are authentic and real-life-like. 13 0 103 116
6 | visual materials which are authentic and real-life-like. 27 8 81 116
7 | topics of research to enhance foreign language learning. 7 0 109 116
8 | using the target language in task settings/content areas. 49 67 0 116
9 | communicative events in which the learners participate. 36 80 0 116
10 | contextual grammar practice. 13 103 |0 116
11 | an integration of at least two skills. 19 97 0 116
12 | information-gap activities. 7 109 |0 116
13 | jig-saw activities. 0 116 | O 116
14 | decision-making tasks. 5 111 |0 116
15 | convergent tasks. 99 17 0 116
16 | divergent tasks. 17 99 0 116
17 | collaborative tasks. 26 90 0 116
18 | competitive tasks. 0 116 |0 116
19 | information gathering activities. 13 103 0 116
20 | opinion-sharing activities. 22 94 0 116
21 | simulation activities. 0 116 |0 116
22 | role-play activities. 3 113 |0 116
23 | problem solving activities. 2 114 |0 116
24 | information transfer activities. 6 110 |0 116
25 | reasoning-gap activities. 1 115 |0 116
26 | functional language use. 18 98 0 116
27 | meaningful tasks that are relevant to real world language. 16 100 |O 116
TOTAL 504 | 2.235 | 393 3132
16.1%| 71.4%| 12.5%| 1009
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The total number of activities reviewed via the checklist is 116, and the applications
aiming at ‘learner interaction in pairs or groups’ is 39. The rest of the activities (n=77)
do not provide an aim of pair or group interaction. The applications aiming at
‘collaborative creation of meaning’ are 14. The rest of the activities (n=102) do not
provide an aim of collaborative creation of meaning. The descriptor number 3 aims at
‘purposeful interaction through language’ among learners, and the related result is 36.
The rest of the activities (n=80) do not provide an aim of purposeful interaction.
According to the checklist results for descriptor 4, ‘written materials which are

authentic and real-life-like,” out of the 116 activities, 16 are Y, and 100 of them are NA.

According to the checklist results for descriptor number 5, ‘audio materials which are
authentic and real-life-like,” 13 are Y, and the remaining 103 items are categorized as
NA. Among 116 activities, for ‘visual materials which are authentic and real-life-like,’
27 activities are Y, 8 of them are N and 81 of them are NA. For the applications aiming
at ‘topics of research to enhance foreign language learning,” the number of Y is 7. The
rest of the 116 activities are NA. Among the 116 activities, in terms of ‘using the target
language in task settings or content areas,” 49 activities are Y; however, the rest of the
67 activities do not provide learners with an opportunity to use the target language in

task settings or content areas.

The descriptor 9 aims at identifying activities targeting ‘learners’ participation’ in
communicative events.” The distribution for element is 36 Y and 80 N. The descriptor
10 focuses on ‘grammar practice’ in a given context; there are 13 activities which serve
this aim, and the rest of the 103 do not provide learners with contextual grammar
practice. According to the checklist, among 116 activities in the coursebook, there are
19 activities which integrate at least two skills, but the rest of the 97 activities do not.
The checklist results show that there are 9 information-gap activities, but 107 of them
do not serve as information-gap. As with the coursebook Breeze 9, in the coursebook
Breeze 10, among 116 activities, there is no jig-saw activity. According to the checklist
results, there are 5 decision making activities; however, the remainder of the activities
(n=111) do not provide for a decision making process. From 116 activities, 99 are

convergent, and 17 are not. Out of 116 activities, only 17 activities are divergent; the
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remaining 111 of the activities are not. The descriptor 17 focuses on ‘collaboration,’
which denotes tasks requiring collaborative study. There are 26 activities which serve
this aim; the remaining 90 activities do not provide for collaboration. Among the 116
activities, there is no competitive task. According to the checklist results, the
coursebook’s first 116 activities provide 13 information-gathering activities; however,
the remaining 103 activities do not provide this kind of exercise. Among the total
number of activities, the applications aiming at providing opinion-sharing activities is
22. The rest of the activities (n=94) do not provide such an aim. According to the

checklist results, there is no simulation activity provided out of 116 activities.

Among 116 activities, there are only 3 exercises which provide role-play activities for
the learners, whereas the rest of the 113 do not. Among 116 activities, there are only 2
problem-solving activities provided for learners. According to the checklist results, 116
activities provide 6 information transfer activities; on the other hand, 110 do not. The
checklist results show that out of 116 activities, there is 1 activity which provides a
‘reasoning-gap’ process for learners. Among 116 activities, 18 stimulate ‘functional
language use,” but a great number of applications (n=98) do not. Finally, the checklist
results show that 16 activities provide learners with ‘meaningful tasks,” but this does not
apply to the remaining 100 activity types. Among the total number of activities
(n=3132), the total for Y is 504 (16.1%) per total activity, 2.235 for N (71.4%) per total
activity, and 393 for NA (12.5%) per total activity.
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CHAPTER YV
SUGGESTED ACTIVITIES FOR THE COURSEBOOK BREEZE 9 and 10

In this chapter, the overall aim of the units, the activities from the coursebook by page
number, and the suggested activities with explanations and instructions included will be

presented for the coursebook Breeze 9" and 10" Graders.
5.1 BREEZE 9

UNIT 1: Society and Social Life

Overall aim of Unit 1

Unit 1 is entitled Society and Social Life. At the end of this unit, students are expected
to make up simple dialogues and messages about society and social life; to talk about
‘likes and dislikes’ and their hobbies: to become familiar with phrases and vocabulary
about daily routines; and to write short, simple notes, messages or letters about society

and social life.
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5.1.1 1 ACTIVITY FROM BREEZE 9, Page 2: What are the photos about?

On the first page, there is a lead-in section. The book presents six different pictures.
After an activity concerning greeting and getting to know each other, students are
expected to talk about the pictures and classify them under the titles of school life, work
life and entertainment; therefore, the interaction is “teacher-student” and “student-

teacher” oriented.
According to the coursebook Breeze 9 (2010: 2):

1. The teacher draws attention to the photos; students work in pairs and try to determine

what the photos are about. Students get ideas from other students.

2. In the second activity, students work individually and classify the photos; they work

in pairs to compare their answers.

3. Finally, as a follow-up activity, students write headings on the board and examples of
what they do and don’t like doing under the headings. Students work individually and
write what they like and don’t like under each heading, and then they compare their

answers with those of their classmates and get ideas from other students.
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Suggested Activity 1: Do you like it?

As a suggested activity to accompany the activity examined above, in order to stimulate
interaction among students, small groups can be formed, and students can be asked to
prepare a questionnaire as given below. The titles can be changed according to the

students’ interests.

Students move around the class and ask these questions of the other students. The
estimated time for this activity is 10 minutes. This writing and speaking activity is
believed to enhance interaction and communication among students and to promote
learner autonomy as they get involved in the process, expressing their own thoughts and

making their own decisions.
Name of the activity: Do you like it?

Instructions: a) Choose 3 people from the class and ask them whether they like or
dislike the following activities given on the chart. Put a tick (v) if they like it, or cross it

out (X) if they don’t like it.

e IS

) (X)

Name Homework/Studying | Housework Cinema/Theatre | Cooking

Student 1

Name:

Student 2

Name:

Student 3

Name:

Language: -Do you like studying?

- Yes, I do.
- No, I don’t.

Instructions: b) Now, introduce the people you interviewed to the whole class.
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5.1.2 2" ACTIVITY FROM BREEZE 9, PAGE 5: Introduce Yourself

The aim of this activity is to introduce oneself and talk about daily routines through
spoken interaction.

1. The teacher demonstrates a sample dialogue with a student.

2. The teacher plays music in the background, and students imagine that they are at a
school party. They enjoy the music, and they can also dance to it. The teacher stops the
music periodically and lets the students meet and talk about themselves with their

neighbors.

It is a good idea to play music in the background, and whenever the music stops, have

students introduce themselves to the person who is standing next to them. (2010: 5)
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2" ACTIVITY FROM BREEZE 9, PAGE 10: Introduce Yourself
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Suggested Activity 2: Let’s Greet

As the aim of this activity is to introduce oneself to one another and to talk about daily
routines, a suggested activity as described below (see suggested activity 2) can be
prepared, allowing students more opportunities to interact as they have more things to
talk about. For this reason, pieces of papers on which some information is written about
celebrities can be prepared, or photos of the celebrities can be distributed. Before the
music starts, each student selects one person from the pictures and acts as this person. In
this way, students’ imaginations can be stimulated, and they can find more things to
speak about, as they may have different routines and as they feel like they are different

people.

Name of the activity: Let’s Greet

Instructions: Choose one of the actors/actresses from the chart. Imagine that you are
that person. Introduce yourself to your friend who is standing in front of you or next to

you when the music stops. Your introduction shall include the following information:

e Name

o Age

e Nationality

e Hobbies

e Daily Routine

e Likes and Dislikes
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Suggested Activity 2: Let’s Greet

The printable chart for the imaginary people

Adriana Lima Bart Simpson Emma Watson Kate Moss Britney Spears

David Beckham

-

Daniel Gillies Nina Dobrev Joseph
Morgan

Kristen Robert Pattinson

Stewart
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5.2 UNIT 2: Imagination and Future Plans
Overall Aim of Unit 2

Unit 2 is about imagination and future plans. At the end of this unit, students should be able
to exchange information about future plans and the future of the world; understand short
texts on future plans and the future of the world; and learn new vocabulary, messages or

letters about future plans and the future of the world.
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5.2.1 3" ACTIVITY FROM BREEZE 9, Page 46: Which of these are your future
plans?

The lead-in text is about future plans. There are pictures which are presented in a puzzle
shape and which are confusing. The aim of this activity is to get students to use the
simple future tense structure. To reach this aim, they are asked to put a tick next to the
activity that they want to do. The activity list is given in a box. According to the
instructions, the books remain open, and students focus on the photos and future plans;
they place a tick or cross next to the plans and write the time. Students compare their

answers with their partners, and finally, they share their plans with the whole class.

1. Look at the photos and the table. Which of these are your future plans? When do you

want to do them?

2. Compare your plans with your desk-mate. (2010: 46)
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Suggested Activity 3: What are you going to do?

First of all, a matching activity which is given in the book can be used as a remedial
activity, either with a partner or individually, because if students match the pictures with
the corresponding ones, and if they work with partners, this may create more
opportunities for interaction, so that learners can remember or learn the meanings of
what they see in the pictures. However, it is better to give the grammar rules to students
implicitly and to help them to understand the use of the structure. It is quite difficult to
expect learners to make accurate sentences before teaching or revising the subject

matter.

In the activity below, a use of language can be given as a tip, or it can be written on the

board to make learners focus on the language that they need to use.

Students may compare their own answers with those of their partners by using the given

language. Estimated time for the first of the activities is 2 minutes for each pair.

Using future forms at the very beginning of the lesson makes students more familiar
with the structure, helps them to feel comfortable and allows them learn and use it more
easily. In the second segment, students are given 20 minutes to work with their partners,
to write/study mini-dialogues and to act out the practiced subject in front of the class.
Both the first and second parts of this activity provide interaction between learners as

they work with their partners.
Name of the activity: What are you going to do?

Instructions: Choose one of the cases and explain your problem and talk about what
you will do to solve the problem. Write a paragraph with your partner to be acted out at

the board.

On the Board
-Where will you be? Simple Future as a ““Hidden Structure”
-What will be your job? I will be a doctor.
-Where are you going to work? I’m going to work at the hospital.
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Expression of Time
Language: What are you planning to do? | next summer
What are you going to do? the future

What will you do? tomorrow, etc.
CASES:
1. You are a student, but your family cannot afford to pay your school expenses.
What will you do...
tomorrow,
next week, and

next year to solve the problem?

2.You want to continue your university education in America, but you need to save your

money.

What will you do...
tomorrow,
next week, and

next year to solve the problem?

3.You want to go on a summer holiday with your friends, but your parents will permit it

if only you meet your own expenses.

What will you do...
tomorrow,
next week, and

next year to solve the problem?
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5.2.2 4" ACTIVITY FROM BREEZE 9, Page 25: Compare cities using the

adjectives given

Students are asked to choose two cities from the pictures to which they want to travel,

they are the asked to compare the cities that they choose by using adjectives.

1. Teacher asks students, “Where would you like to travel now? Why?” Students work
in pairs and talk about their favorite places to travel. They look at the photos and find

the countries, and then they share what they know about the photos.

2. Students choose two cities and compare them. (2010: 53)
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7. Work In pairs. Chooss two citles you want to travel in the future. Then compare the cities
using the adjectives.

=

Calro Mew York
@
| cheal Ty Sierious
. o, e
" hl:-’-"_‘-‘:!*l__ . 'Iﬂ*! . ‘ S:fﬂm:l" Hml'ﬂal'du
e.g-
A I 'woulkd Ble To fravel 1o Cairo and Mew York, New York is bigger than Cairg, but Cairo is maore
myslenious than Maw York.

8. Work in groups. Close your eyes and tell your friends where you are now, what you are dolng
and how you feel.

g

You ¢ I'm in Katmandy, Nepal now. I'm visiting the termples and talking with the local people,
mi“mmhﬂ:liﬂdmmm

A triend ; Are you taking pholos?

Yo 1 es, many.

B All lives in Syria. He wants to travel to Berlin. Tick the ones he must do and make sentences,

DMmapu;pc:ﬂ :Qmi'ﬁiﬂ |:|h4.n-=1il:l-|.at
] axchange maney U travel by train [ 5o to the siport two howrs
learT! Geman Q By i Clothes bedore the flight
10. All I on board now. Tick the ones he mustn't do on the plane and maks santences,
(J tam loudly Ul urtasten his seat belt white [ eat and drink somathing
J use his mobie phong tha red sign is on [ wak in the corder during
:Ihmhis Pt weith hirm [ use his camena the fight

ctﬁ. i — COURSEIODE URIT 3 [IAARGATION & FUTIASE PLARNE PART 1 (IULHIILTION —

=

72



Suggested Activity 4: Let’s describe

Implicit learning always provides an in-depth understanding. The reason for giving
vocabulary in context is to provide implicit learning. Instead of giving the definition of
the adjectives explicitly, using the words describing a place in a paragraph and letting

students share their opinions eases understanding, as it provides interpretation.

This suggested activity consists of three parts. In the first part, students read a paragraph
about Neverland, in which they come across adjectives which are used to describe a
place. They work in groups so they have an opportunity to discuss the meaning of the
terms if they are not sure about them. The second part encourages students to practice of
vocabulary that has been given in the context. They share their opinions by discussing
whether the words signify a positive or a negative meaning. As there is no right or
wrong statement or answer, students feel free to share their opinions and give reasons.
In the last part of the activity, students are expected to work in groups and write a
paragraph to describe their own dream place. This speaking into writing activity,
requires organization, using brainstorming beforehand and creating a list of words to

describe a place by combining new words with previously learnt ones.

Name of the activity: Let’s Describe

Instructions: a) Work in groups of 2 or 3. Read the paragraph describing Neverland.
Think about where the underlined words may go on the chart and discuss the reason with
your partners. The answers depend on your opinions. Share your opinions with the whole

class later.

(-) Negative (+) Positive
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NEVERLAND

(Takenfrom:http://www.google.com.tr/imgres?um=1&hl=tr&biw=1366&bih=623 &tbm=isch&tbid=yyRzW092K)

As | walk through the streets, | can feel the peace that never seems to end. Although it is a crowded and a noisy
place, it is also magical, romantic and fairytale-like. One of the best places to come and visit would be my

hometown, Neverland. Neverland is the capital city of NeverWorld. It is an industrial city with a lot of factories
in the city center. However, it is almost impossible to feel the pollution in the air. There seems to be an endless

number of cars flowing through the sky, but as the city is modern, it is unusual and incredible to see those cars

above you while walking. This is somewhere that you will never run out of things to do. There are so many
different activities that can be done in the city, such as going to beaches, shopping, eating at restaurants, playing
card games at casinos. Neverland is an amazing and a unigue place. Maybe it is not an historical place, but you

can see different and beautiful buildings which have interesting and colorful designs. It is a_living city that

attracts people from all over the world to its beautiful surroundings. The weather is usually very hot, so
sometimes it can be sweltering. Some people say that it is a dream world, but some say that living in Neverland
is such a nightmare. What do you think about my hometown?
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b) Work with your partners. Write a paragraph that explains your dream

place to be presented on the board.

Our Dream World
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Suggested Activity 5: Back to the Future

At the end of this unit; as a final activity, in order to revise all learning about the future
tense, a simple future tense game activity can be played. Students are divided into
groups; each group needs dice and the game paper. The teacher monitors and helps
when needed. Estimated time for this activity is 25-30 minutes. This game activity
encourages students to use the structure, makes them feel safe, provides interaction

and communication, and motivates the students.
The name of the activity: Back to the Future

Instructions: Roll the dice and move your piece. Form two sentences about future to reach

the finish. —

s

Let’s Talk About the Future

GO BACK FREE
START Tomorrow Next 2 Next CANDY
holiday Saturday

Next

Next Tonight Wednesday
Summer
GO GO
2 days AHEAD Your AHEAD 2
later 3 dream

Your future

work
Next
Spring
FREE Your future GO Your future
CANDY husband/wife | BACK 3 | university
Your
breakfast
tomorrow
Your
future
house
Twenty Your next Your Your next GO
years later birthday future winter BACK FINISH
children holiday 5
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5.3 UNIT 3: SPORTS
Overall Aim of Unit 3

Unit 3 is about sports. At the end of this unit, students should be able to read short,
simple texts and find specific predictable information in everyday material about
sports for health and fun, sports stars and sport events. Students catch the gist in short,
clear, simple messages and announcements about sports for health and fun, sports,

stars and events.

Students learn new vocabulary related to sports for health and fun, sport stars and
events. Students communicate through simple and routine tasks requiring a simple and
direct exchange of information on sports for health and fun, sports stars and sport

events.
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5.3.1 5" ACTIVITY FROM BREEZE 9, Page 49: Which one did you choose? Why?

In exercise 7, students are asked to look at an adventure sports holiday brochure and
give reasons for choosing certain sports. Afterward, they are asked to write an e-mail

about their holiday, using the given questions as a guide.
1. The teacher asks students, “Are you an adventurous person?”’

2. The students describe themselves and give reasons. They study the brochure and

choose an adventure sport.
3. Write an e-mail about your holiday. Use these questions as a guide.
» Where did you go?
» How did you feel?
» Who did you go with?
» What did you do there?
» Did you have any problems?
» Who did you go with?

» Did you like it? Why? Why not? (2010: 49)

78



¥. Look at the sdventure spors holiday brochure. Think that you went on one of these
adventure spors holidays. Which one did you choose? Why?

L ...__//
ADVENTURE
SPORTS
CLUB

+ Are you energetic?
= Do you want an urusual holiday?

2 Do you like ravelfing? :

8. Write an e-mail about your holiday. Use these questions as & guidea.

wma!uidynugu'? How did you feel? Who did you go with?
Whiat did you do thare? Did you have any problems? Did wou Boa it? Why? 7 Wiy

O B = 5 e e G
ta....-.. e T P arlieg © =
o pgy R v e D Pewe S fomm ) Swete Meew Aclerw ¢ T -

‘ 49 . — COURSICOF T 3 {EPORTE| PAAT 1 (SFOATE FOR HEALTH FOR FUM] —
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Suggested Activity 6: A Questionnaire

Instead of writing an e-mail, after a classroom discussion about the adventure sport
holiday, an information-gathering activity can be applied to make the learning process

more interactive.

1. Students apply the questionnaire given below to be presented later to the whole

class. They walk around the class and ask the questions of their classmates.

In this activity, students need to speak, listen and write during the “ask and answer”
process. Later, while presenting the questionnaire results, they need to speak again, so
it enhances three skills at the same time. After completing the activity, each student
presents his/her findings, without mentioning the answers for the first and fourth
questions in the questionnaire, so that the others in the classroom listen and try to

guess the name of the sports.
The name of the activity: A Questionnaire

a. Instructions: You are going to ask and answer about your last holiday. Look at the
tables below, and write additional questions to ask two other students. Present your

findings to the whole class.
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Student 1 Name:

Questions Answers

1. What was the name of sport you last played?

When did you play it?

Where did you go to play it?

How did you feel?

2
3
4. What did you do there?
5
6

Who did you go with?

7. Did you like it? Why? Why not?

8. Do you want to do it again?

9. Do you recommend this sport to your friends?

10. Which sport do you want to try in the future?

Student 2 Name:

Questions Answers

1.What was the name of sport you last played?

2.When did you play it?

3.Where did you go to play it?

4.What did you do there?

5.How did you feel?

6Who did you go with?

7.Did you like it? Why? Why not?

8.Do you want to do it again?

9. Do you recommend this sport to your friends?

10. Which sport do you want to try in the future?

b. Instructions: Now, present your findings, but do not share the answers for the first and

fourth questions. The others in the classroom will guess the name of sports.
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5.3.2 6™ ACTIVITY FROM BREEZE 9, Page 56: Read the text quickly, then
complete the sentences

In this activity, students are asked to discuss the title as a group and work individually
to find specific information. According to the book, the aim of the activity is to read
for specific information; thus, students work in pairs and talk about what they see in
the photos, and then they work individually and find the specific information. Lastly,

the students compare their answers with their classmates.
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Exciting Children Games |

1. Look at the photos. Read the text guickly then complete the seniences.
1. Ther ridid Of T SPOIES Evan rmttis b e ot
3. The population of Raykjavik
4. The numibar af counirias et ot
5. The sporns -

The Land of the Midnight Sun, Reykjavik |/ kealand

The International Children's GGames are held every year in a country. Children
between the ages of 12 and 15 participate in different sports, The aim of the games
is to promote peace and friendship among the young people of the world. The 415t
International Children’s Games were held in Revkjavik on Jume 20-25, 2007,
Revkjavik is an amazing city.

The pogulation of the city is and we gpoke the same languige.

20000}, It is 0a & penizsula and
it offers a panocambe view af the
moantaies and the Adaste Oosan
Im the summer, you st on the
beach end watch the sunset
midnight. The International
Choldren's Caamnes en Reyvkjavik
ane over. Almost a thousand
chibdren from 36 commniriex
participated in seven sports, Therg
wene T diffierent sports; athletics,
swimming, fooshall, handball,
Judo, badmimios and golf. 18 was
wonderfidl to waich boys and girls
im the Villey of Sports,
Laugardahar, Everybody did their
best and everybody was very
saccesxfial.

Sally, a marnthon athlete; from
the USA Is speaking ...

“H was ik most enjoyable time o
my life. Dunng the day, |
participated in the compelitions
and did my best. In the evenimgs,
I met & lot of people and we had af
great time iopether. There were
people from different countrics

It was the language of peace and
friendship. We were just world
citizens, Al the end of the gemes,
il was very band o say poodbye
Some of my freends cred and
didm't want 1o leave. We became
good friends in o shoet time. | had
good friends and spent & great
une 18 Fevkjavik. When the
plane ook off, there weren™ any
freemds arcand me. | felt termble.
Anyaay, ['m bapgy we still
SOmEnumeEans via e-meaals or
telephsomne.”
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Suggested Activity 7: A jigsaw reading activity

The reading passage which already exists in the textbook is divided into two sections,
and each section is assigned to groups to read. Each group is responsible for
understanding and presenting their part to the whole class. During the presentation,
each group is responsible for taking notes on the missing information in the text. The

estimated time for this activity is 15 minutes.

Name of the activity: Jigsaw

Instructions: a) Work in groups of 3-4. You are going to read one part of a whole text

and prepare a poster for presentation.

b) During the presentations, fill in the gaps in the text with the other

members of your group.
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Reykjavik is an amazing city.

The population of the city is
200,000, It is oa & penizsula an
it affiers a panocmbe view of ih
maoantaies and the Atlanne O
Im the summer, you 51 on the
beach snd waich the sunvet x
médnight. The International
Chiildren's (rasnes in Reykjavik
are over. Almost a thousand
chibdren from 36 countries
participated in seven sports. The
were T fTerent sports; athletics
| ewarniEig, foothall, handball,
Jusdo, hadmmion and golf. 18 wa:
wonderfil to waich boys and gin
im the Vidley of Sporis,
Laugardalia, E v-d,"."‘_-"'l-:'ﬂl'u did their
best and everybady was very
saccessfisl.

Sally, a marnthon athlete, from
the 1S A Is speaking ...

“It was the most enjoyable time of
my life. Dummng the day, |
participaled in the compelitiees
and did my best. In the evenings,
| met a lot of people and we had of
great time together. There were

and wi gpoke the same langusge
It was the language of peace and
frienadship, We were just world
citizens. Al the end of the gemes,
il wad wery Badd 10 a8y podbve
Some of my fmends cred anmd
didn't want o leave. We became
good friends in & short tme. | had
good friends and spent & great
tiene s Bevkjavik. When the
plane took off, there weren't any
friends arcand me. | felt terribde.
Anyway, I'm hapgy we still
comenumdcate via e-madls or
teleptme.”

people from different couniries
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Paper I: Students who are responsible for taking notes on the first part during the presentation

are provided with the text below.

Reykjavik is an amazing city.

The population of the city is
Iﬂ It is om & peniesuls asd

it affers a panoramie view of the

mogntaiss and Iht|:|

In the summer, you sl on the
beach snd watch the &l

madnight. The Internaional
l mn Reykavik
e cver, Admost a

chilidren fro coniries
partizi im seven sports. Thero
Wi Yeremi sporis; athletics,
wanmming., foothall, handiall,
badmintos and golf. It was
wonderfil to walch boys and girls
im 1
[."||,||:|_'.|r|h||,n_ E w_‘-."'_ﬂ'ﬂhl.'_u did theedr
best and everylsudy was very

Sally, a marnthon athlete, from
the 154 Is spraking ...

“H was the mosi enjoyable time o
iy hife. Dunmg the day, |
participated in the competitioens
and did my best. In the evenmgs,
1 mei a lot of people and we had of
great time together. There were

people from differeni couniries

and we spoke the same langusige
It was the language of peace and
friendship. We were just world
citizens. A1 the end of the gemes,
1l was very Eand 1o say poodbye
some of my fnends cred and
didn't want 1o leave. We became
good friends in & short time. | had
good friends and spent a great
uEne im Bevkjavik. When the
plane ook off, there weren™t any
friemds aroand me. 1 fele terrible.
Amyway, ['m hapgy we sl
comenundcate via e-modls or
Ielepisone.”
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Paper II: Students who are responsible for taking notes on the first part during the presentation

are given the text below.

Reykjavik is an amazing city.

The population of the city is
200,604, It is om 8 penissuls asd
it affers a panoramie view of the
moantairs and the Atlents Ossan
In the summer, you sl on the
beach snd watch the sunset =
midnight. The International
Children's (ames mn Reykjavik
ane over. Almost a thousand
children from 36 countries
participaied im seven spoets. Thero
were T iiferemi sporis; athleiics,
ewnmming., foothall, handiall,
Jusdo, badmimios and golf. 1t was
wonderfil to walch boys and girls
in the Vidley of Sporis,
[."||,||:|_'.|r|h||,n_ E w_‘-."'_ﬂ'ﬂhl.'_u ddid ihedr
best and everyluly was very
smccessfial.

Sally; o
the 154 Is spraking ...

“H was the mosi enjoyable time o
iy hife. Dunmg the day, |
[ |
and did my best. In the evenmgs,

| —
great time together. There were

. From

people from differeni couniries

and we spoke the same langusige
It was the language and
. We were just world

citizens. A1 the end of the gemes,
1l was very ard 1o mil
some of my fnends cred and
didn't want 1o leave. We became
in & shiort time. | had
good friends and spent a great
uEne im Bevkjavik. When the
plane ook off, there weren'1 any
friends aroand me. [ fel
Amyway, ['m hapgy we sl

CONTENUREARE Vi) |=.-:'|r
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54 UNIT 4: ART
Overall Aim of Unit 4

Unit 4 is about Arts. Students learn new vocabulary and phrases about literature,
music, arts, and cinema and catch the main point in short, clearly stated, simple
messages. Students write short, simple notes, messages or letters related to literature,
music, arts and cinema. Students use a series of phrases and sentences to describe

views and experiences on literature, arts, music and cinema.
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5.4.1 7" ACTIVITY FROM BREEZE 9, Page 64: Match the words with the
photos, fill in the blanks and talk about art

This unit, as others, starts with pictures in the lead-in section. Students are asked to

open their books, look at the photos and find the corresponding vocabulary.
According to the teacher’s guide:
1. Books are open.

2. The teacher draws attention to the photos and the terms; students match the words

to the photos and compare their answers with their partners.

3. Students work individually and fill in the blanks, considering their own feelings and

thoughts.

4. Students share their ideas with their classmates and find their friends who have

similar answers.

5. Students form groups with their classmates who have similar answers, and they talk

about art and exchange ideas.

6. As a follow-up, students work in groups of three and write down more words
related to art. They compare them with other groups and compile a larger list of words

related to art (2010: 64).

89



enc

\ 1. Mateh the wornds with the pholos.
/ a. sculpiure d. dancer 3. sCulphor |- photographar m.director

B . MUSician h. painging k. nowel n. play
c

f. camera I writer L wicln
x

i¥Es

1

d } :

0 9
d "N

i
a
1
h y
¥ r-h — — :

e

(=]

riis:

b
-

ke
3¢

-

N ]
A€

L ]
2\

CUUMDCDUUN
%
*

.ﬂt‘

# 9

{
KV/e .
-

h

0

*‘:. L.

-

Y.

©

. JIi-
= i

-

2. Fill in the blanks with the words below and talk about arl.
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Suggested Activity 9: Taboo Word

As teachers, we can find different, amusing and interactive ways to teach vocabulary

to learners. For this aim, a suggested activity is developed as follows:
1. This is a group work activity, and it can be carried out by 3-5 students.

2. Each student has the vocabulary list in their books. The words which have been cut

beforehand by the teacher are given in a box.

4. Each member of the group gets one of the words. Without saying the meaning, and
without using the word - as it is a taboo word - tries to describe the word and get the
other members of the group to guess and find the word among the vocabulary terms

that they have in their books.

This activity may encourage even shy students to participate in a lesson. As students are
not allowed to use the mother tongue, when their groups win, they use the target language

for communicative purposes. They participate and enjoy in lesson.

The name of the activity: Taboo

Instructions: Choose one of the words; try to explain it to your group without using

the taboo word.

sculpture Dancer Sculptor photographer director
actress musician Painting novel Play
artist Camera Writer violin
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5.4.2 8" ACTIVITY FROM BREEZE 9, Page 66: Name the things that love
brings to the poets

In this activity, students are asked to read a poem and find two things that love brings

to them; they then compare answers with their partners.

According to the book, students look at the photos and discuss whether the two girls
are twins or different people; they try to find any physical differences between them.
The students also talk about any twins they know in real life and discuss whether they

are different from each other or not.
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8" ACTIVITY FROM BREEZE 9 Page 66: Name the things that love brings to
the poets

4. Look ot the photos and 1alk with your partner. Are they two difterent girls or are thay tha
SAME parson?

5. Amy and Jamig are really inferested In Lilerature and now they are studying a poem.
and narme the things that love brings 1o the poets.

Pt wias somustiting | was searehivg for
Mt wiis cowcsthing | foeuas,

It wis somsthing I Lost,

A It eocked mue o the arowed,

Hf it's really) msant to be,
thew it will abways Lact.
I EE it masaat b be,
thew, [k Lenes preteyy fact.

It neaiees ouw et Loct,
Hen. it helps poss flmd our wayy.
et maalers paoe et tomgut thed,

bect helps pose fiwal the words to cay.

Nl it gives ppowe buctterflies,

\ G‘ bark poea? it meay.
li ek wingw. it's there it kerpe fgou cmiling
ﬁf cach awd overy dag.
s it brisgs hepe,
= r and it l:lr‘:-ng.'l fear:
‘ﬂ" Bk oea are mever afraia,
a,f wien that speolal one Ls wear
r &
When it's gone,
}"E yow'Ll feel paim.
41.1 f Bk Leairming to Love
{‘.ﬁb his just ke aained.
a{H s about giving your heart
without @ slmale dpudbt,
"\_,? You're there from start to end...
AN "I,_r thar's what Love (s abaut,
"'5 -ﬂ }/FI Fudn o Fuesbibagy
1, and
WA
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Suggested Activity 10: Decide on Rhymes

For this activity, instead of reading the whole poem all in one breath, the same poem
can be read as follows: one student reads, then stops. Another student completes the
line. They both decide whether the rhyme is correct. Time should be given to allow

students to work with their partners to decide on the possible terms that are suitable to

fill in the blanks.

This causes students to focus more attentively on the poem in order to understand it
better. At the end of the activity, students can decide easily on two items that love
brings to them. This activity is more student-centered, since students work
cooperatively in pairs. This activity prompts them to express their own guesses and

thoughts and involves them in the process more closely.
Name of the activity: Decide on rhymes

Instructions: Work with your partner and decide the most suitable rhyme for each

stanza. Find and write the last word in the poem.
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The Meaning of Love

It was something I was searching for
It was something [
It was something I lost

And it knocked me to the

If it's really meant to be,
Then, it will always
If it isn't meant to be,

Then, it leaves pretty

It makes you get lost,

Yet it helps you find your

It makes you fit to be tied

But helps you find the words to

It gives you butterflies.
Hurt you? It .
But when it's there, it keeps you smiling

Each and every .

It brings hope
And it brings
But you are never afraid

When that special one is

When it's gone
You'll feel
But learning to love

has just been

It's about giving your heart

without a single doubt You're there from start to end

“That's what is about."

95




5.4.3 9" ACTIVITY FROM BREEZE 9, Page 79: Story Writing

&. Imagine that you are writing a short story of a flilm about a young girl in your country.
1. Brainsiorm with your partner and take nobtes about your story.

= mremren
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According to the book, the aim of this writing activity is to write a short story which
can be adapted as a film. Students work in groups of three or four and brainstorm
about a girl in their country. They take notes while discussing, taking the prompts into
consideration. As a second task, students work individually and write a story about the
girl. Finally, the groups share their stories with the class by asking the given questions.
Students make peer correction, considering the correction codes, and then they re-
write their stories considering the feedback. Students then revise and edit their work

and put it in their portfolios.

At the end of this unit, students should have learned vocabulary about arts, music, and
movies and should be able to use structures which express like and dislike. As a final
activity, a film which has been viewed by all members of the class can be chosen to be
discussed; a summary of the selected film can be written after the students analyze it

together.
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Suggested Activity 11: Let’s act it out!

1. Students are divided into groups of four or five; each group should write a story to be

acted out for 8-10 minutes in the class.
The name of the activity: Let’s act it out!

Instructions: Role-play your story. Class members will watch and fill out the table

below.
Groupl
-Setting
-Characters
Group 2
-Favorite character/ Why?
-Favorite scene/ Why?
-The story Group 3
-Another end to the story
Group 4
Group 5
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55UNIT 5: COMMUNICATION
Overall Aim of Unit 5

Unit 5 is about communication. Students are expected to understand the common phrases
and highest frequency vocabulary related to different modes of communication, lack of
communication and the Internet. Students communicate through simple and routine tasks
which require a simple and direct exchange of information using different types of
communication, lack of communication and the Internet. Students are to describe views
and experiences concerning different modes of communication, lack of communication

and the Internet.
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Suggested Activity 13: Find the Hidden Sentence (End of Unit Activity)

As a final activity for this unit, a word puzzle can be given as a worksheet to revise the
vocabulary related to the concept of communication, as below. Students work with a
partner and try to find the words in the puzzle, after locating all of the words on the list.
This type of activity is a very beneficial way of learning, as it makes them comfortable.
In these activities, students mostly work in pairs; they have fun, and it provides a revision

of all of the vocabulary from the unit.

Name of the activity: Find the Hidden Sentence

Instructions: Find the given words from the list in the puzzle. Later, make a mini-
dialogue to be acted out in front of the classroom with your group members, using at least

5 words from the puzzle.

COMMUNICATION
TAEGARBOXMETI SRH
OEIGEIJKGDTNTAJ
DSLTNODXINATHDU
QBTEBAGEOECEGI L
KEVNGUHIMSIRUODO
LWESORSCDONNOTCEF
EMAILIADXBUEHEM
ZULQVETPPEMTTUC
ZJQESWQAHEMPTDZ
GYLERAHSMNOEYTIK
TELEPHONERCPDUE
TRETUPMOCPOELTY
QMSPBMJSLJAFAEV
IAPMQMCIFSMDNCM
MDHTHZAXCFZTXI1V

COMMUNICATE THOUGHTS
COMPUTER TELEVISION
DATE TELEPHONE
E-MAIL TELEGRAPH
EXCHANGE SHARE
IDEAS SEND
INFORMAT 10N RADIO
INTERNET PEOPLE
LETTER MEDIA
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5.6 UNIT 6: HISTORY AND ARTS
Overall Aim of Unit 6

Unit 6 is about History and Tourism. At the end of this unit, students will be able to read
short, simple texts and find specific, predictable information in everyday material about
types of tourism, types of holidays and tourists attractions. They are asked to write short,
simple notes, messages or letters related to types of tourism, types of holidays and
tourists attractions. Students use a series of phrases and sentences to describe views and

experiences on types of tourism, types of holidays and tourists attractions.
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5.6.1 11" ACTIVITY FROM BREEZE 9 Page: 104 Sharing Ideas

2. Work in pairs. Share your ideas using the following in the boxes.
| eamping, mountaineering, all-inclusive holidays, visiting ruins, eco-tourism
axciting, interesting, wonderful, boring, great, w—nmxl_la.w.ina:'ng. expensive, cheag, fun

Miigual: | think camping s axciling. | | think... / To me.. ! Yes, bt
Sarah: Yes, but mountaineeding is more exciting than camping. | | don't agree with you.

— CCHIRSERDCE AT § [HIFTORY & TOURISBMY PART 1 (TYPES OF TOLUSSM) —
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The lead-in section begins with vocabulary about history and tourism and their

corresponding pictures.

According to the book, the aims are as follows:

1. Students study the photos carefully and try to guess their names.

2. Students match the names to the photos.

3. Students compare their answers with their partners.

4. Students write the types of holidays on the board and make sure the meaning is clear.
5. Students work in pairs and play mime games.

6. Students work with the same partners to share their ideas about the holiday types and

their feelings. (2010: 104)

A matching activity is given where students are asked to match the pictures with the
words from a list. Students should be familiar with these words, as they are A2 level
students. This matching activity can be turned into a word puzzle activity, as with the

following suggested activity.
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Suggested Activity 14: Letter Tiles
This can be a very beneficial and amusing lead-in activity.

In this activity, students are asked to guess the sentences, put the items together, and
discover and write the words by looking at the letters. Students will work with their

partners interactively to guess the sentences.
With the help of this activity, implicit learning will be in process, as it stimulates inquiry.
Name of the activity: Letter Tiles

Instructions: Put the related letters together to make a meaningful sentence. Cut and

paste them on the chart below. Later, work with your partner and add two more sentences

to the paragraph.
HISTORY AND ARTS
LEA|AND RN F||. IT|IIS I||lAKES
E TH||TURE||ITO &||ROM MAK OUR

S TOMIST THI|PS UM TOWE N

WE F FOR 50 IMAG|IIE FU||. WE

ORY TANT THI HEL||ART N K .,

EEL ,[[ICAL|IN&S MPOR|IINE .|IPHY S

I VE EED HI ST

ANSWER: History is important. We learn from our mistakes. It helps us to make the future, so

we need art to give physical form to things we feel, think, and imagine.



5.6.2 12" ACTIVITY FROM BREEZE, Page 118: Choose the right option for you

TOGO GOES SIGHTSEEING

1. Choose the right oplion for you.
a. | preder to travel glona, b, | profer 1o travel with somaone.
2. Look af the picturas and answer the guestions.

1. Whare are they?
2. What are ihey doing?

3. Togo and Ezgl are lost. Listen to the dialogue and help them.
What should they do to find the way? Put a tick to the cormect option.

o

First, they should

and

4. Listen again and answer the questions.
1. How did theay find their way?

2. Whai did they aat?

3. Why is the Sultanahmat Mosque called Biue Mosque?

4. When did Togs lose Ezgi?
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In the last part of this chapter, there is a listening activity related to two girls who are lost
in the city center on the first day of their tour. In a box, some directions are given, such as

go straight, turn left, turn right.

An additional activity can be included with this listening exercise.
The book’s aim is identified as follows:

1. Students work individually and choose the right option.

2. Students give preferences.

3. Students look at the photos and answer the questions,

4. Students listen and put a tick by the correct option, they listen to the dialogue and

answer the questions, and they compare their answers with their classmates (2010: 118).
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Suggested Activity 15: Directions

High
School
Forest Street
Toy store | Sport Italian
Center Restaurant
Police Hill Avenue
Togo Street Station
Theatre | Shop Post Office Cinema
Park Street
Fire Chinese Library Elementary Book Store
Station Restaurant School

You are here

The chart above can be used as a handout or drawn on the board, and as a reminder,
teacher may practice some of the prepositions on the board. The teacher may then ask

questions to revise prepositions of place:

-Where is the Post office?

-1t is on Park Street, it is next to the Shop, it is opposite the Italian restaurant, it is near the cinema.
-How can I get to the high school?

-Turn left from the library, go straight through the park street, turn left and walk along Hill Avenue; it is on

the corner of Hill Avenue.

This is a good revision activity, allowing students to see and understand how prepositions
of place can be used. Estimated time for the activity is 20-25 minutes. Later, a printable
worksheet template is given below. This listening and speaking activity can be used as an
information-transfer activity. The teacher creates a dialogue and asks students to write the

places on their templates, taking advantage of the clues they hear.
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Example Dialogue:

- If you want to go to the high school, first of all, turn right from the shop; there is an
elementary school between the shop and the police Station. Go straight down Park Street
and take the first left turn. You will see the Chinese Restaurant opposite the Italian
restaurant. You need to turn left again, and the high school is next to the library and

opposite the Chinese restaurant.

Printable Template I

Forest Street
Library
Hill
Togo Street Avenue
Post
Office
Park Street
Shop Police
Station

You are here
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Name of the activity: Help me to find...

Instructions: Work in groups of two. Look at your cue card. To reach your destination,
you need Student A’s help. Student A gives directions. Student B follows the directions

to reach the destination point.

Printable Template I1: Information-gap Activity

Student A

Stationary
Forest Street
Music | Library | Blue
Hall Shop
Zoo | Hill
Togo Street Avenue
Café | Post Bank
Office
Park Street
Ellie’s | High Shop | Burger | Police
School I World | Station

Student B

Forest Street

Hill
Avenue
Togo Street

Park Street
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This listening-into-speaking information gap activity is played in pairs. The aim of the

activity is to reach the pre-determined destination point.

A common destination point can be determined according to the interests of the students.
The teacher divides the class into pairs. Student A is to give the directions and student B

is to reach the destination point.

The estimated time for this activity is 10 minutes for each pair. The printable worksheet

I, “Preposition of Place Worksheet” will help students to give directions.

Printable Worksheet I11: Preposition of Place Worksheet

o / @
in on under near next to
o >
in front of behind between opposite

(Taken from Google images “Preposition of Place”)
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THE BOOK BREEZE 10

The second book, Breeze for the 10" graders, consists of six units. In the coursebook, the
subjects and content are extended according to the level of the students and with respect
to the Common European Framework language level. The coursebook Breeze for the 10"
graders has longer reading passages and more demanding language activities. In this
section, mainly “end of unit activities,” which can be used throughout the units, were

prepared.

5.7 Breeze 10
Unit 1; SOCIETY and LIFE
Overall Aim of Unit 1

The first unit is about society and life. At the end of this unit, it is expected that students
will understand the main points of clear, standard speech on familiar matters regularly
encountered in society and life. Students are expected to understand the gist of radio or
television programs on current affairs or topics of personal or professional interests, as
well as texts that consist mainly of high-frequency, everyday or job-related language. It is
expected that they will be able to participate in unscripted conversations on topics with
which they are familiar or about their personal interests. Students are expected to describe
experiences and events, relate their dreams, hopes and ambitions about society and life,
and connect phrases in a simple way in order to describe experiences and events, their
dreams, hopes and ambitions. Students are to narrate a story or relate the plot of a book or
film and describe their reactions and to write simple connected texts on topics which are

familiar or of personal interest.
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Unit 1 starts with a warm-up activity.;

1. Students’ books are closed, and the teacher writes occupations on the board as follows:

Lesson: English
Subject: Jobs

Musician ~ Business person ICook ~Teacher

|

The teacher asks the students, “Which job would you like to do in the future?”
Students work in pairs and share their ideas. They also give reasons.

“l would like to be a cook because it is enjoyable. You can learn about the different

dishes of other cultures.”

Expecting this structure from students is appreciative. However, before starting this
warm-up activity, a vocabulary review on commonly used adjectives may help learners to
be more secure, confident and comfortable while they are asked which job they would
like to do in the future. For this reason, the suggested activity given below concerning

jobs and occupations can be given to students.
Suggested Activity 1: Jobs and Occupations

Next to the pictures, students can find an adjective list which can be used both to review
the descriptive adjectives and to give meaningful reasons when they are asked to talk

about the jobs that they want to do in the future.
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Name of the activity: Jobs and Occupations

Instructions: Decide which job you think is most appropriate for your partner in each

column. Explain your ideas by giving your reasons to your partner.

Printable Worksheet I: Jobs and Occupations Student A Student B

'F;')ohcs
of ficer

an astronaut

a teacher

a reporter

a nurse An architect

(http://grammar-teacher.com/adjectives-used-with-job/)

Language:

Student A: I think in the first column, the most appropriate job for you is a scientist. I

think you are good at science lessons, and you like reading biology.

Student B: I think in the first column, the most suitable job for you is a singer. I see you

singing all the time. You like music, and you sing really well.
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Although this seems to be an easy classroom activity, it requires analytical thinking, since
the students are asked to give reasons for choosing a particular occupation. This job and

occupations worksheet is one that is very easy to prepare.

In this activity it is expected that the students look at the chart and choose one of the
occupations from the list. As they can see and read at the same time, it is more concrete.
They decide on one of the jobs, explain their reasons and make sentences about the job

they think is suitable for their partners.
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5.8 Unit 2: SPORT
Overall aim of Unit 2

Unit 2 is about sports. At the end of this unit, students are expected to understand the
main ideas of many radio or television programs on current affairs or topics of personal
or professional interests and sport-related language; to connect phrases in a simple way in
order to describe experiences and events, their dreams, hopes and ambitions about sports.
Students give brief reasons and explanations for opinions and plans about sports and to

write personal letters describing experiences and impressions about sports.
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5.8.1 BOOK BREEZE 10, Pages 43-87

In this chapter, the attention-grabbing detail is the hidden structures at the beginning of
the unit. The present perfect continuous and “have to” (obligation) are mentioned as the
language focus. However, throughout the unit, there are only a few sentences about these
structures and their meanings. To enhance this, the following activities can be applied at

the end of the chapter as an “end of the unit activity.”
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Suggested Activity 2: Guess which Sport? (End of Unit Activity)

The aim of this activity is to teach vocabulary and enhance the use of the grammar

structures have to /present perfect /present perfect continuous.
This is a class game which can be played as a group work activity.

1. Students come together in groups of 3 or 4. The printable worksheet is cut into pieces

and given to the groups.
2. The teacher gives each student (in a group) a card on which there is a name of a sport.

3. Students try to find out about the others’ sports by asking yes/no questions. They ask

their questions in turn.

4. First five questions, should be general YES/NO questions, which should also include
some specific structures like have to/ present perfect continuous, as in the following

example:

Example: 1. Do you have to wear a helmet?
2. Have you been doing this for a long time?
3. Do you do this sport any time you want?

4. Do you use special equipment?

Students are not allowed to ask about the sports directly. As soon as a student guesses the
sport correctly, he or she gets the card. The student with most cards at the end is the

winner.
This game can be played with the whole class, too. In this case:

1. The classroom should be divided equally according to the number of the students. A
student from each group gets a card from the teacher and comes to the front of the class
to answer the group members’ questions. The group which finds out the most is the

winner.
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Name of the activity: Guess which sport?

Instructions: Work in groups of 4-5. Pick a card showing a sport. Others will ask you

Yes/No question to guess your Sports.

Printable Activity Sheet

skating Formula 1 football
scuba diving Rafting horse riding
ice hockey Cycling basketball
tennis Skiing figure skating
swimming Baseball golf
windsurfing Canoeing bungee jumping
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5.9 Unit 3: ARTS
Overall Aim of Unit 3

Unit 3 is about art, as with unit 4 in Breeze 9 unit 4. At the end of this unit, it is expected
that students will understand the main points of clear, standard speech on familiar matters
regularly encountered with respect to art; to understand the main point of many radio or
television programs on current affairs or topics of personal or professional interests; to
understand the description of events, feelings and wishes in personal letters. Students deal
with situations related to art, and narrate a story or relate the plot of a book or film and
describe their reactions. It is also expected that students will be able to write simple,

connected texts on topics which are familiar or of personal interests.
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5.9.1 BOOK BREEZE 10, Pages 89-129

As this chapter enhances and practices the past tenses through screenplays, poems, and
books reviews, a song activity with numerous past tense structures can be applied in the

classroom as in the suggested procedure:
Suggested Activity 3: A song

1. Students listen to the song only once.

2. During listening, students try to fill in the gaps.

3. The teacher explains the unknown words and distributes a worksheet (printable sheet

IT) about the song and song text.

4. There are comprehension questions concerning the song that the students have listened

to.
5. The teacher gives students time to work together and answer the questions.
6. The teacher elicits the answers and discusses them with the whole class.

The suggested activity given below provides opportunities to learners to develop both
accuracy and fluency; it also provides enjoyable and motivating time for learners while

engaging with lexical content and vocabulary.
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Name of the activity: A song

Instructions: Listen to the song and fill out the gaps. Answer the questions according to

the song.

Printable Sheet |

BANG BANG
1) _ five and he was six
We2)  onhorses made of sticks
He3)  black and I wore white

He4)  always win the fight
Bang bang, he 5)  me down
Bang bang,16)  the ground
Bang bang, that awful sound
Bang bang, my baby shot me down.
Seasons 7)  and changed the time
When I grewup,18)  him mine
He would always laugh and say
"Remember when we 9)  to play?"
Bang bang, I shot you down
Bang bang, you hit the ground
Bang bang, that awful sound
Bang bang, 110)  to shoot you down.
Music 11) ~ and people sang
Just for me the church bells rang.
Now he's gone, I don't know why
And 'til this day, sometimes I cry
He 12)  even say goodbye
He didn't take the time to lie.
Bang bang, he 13)  me down
Bang bang, I hit the ground
Bang bang, that awful sound
Bang bang, my baby shot me down

( http://www.lyrics007.com/Nancy%20Sinatra%20Lyrics/Bang%20Bang...%20Lyrics.html)
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Printable Sheet 11

1. How old was she?

2. How old was he?

3. What color did she wear?

4. Did she always win?

5. Did they use to play when they were young?

Critical Thinking Questions

6. Did they get married?

7. Did he stay with her?

8. Did he go away?

9. What is the theme of the song?

10. What can be said about the characters?

11. What happened in the story?

12. What happened to the characters?

123




5.10 Unit 4: SCIENCE
Overall Aim of Unit 4

Unit 4 is about science. At the end of this unit, students are expected to understand the
main ideas in clear standard speech on familiar matters regularly encountered with
science; students should understand the description of events, feelings and wishes in
personal letters; students connect phrases in a simple way in order to describe experiences
and events, their dreams, hopes and ambitions about science; and students give brief

reasons and explanations for opinions and plans about science.
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Suggested Activity 4: Pollution (End of Unit Jigsaw Activity 1)

This suggested activity below can be given at the end of the unit. Throughout this unit,
environmental problems are discussed, and students are asked to talk about pollution,
extinction of animals and global warming. As an end of unit activity, the following
authentic text, which is about environmental problems and in which a lot of new
vocabulary about environmental problems is presented, gives students a chance to
become more familiar with the subject before speaking about it. The procedure and time

can be determined by the teacher who is using this activity.

First phase:

1. The teacher distributes printable sheet II and printable sheet III to students.

2. Students work individually to match the words with the corresponding pictures.

3. A 2-minute time is given for students to compare answers with their partners.

Second phase:
1. Students work with their desk mates.

2. Teacher identifies each student from the pairs as Student A, who is responsible for the

first part of the text, and Student B, who is responsible for the second part of the text.
3. Partners read their own parts and then explain them to their desk mates.

4. Estimated time for this activity is 15 minutes in total.

5. The teacher asks comprehension questions to check understanding.

To enhance vocabulary knowledge and correct usage, the following word matching activity
can be done. After practicing the reading skill with this activity, students either work in

pairs or play a word game.
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Instructions: Match the pictures with the corresponding words from the box. Compare

your answers with your partner.

Printable Sheet 11

(Pictures above are taken from “Google images”)
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Printable Sheet I11: Words to Match

pollution ice melting use of petrol
extinction of animal forest fire exhaust pipe
global warming recycling volcanic ash
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Name of the activity: Pollution

Instructions: Read the text for which you are responsible and explain it to your partner

in turns. While listening, fill out the chart according to the presented information.

Printable Sheet |

POLLUTION

Pollution is the introduction of harmful materials into the environment. These harmful materials are
called pollutants. Pollutants can be natural, such as volcanic ash. They can also be created by
human activity, such as trash or runoff produced by factories. Pollutants damage the quality of air,

water, and land.

Many things which are useful to people produce pollution. Cars spew pollutants from their exhaust
pipes. Burning coal to create electricity pollutes the air. Industries and homes generate garbage and
sewage that can pollute the land and water. Pesticides—chemical poisons used to kill weeds and
insects—seep into waterways and harm wildlife. All living things—from one-celled microbes to

blue whales—depend on Earth’s supply of air and water.

When these resources are polluted, all forms of life are threatened. Pollution is a global problem.
Although urban areas are usually more polluted than the countryside, pollution can spread to
remote places where no people live. For example, pesticides and other chemicals have been found
in the Antarctic ice sheet. In the middle of the northern Pacific Ocean, a huge collection of

microscopic plastic particles forms what is known as the Great Pacific Garbage Patch.

Air and water currents carry pollution. Ocean currents and migrating fish carry marine pollutants
far and wide. Winds can pick up radioactive material accidentally released from a nuclear reactor
and scatter it around the world. Smoke from a factory in one country drifts into another country.

The three major types of pollution are air pollution, water pollution, and land pollution.

(http://education.nationalgeographic.com/education/encyclopedia/pollution/?ar_a=1&ar_r=3#)
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Printable Sheet 11

Pollution is harmful to

a) Cars

b) Environment

Pollutants can be created by a) Nature
b) People
All living things depend on a) People and earth

b) Air and water

The countryside is more polluted than urban

arcas.

a) True

b) False

What have been found in the Antarctic ice

sheet?

a) Insects and wildlife

b) Pesticides and other chemicals

The Great Pacific Garbage Patch consists of

a) Trash and runoff

b) Microscopic plastic particles

_____can pick up radioactive material a) wind
b )water
There are  majors types of pollution a)4
b) 3
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Suggested Activity 5: Mind Map (End of Unit Activity 2)

The second part of Unit 4 is about ‘Languages and Countries’. At the end of the unit, a
concept map which includes some specific information about the country that students
live in can be done as an assessment. In this way, the written information that students
have learnt by the end of the Unit 4 turns into a mind map. Students are given time to
brainstorm with their partners to create a mind map and transform their already-existing
knowledge into an outline. This information transfer activity provides enjoyable time for

students and an assessment tool for teachers.
Name of the activity: Mind Map

Instructions: Think about some specific details about your country, your culture and

your traditions, and brainstorm with your partners to fill in the circles.

7;/‘&} s a //‘/&5@@

belween fa/‘o/e and Asia,
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5.11 Unit 5: VALUES
Overall Aim of Unit 5

Unit 5 is about values. At the end of this unit, students understand the main ideas in clear,
standard speech on familiar matters regularly encountered with family, human rights, and
festivals. Students understand the gist of many radio or television programs on current
affairs or topics of personal or professional interests; students deal with most situations
related to family, human rights, and festivals; and students connect phrases in a simple
way in order to describe experiences, events, their dreams, hopes and ambitions about

family, human rights, and festivals.
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Suggested Activity 6: Differences (End of Unit Activity 1)

The activity below can be given to students at the end of the unit, or it can be applied

whenever teachers think that the students are ready.

As the concept of the unit concerns values and notions, a printable sheet which describes
the differences between Eastern and Western cultures can be beneficial and make
learning enjoyable and meaningful, as students see the pictures and figures at the same

time.

Students can have a group discussion about the values to identify the subject. This
problem solving activity mainly provides notions and concepts that the learners need to

talk about. After the discussion, it can be acted out as a simulation activity in the class.

Phase 1: Differences

1. Students work in groups of 4 or 5.

2. Students look at the pictures one by one (the pictures can be cut out before they are

distributed).

3. Students have a group discussion.

Here, the expectation from the students is to understand the images, then to interpret

them, and finally to compare these notions with those of their own countries.

Phase 2: Simulation

1. Groups of Students are given different situations.

2. A 10-minute time is given for preparation, and each group is given 5 minutes to act out

the scenario in front of the class.
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Name of the activity: Differences

Instructions: a) Look at the images on the chart. Discuss the messages given in the

charts with your partner and compare them with your own country’s values.

Printable Sheet |

Differences between Eastern and Western culture

Confronting a Problem Weekend Activities Queue when Waiting

Sense of Self How to Express Anger Status of Leader

Relationships Transportation Punctuality

(http://mountainrunner.us/2008/01/differences_between_eastern_an/)

133



Suggested Activity 7: Simulation (End of Unit Activity 2)

The simulation activities given below can be varied according to the learners’ interests
and the number of the students in the class. As simulation activities give students a
chance to behave as themselves, they try to solve the problems with which they are

confronted based on their own experiences.
Name of the activity: Simulation

Instructions: b) Decide what you would do if you found yourself in the given situations

below. Work as a group and act it out in the classroom.

e Simulation 1: QUEUE WHEN WAITING

Situation: You want to go to cinema with three of your friends; this is the movie
that you have wanted to see for a long time. You have just arrived at the cinema,

and you realize that there is a long queue.

e Simulation 2: WEEKEND ACTIVITY

Situation: You want to meet with your friends because one of them has a
birthday. You want to buy a present for this special friend, but you don’t have

enough money.
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Suggested Activity 8: A PROJECT (The city you live in)

In the second part of chapter 5, festivals are taught. There are activities and discussions
about Thailand and the festivals that take place there. With the help of the suggested task
below, the procedure can be made more interactive, thus making the learning procedure

more communicative.

In this task, students should work in groups of four or five and each student is responsible
for doing something related to the project. Students share the responsibilities of
brainstorming, preparing a “Things to Do list, taking pictures and so on. The project

should be completed in a week’s time.

The list can include:

- The history of the city and its present time; transportation, activities that can be done

(each point should be decided by all of the group members).

Name of the activity: The city you live in

Instructions: Work in groups of 4-5. Prepare a poster to present the city you live in.

Project: THIS IS MY CITY

The presentation includes the features below:

e The history of the city and its present time

e Transportation

e Activities that can be done

e The best and the worse things about the city
e Famous things

e People and their general characteristics
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5.12 Unit 6: SUCCESS AND UNSUCCESS

Overall Aim of Unit 6

Unit 6 is about ‘Success and Unsuccess.” At the end of this unit, students understand the
main points of clear, standard speech on familiar matters regularly encountered in terms
of success and failure; students connect phrases in a simple way in order to describe
experiences and events, their dreams, hopes and ambitions about success and failure;
students give brief reasons and explanations for opinions and plans about the related
theme; students narrate a story or relate the plot of a book or film and describe their
reactions; students write simple connected texts on topics which are familiar or of
personal interests; and students write personal letters describing experiences and

impressions about success and failure.
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Suggested Activity 9: Stress (Jigsaw activity)

To make students aware of the subject, an explicative text as in the below can be given
and applied as a jigsaw activity to prepare students for other activities. The new subject is
“Stress,” and there numerous activities and questions concerning the subject in this unit.
However, we cannot be sure if students have enough knowledge to accomplish the
activities; therefore, before beginning the activities, a pre-reading on the subject may be
distributed. In this way, students would be made aware of the subject matter and the

relevant vocabulary.

Phase 1: Printable Worksheet 1

1. The teacher distributes the worksheet and asks students to work together in groups.

2. Each group is responsible for reading and explaining their parts.

The need for this pre-reading activity is to make students aware of the subject matter and
to familiarize them with new words, as well as to help them during the information

transfer.

After reading the above text, students are asked to fill out the concept map chart which is

given below to transform what they have learned.

Phase 2:

1. Teacher distributes the printable worksheet II.

2. Students write about stress, the effects of stress, and solutions on how to cope with it.

This information transfer activity develops creative thinking and provides teachers with a
formative assessment tool. Accordingly, the students read, and then in completing this

chart; they transform their knowledge into an outline.
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Name of the activity: Stress

Instructions: Work in groups of 3-4. Read the text below to explore the part you are

responsible for and explain it to the class.
Suggested Activity 9: Stress

Printable Worksheet |

STRESS

What is stress?

Stress can mean different things to different people. For some people, it can threaten their lives,
while for others, once they are aware of its causes and effects, stress can add excitement and
challenge to their lives. Stress is often defined as a mismatch between the demands we face and the
way we cope with these demands. It can have a positive and a negative effect.

Stress can be positive when it motivates us to do things which are important to us. However, it can
be negative when we feel pressured by too many demands. We all have demands placed on us —
they come from our work or being unemployed, from relationships, deadlines, financial problems,
illness, exams, school, friends and so on. We also have to deal with major changes, like moving,
changing jobs, getting married or coping with the death of a loved one. The way we cope with these
demands will depend on the way we think, our personality and our life experiences.

Effects of Stress
We can sometimes recognize the short-term effects of stress, but we may not be aware of how
harmful the long-term effects can be. Apart from physical symptoms, like a pain in the shoulder or

tummy trouble, there are also emotional signs, like frustration, anxiety, a lack of interest or being
overly sensitive. Our behavior may change, and we can eat too much, drink too much, be irritable
with other people or become withdrawn from society. All of these can be signs of stress.

How to cope with stress?

Physical activity helps to produce the body's own ‘happy’ hormones, or antidepressants, called
endorphins. These give us that feel-good factor we experience after exercise. Talk to someone you
really trust - we often underestimate the value of talking to friends. Learn to accept what you
cannot change. Get enough sleep and rest to recharge your batteries. Manage your time better -
develop a system that works for you, not against you. Learn to prioritize, make lists and praise
yourself for getting through the various tasks. Plan ahead and learn to say ‘no.” Take up a hobby.
Work or family commitments do not have to take up all of your time. Eat a variety of foods. Eat
lots of fruits and vegetables every day. Learn to relax. Try going to the cinema, listening to music
or reading.

(The article is adapted from www.ucd.ie/studentadvisers)
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Instructions: Use the information from the text and fill out the chart with the necessary

information while listening to the other groups.

Suggested Activity 10: Coping With Stress

Printable Worksheet 11

\ STRESS
\

/
©©
EFFECTS OF STRESS

vV

~

/\
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HOW TO COPE...
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Suggested Activity 11: A Story

In this chapter, the last activity can be story writing, as there is a segment which is related

to books and stories.

The first part of the suggested activity provides a semi-controlled activity, as students are
provided with guidance. In this part, students are expected to plan a story; this serves as a
brainstorming chart. They are given 15 minutes to plan with a partner and complete the

chart.

The second part of the story writing provides a freer practice. This activity is meaningful,
as students create their own stories in their own words. This writing style serves WLA, as

well as promoting autonomous learning.

Phase 1:

1. The teacher distributes printable worksheet I to students.

2. Students work in pairs and share their ideas to organize their stories.
3. Students fill out the chart.

Phase 2:

1. The teacher distributes printable worksheet II to students.

2. Students work individually and write a story, referring to the story organizer chart.
Benefiting from the same information but working individually while writing allows

them to see how they think differently.

3. The students’ products are shared later in the class.
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Instructions: Use the story planner given below to organize your story. Fill out the charts with

your partner.

Printable Sheet |

> STORY PLANNER <

CHARACTERS’ NAMES INFORMATION ABOUT CHARACTERS
How will your What will happen in your story? | How will your story end?
story begin?
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Instructions: Work individually. Write your own story to share later in the class, using the

story organizer. Compare your story with your partner when you finish it.

Printable Sheet 11

Title:
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CHAPTER VI
DISCUSSION AND SUGGESTIONS
6.1 Discussion

When taking the two coursebooks into consideration, the communicative potential of
the activities was discovered to be less than the expected level. In particular, the items 1,
2,3,9,12, 13, 14, 17, 18, 19, 20, 21, 22, 23, 24, 25 are related to interaction between
students; however, the results indicate that the evaluated coursebooks do not include
enough communicative activities. Thus, they do not provide sufficient opportunities for

students to interact with one another.

When we compare the checklist results of these two books, the coursebook Breeze for
10th graders can be counted as more communicative than the coursebook Breeze for 9th
graders. Surprisingly, among the two of the coursebooks’ activities, there were no

simulation activities, competitive activities or jigsaw activities.

Furthermore, information gap, information gathering, decision making, reasoning gap,
problem solving and role play activities are not sufficient to provide an environment
which promotes learners’ autonomy. When considering the coursebook Breeze 10, we
see an increase in descriptor 1, “learners’ interaction in pairs or groups” from 24.7%, to
33.6% in comparison with Breeze 9. Although there is a slight increase in the

coursebook Breeze 10, the descriptor number 16 is still not sufficient.

Divergent activities are those which lead students to think. The coursebooks Breeze 9
and Breeze 10 do not provide divergent activities which require creative thinking,
curiosity, willingness to take risks, or inquiry and which stimulate creating lists of
questions, setting time for thinking, brainstorming, mind mapping, keeping a journal or

free writing.

Considering these facts and the checklist results, it can be stated that the book Breeze,
both for 9" and 10™ graders, does not meet the communicative requirements according
to contemporary approaches. In the light of this, it can be concluded that most of the
activities in the coursebooks do not require a communicative, task-based, interactional

or holistic perspective.
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6.2 Suggestions

Based on the results obtained, the following suggestions can be added to the

coursebooks for 9™ and 10™ graders;

1. It was clear from the checklist results that the coursebooks fail to meet the
requirements of contemporary approaches. However, the communicative
activities can easily be adapted and applied in the classroom. Only then will

students be encouraged to use the language.

2. Although there is no pair or group work activity, teachers who use these books

can encourage students to work together to increase interaction in the classroom.

3. Simulation activities can be added, and the number of games can be increased,
because competitive tasks may trigger students if the objective is to win, even

for the shyer students.

4. Students vary in their learning styles. Audio-visual materials are concrete
materials which can be obtained easily and which help students in the learning
process. The audio-visual materials (flash cards, specific pictures, wall cards,

charts etc.) can be added into the package.

5. Topics which provide critical thinking and reflecting upon the others’ opinions

can be added.

6. A related glossary about the target vocabulary presented in the coursebook can

be added at the end of the book.
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CONCLUSION

With the help of tasks and activities which stimulate interaction and communication in
the classroom, students become more motivated, and they listen to the teachers and
participate in the lessons more. This can be due only to one reason, which is that
students enjoy the lessons. Thus, implicit learning and enjoyable communicative
activities which enhance interaction work well with learners. It is a commonly-known
fact that teaching methods have been changing, and communication is at the top of the
list of these methods. It is true that new generation learners are very different, and they
want different activities while learning a foreign language. Thus, making use of the

traditional methods is uninteresting and not sufficiently motivating.

Thus, with this in mind, in-class interaction again becomes the focal point of modern
language teaching. This study aimed to evaluate the coursebook Breeze 9 and 10,
published by the MoNE, with the aim of bringing learners to the level of A2 and B1. In
addition, it was also intended to prepare an activity book targeting the integration of

skills and contemporary approaches such as CLT, TBLT and WLA.

In the introduction part of the study, the importance of English language and the role of
the coursebooks as classroom materials were discussed. In explaining the crucial role of
the coursebook, the related literature was addressed. In this context, the focal point of

effective language learning was determined to be communication.

To this end, contemporary approaches, four-skill instruction, evaluation of coursebooks
and ELT in Turkey were mentioned. Finally, the purpose and the significance of the
study were identified. In this context, the coursebooks Breeze for 9™ and 10" graders
was chosen for evaluation and the coursebooks were analyzed in terms of the adequacy
of activities according to the basic principles of CLT, TBLT, WLA and four-skill

instruction requirements.
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The research was designed in light of the following research questions:

1. Is it possible to form an activity evaluation checklist for the coursebook Breeze

Student’s Book (2010) for 9" and 10" graders?

2. Do the activities in the coursebook Breeze Student’s Book (2010) for the 9" and 10™

graders match with the checklist criteria?

3. Is it possible to form an activity book for the coursebook Breeze Student’s Book
(2010) for the 9™ and 10™ graders regarding the checklist criteria?

In the literature review, CLT, TBLT and WLA, Four Skills Integration, communicative
competence and coursebook evaluation issues were examined. The focal points of the
approaches were examined and were defined in terms of their common points in order

to identify the descriptors used in the checklist developed for the study.

In accordance with the literature review, in the methodology section, a checklist was
formed to evaluate the coursebook Breeze. Two experts were consulted concerning the
activities to be evaluated in order to achieve a detailed quantitative and qualitative
analysis. The frequency analysis of the coursebook Breeze was realized according to the
27 determined descriptors. A total of 109 activities from the coursebook Breeze for 9™

graders and 116 activities from the coursebook Breeze for 10" graders were evaluated.

The results of these analyses indicated that the textbook Breeze partly meets the criteria
in the quantitative and qualitative senses, and the activities were mainly based on
individual work. This fact made the books less interactive, although it was stated that a
communicative methodology was used, and although the coursebook Breeze was aimed
at promoting student-centeredness and learner autonomy, it was almost impossible to

see this in the coursebooks.

In light of these facts, suggested activities were prepared in accordance with General
State Schools’ conditions. The activities are consistent with CLT, TBLT, WLA and four
skills instruction, which have been accepted as the most contemporary and effective

methods for foreign language learning in the ELT world.

Throughout the study, concrete language activity samples and motivational teaching and

learning activities were gathered to create a book and were effectively designed for a
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teacher to use as a main source to support the standard lessons and the standard
curriculum. In this study, the topics and the content used in the book Breeze, which is
frequently used in English lessons in high schools affiliated with the Ministry of

National Education, shall serve as a basis during the preparation of activities.

Throughout the research process, and with the help of the checklist, the lack of
interaction in the classroom in state schools was noticeable, which supports our
conclusion that interactive activities are very important for motivating students in the
classroom environment. In light of this fact, the study focuses on evaluating and then
preparing interactive activities and tasks which comply with the contemporary
approaches in order to provide instructional support for the book Breeze, as it is a fact
that learners can learn best as part of an interactive process. Thus, interaction becomes

an essential vehicle for ELT teachers in the instructional procedure.

In the course of selecting the activities and tasks for the book Breeze, we paid attention
to select activities which served four skills instruction and other contemporary
approaches. The suggested activities were clearly explained for teachers who use the
book Breeze and who want to use these activities. We hope that this study serves as a

guide for teachers who are currently using this book, as well.

Finally, communication and interaction play a crucial role in helping teachers during the
learning and teaching process. If communicative exchanges did not exist in ELT classes,
the teaching and learning process would look like a ship sailing without a course and
with no destination. Thus, communication should be the destination point which all

teachers want to reach.
As English teachers, our greatest responsibility is to motivate our students to love

learning by providing them with an environment which increases their involvement,

remembering that the more they are motivated and involved, the more they can learn.
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